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Abstract

Education planning is considered a vital factor in the success of any education
system. For educational organisations such as the Ministry of Education (MoE) in
Kuwait, strategic planning is very crucial for the achievement of the educational
goals that reflect the aspirations of Kuwait’s community, such as preparing graduates
to help develop their countries. However, there is a need to build a strategic
education plan that integrates the goals and objectives from the educational field, as
well as from society. The main purpose of this research is to explore the current
strategic education plan in Kuwait in terms of the issues that may arise from the
policies that control the strategic education plan’s formulation and implementation.

This research adopted a mixed methods approach for data collection, which was
conducted in three phases. The first phase depended on exploratory interviews to
investigate the nature of the current policy that controls the education system in
Kuwait. In addition, the exploratory study aimed to identify issues (if any) result
from policies that control strategic education plan’s formulation and implementation.
The second phase employed a questionnaire that explored research participants’
perceptions regarding the issues that were identified by the exploratory study. The
third phase depended on in-depth interviews to investigate the characteristics of the
centralisation policy in the education system. This phase aimed to further investigate
the interviewees’ perceptions regarding the issues that had been identified in the first
phase. The third phase also sought to investigate how the MoE’s policies might
underlie these issues, and they may act strengths or weaknesses in the strategic
education plan.

The research sample of the three phases consisted of leaders from the three
managerial tiers of the Kuwaiti education system (MoE officials, district leaders, and
school leaders). The MoE leaders are those who chair different departments within
the ministry. The district leaders are those who chair different departments within six
education districts in Kuwait. The school leaders consist of head teachers, deputy
heads, and department heads. The first phase involved 12 interviewees, the second
phase involved 188 participants, and the third phase involved 22 interviewees.

The research findings identified the current policy that controls the education system
in Kuwait. The findings indicated that the centralisation in education system is
extreme, and that the MoE is the ultimate decision maker. The MoE adopts the tenets
of centralisation in order to control resource allocation, curriculum planning, in-
service programmes for teachers and staff, pupils’ assessments, and educational
planning.



My research identified seven issues associated with strategic education planning in
Kuwait, which are all affected by the centralisation policy, as follows:

Efficiency and effectiveness of the strategic plan
Comprehensiveness of the strategic plan
Implementability

Collaborativeness and participativeness
Communicative capacity

Bureaucratisation

Work environment

NoabkowdrE

These seven issues are seen as the problems that have resulted from the centralised
nature of the strategic plan that affected the education system’s outcome. For each
issue, the research results identified a number of reasons as to why these issues can
be viewed as weaknesses of the centralised strategic plan. Thus, the research found
that the centralisation policy, which is embedded in both the formulation and the
implementation of the strategic plan, is an obstacle to the strategic plan’s
effectiveness. Additionally, the research identified a relationship between the
weaknesses of the strategic plan itself, and the MoE officials’ practices as the
ultimate decision makers. Finally, the research concluded that the implementers of
the strategic plan tend to participate in decision-making; however, they should
exercise a certain degree of autonomy within their workplace in order to identify the
best ways through which to achieve the goals of the strategic plan.
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Chapter 1: Overview of the Research

1.1 Introduction

Educational systems all over the world are targets of change and reform. Every
system may encounter internal forces, such as demographic changes and
urbanisation, or external forces, such as globalisation and changes in political
situations that might alter these systems. All of these changes are demanding, and
educational systems are subsequently placed in situations where they need to adapt in
order to cope with these forces, so as to ensure that they correctly respond to the
unique needs of each of the forces of change. In fact, educational systems are held
captive by these forces of change, with globalisation acting as one of the
predominant forces of change that generates the need to rethink policies and
regulations across different fields, including education (Carnoy, 1999). As a result,
researchers in the education field started to analyse policies and regulations in
response to the forces of change, in order cope with those changes, by designing a
holistic education plan that deals with both internal and external demands, so the
researchers could achieve their educational goals. These strategic education plans
target the changes that are affected by internal and external factors. Moreover,
research studies should focus on the strategic plans of the educational systems, so
that researchers can investigate the adequacy of these plans in terms of meeting the
local needs and aspirations of the communities, while considering the external
circumstances as well. From this perspective, all educational systems should study
their current practices with regard to educational policies and regulations in order to
determine whether these systems need to maintain their current policies and
regulations, or whether they should implement some changes in order to better meet

their needs and achieve the system's goals.

The Ministry of Education (MoE) in Kuwait established a strategic education plan in
order to ensure that the education system produces highly qualified graduates from
their schools, who will be employed and foster the development of their country.
Since the MoE began planning their education system, policies and regulations were
established in order to control the education planning processes and practices. The

MoE established the Department of Planning and Improvement, which is responsible



for the plan’s formulation; the members of the department also decide which parties

should be involved in this process.

There is no doubt that the success of the strategic education plan strongly depends on
the policy that is adopted to manage that development process. If the policy ensures
that the system builds a representative strategic plan that addresses the actual needs
of the society, we can assert that this policy is appropriate and will be successful.
However, if this policy fails to ensure the development of a strong strategic plan that
includes all the needs of a particular society and utilises all the appropriate means
that can lead to its success, we can say that this policy is inappropriate. Thus, the
success of the strategic plan largely depends on the policy that controls its

formulation and its implementation process.

1.2 The purpose of the research

My research focuses on the policy in Kuwait that is adopted when managing
different managerial processes, with specific attention paid to the strategic plan of the
MoE. First, this research attempts to identify the nature, extent, and characteristics of
the current policy adopted by the MoE in Kuwait in order to control the education
system in general, and to control the strategic education planning in particular. In
addition, this research attempts to identify the issues that result from the current
policy, and that control the strategic education plan with respect to the formulation
and implementation processes. This research aims to investigate the perceptions
surrounding the implications of the issues identified regarding policy and practice
from the views of the individuals working in the MoE (MoE officials), those working
in the educational district (district leaders), and those employed in the schools
(school leaders). Finally, this research attempts to address how and why (if at all) the
MoE’s strategic plan policy affects the plan with respect to each of the issues

identified.

1.3 The importance of the research

Kuwait is a wealthy country that depends on oil production as its main source of
income. People in Kuwait have a very satisfactory lifestyle, as the average income
per capita is approximately 1250 dinars, or about 2500 BP (Al-Marzooqi, 2013).

Although the country is wealthy, there is evidence that the education system is



relatively poor and does not produce a high level of outcomes in public schools,
especially when compared with other Arabian Gulf education systems such as those
in Qatar and in the UAE (Al-Hummaod, 2012; Ayoub, 2012; Al-Ramzi, 2009).

Many countries — irrespective of whether they are Middle Eastern countries (such as
Qatar) or Western countries (such as England) — have revised their educational
policies in terms of the locus of authority and power utilised in managing educational
issues in response to the local needs that have been identified through research.
Although the MoE established six educational districts as an initiative to decentralise
the education system, there has not been a recent and clear description about the
characteristics of education governance in Kuwait. Therefore, my research aimed to
clarify the nature of the current policy that controls the education system by
addressing its characteristics. In addition, my research aimed to examine the policy
that the MoE in Kuwait adopted when creating an education plan. By analysing the
strategic plan of the MoE according to the policy of control, this research will
provide education officials (who are responsible for developing educational plans)
with information about the issues (whether they are strengths or weaknesses) that
may have resulted from the policy that controls the plan’s formulation. In addition,
this research raises questions about the issues and concerns that the implementers of
the strategic plan encounter during the implementation stage of the educational
strategic plan. Thus, this research will facilitate the Kuwaiti educational officials’
knowledge about how implementers of the strategic plan perceive both the plan and
its policy of control. Finally, this research supports the initiatives of the educational
reform in Kuwait by focusing on the most powerful factor of the success of any

education system: the strategic education plan.

1.4 Research questions

This investigation adopted an emergent research design, as the research questions
emerged during the research process rather than being formulated at the outset. The

initial research question addressed was:

1. How do the research participants characterise the education system in

Kuwait?



What strongly emerged once the first research question was answered was the issue
of centralisation. This led to formulation of three additional research questions:

2. What issues does centralisation in educational policy raise for the formulation
and implementation of strategic education planning in Kuwait?

3. What are managers’ perceptions about the implications of these issues for
both policy and practice?

4. What reasons do managers provide for their perceptions regarding the

centralised strategic plan?

1.5 Layout of the thesis

This thesis is divided into seven chapters. Chapter 1 presents an introduction of the
current research. This chapter aims to clarify the purpose, importance, and questions
of this research. Chapter 2 presents an overview of the education system in Kuwait in
order to provide the reader with general information about the Kuwaiti education
system’s policies and practices. Chapter 3 presents the theoretical perspectives about
the topics involved in this research in order to discuss the themes related to the main
objectives of the research. Chapter 4 presents the research design and methodology,
and explains all the methods employed to answer the research questions, so as to
explain all of the adopted methods of the current research and justify the selection of
the research design, sample, tools, and data analysis methods. Chapter 5 provides a
presentation of the research findings of the qualitative and quantitative studies. The
research findings are discussed in Chapter 6, in order to expand upon the findings
and link them to the existing literature and to previous research. Finally, Chapter 7
presents the research conclusion, which includes the main findings,
recommendations, and limitations of the research, while providing suggestions for

future research.



Chapter 2: Overview of Kuwait’s Educational System

2.1 Introduction

Education is an interactive and dynamic process that can be continually developed
and adapted to meet the changing needs of a society; it can be said that every society
develops its own education system in a way that mirrors how that particular society
functions (Al-Sultan, 2010). In the context of Kuwait, the development of the entire
population is the goal of the country’s educational strategy (Al-Gonaim, 1999). The
MoE has stated that its learning philosophy is to establish a modern Kuwait by
effectively preparing the population of Kuwait to handle modern challenges. The
intention of the MoE is to begin this process from the earliest stage during the

education of young children (MoE, 2005).

As with all large, long-term projects, the creation of an efficient and contemporary
educational model requires sufficient funding (Al-Ramzi, 2009). Kuwait’s richness
in natural resources, in particular oil, has supported the Kuwaiti government in
allocating funds to build a large-scale, modern education system (Al-Gonaim, 1999).
Thus, the government intended to employ its wealth to build an effective education
system through the establishment of policies and plans as a way to respond to the

demands of the 21st century.

2.2 Historical background of the State of Kuwait

Kuwait was established over 300 years ago, as a small country representing a
commercial gate between neighbouring countries. In 1961, Kuwait obtained
independence and joined the United Nations. Kuwait is an Islamic state, and
inhabitants speak an Arabic language. Since its founding as a country, Kuwait has
been governed by the Al-Sabah royal family, which was nominated by the Kuwaiti
people. Today, Prince Sheikh Sabah Al-Ahmad Al-Jaber Al-Sabah rules the country.
Kuwaiti policies and rules are dictated by the Holy Qur’an and Sunnah, the message

of the prophet Mohammad (MoE, 2009).

Due to its position in the Arabian peninsula between the Kingdom of Saudi Arabia,
Iraq, and Iran, the population of Kuwait is drawn from mixed nationalities: Aljazeera

Arabs (now the Kingdom of Saudi Arabia), Iranians, and Iraqis (MoE, 2009).



Geographically, Kuwait is in the northwestern part of the Arabian Gulf, bordered by
the Kingdom of Saudi Arabia to the south and Iraq to the north, and by the Arab
states of the Gulf. It lies between the latitudes 28°30" and 30°06" north and the
longitudes 46°30" and 49°00’ east. Kuwait has a desert environment, with a total area
of about 18,000 km. Its capital city is Kuwait City, which is on the northern coast of
the Kuwait Bay (MoE, 2009).

The topography of Kuwait is flat, characterised by some low hills and shallow
depressions, a terrain of slightly uneven desert, and with a gradual slope ranging
from sea level in the east, to 300 metres above sea level at the Arabian Gulf coast in
the west and south. Throughout the year, the climate is hot and dry, particularly in the
summer, when temperatures can reach up to 50°C in the shade; the winters are short
and warm. In 2009, the population of Kuwait was nearly 3.5 million, consisting of
2,140,225 males and 1,344,656 females. Almost 1,800,000 of the people are
Kuwaitis, representing 32.1% of the entire population; the remainder come from
other ethnic groups and nationalities. Over 140 different nationalities from all over
the world are represented in Kuwait, and the people of the country are employed in
many different occupations. The majority of the Kuwait population lives in Kuwait
City and its surrounding suburbs, with a particular concentration of people residing

in the areas overlooking the coast of the Arabian Gulf (MoE, 2010).

2.3 Educational system in Kuwait: a historical view

Education in Kuwait can be historically traced to a form of primary learning that
dates back to 1887. At that time, education consisted of people who were locally
referred to as ‘Alkatateeb’ (writers), and who were mostly based in mosques and
would teach children basic reading, writing, and mathematics, in addition to teaching
the Holy Qur’an. The limited education of the Alkatateeb in Kuwait was present,
until a new education system was introduced in 1911 with the opening of the first
school for boys, called Al-Mubarkiya. In 1922, the first Kuwaiti private school, Al-
Saada, was established (MoE, 2009). In 1936, responsibility for education shifted to
the government with the establishment of the Council of Education, which
supervised teaching, organised education through the planning and design of

curricula, and provided funding. In 1937, the Council of Education opened one



primary girls’ school and two primary boys’ schools. Prospective pupil numbers
increased quickly, leading the Council of Education to create additional classes
within these schools, so as to meet the increasing demand for education. In 1947, a
religious institute was established, and two years later, a teachers’ institute was

introduced to train primary school teachers (MoE, 2009).

To some extent, the Kuwaiti education system has been funded by some Arab
countries, such as the Arab Republic of Egypt, with emphasis placed on science
education. In 1952, the government began to self-manage education, and it was
supported technically by other Arab countries. In 1954, educational reforms saw the
restructuring of the learning curricula and study plans. Reorganisation of learning
phases took place, and the redesign of curricula was implemented in order to better
match the social and cultural development needs in Kuwait. The result was that
education was modified to four years of kindergarten and primary learning, four

years of intermediate schooling, and four years of secondary school (MoE, 2009).

After observing how other countries paid attention to the education of their
craftsmen, Kuwait began to educate its craftsmen in 1955 — a move that later became
known as the Public Authority for Applied Education and Training. After that, in
1963, the first teachers’ institute for both male and female teachers opened, awarding
diplomas to pupils upon completion of their secondary school certificates. In 1993,
the teachers’ institute became known as the Basic Education College, and it awarded
Bachelor of Education degrees after learners completed four years of postsecondary
school study. To date, the first and only public university is Kuwait University, which
opened in 1966. Since 2000, three colleges and four private universities have opened

(MoE, 2009).

2.4 Educational districts and schools

Since the liberation of Kuwait from Britain in 1961, the MoE began to develop
education systems in accordance with global developments. Between 1956 and 2004,
the educational structure was as follows: two years of kindergarten, four years of
primary school, and four years for each stage of intermediate and secondary school.

In 2004, the educational scale was changed to two years of kindergarten, five years



of primary school, four years of intermediate school, and three years of secondary
school (MoE, 1998).

In 1982, Kuwait was divided into six administrative districts: Al-Asema, Al-
Farwaniya, Al-Jahra, Hawalli, Al-Ahmadi, and Mubarak Al-Kabeer. Within each
district, the ministry established a branch that would serve to manage the schools
(MoE, 2011). Table 1 presents the number of pupils distributed across the six
educational districts.

Table 1: Number of pupils at each educational stage by district

Districts Al- Al- Hawalli Al- Al- Mubarak
Ahmadi Jahra Asema Farwaniya Al-
Kabeer
Schools
Kindergarten | 11773 7463 5412 3197 9149 55137
Primary 33545 24443 | 20046 16598 28484 13193
Middle 24991 19826 | 16636 14720 21628 10587
Secondary 14579 11297 | 11926 11899 13588 7959

Source: (MoE, 2011)

2.5 Vision of the education system in Kuwait

Through the MoE, the Kuwait government has established its vision for the future of
education from 2005 to 2025, a vision approved by the Minister’s Council. The MoE
has established six key goals of the public educational strategic plan for the State of

Kuwait as follows:

1. To interact with the current environment without obstructing the
privacy of community culture, through free-thinking and cooperation
with dynamic changes. This intention has led to the development of

different programmes, including encouraging learners and teachers in



‘free scientific thinking’, while developing ‘correct thinking skills’,
and ‘creative thinking’. Examples of the application of this include
encouraging the learning of foreign languages, applying
brainstorming skills, and making full use of changes in information
and communications technology.

To confirm beliefs in the importance of dialogue and of respect for the
human rights of learners in order to provide a strong base for
democracy. This includes different programmes aimed at covering
concepts related to freedom, respect for law, and democratic life.
Another programme is aimed at promoting the development of
national identity, avoiding racism and communalism, while
developing positive attitudes in learners towards group work and the
spirit of initiative.

To support wealth production, without negatively affecting the
environment or national resources. The focus of this move is to
correct pupils’ incorrect perceptions regarding the abundance of oil,
and to link the negative effects of oil production to the depletion of
limited natural resources and the destruction of the environment.
Furthermore, it emphasises the value of national human resources as
the financial and moral wealth of the Kuwaiti society, confirming that
each citizen shares responsibility for protecting public resources.

To confirm the essential requirements of curricula for schools in the
general education system and to ensure the achievement of national
goals. Different programmes set the criteria for compulsory school
curricula for all schools, irrespective of differences in study systems.
These are intended to prepare learners for interacting with a variety of
available resources beyond teachers and books, with a focus on the
interactive learning process and its results, rather than simply on the
quantity of knowledge. Responsibility for achieving early education
goals is shared between schools, families, and the community,
alongside the development of a scientifically enquiring mind and self-

learning skills.
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5. To achieve strategic requirements by bringing about institutional
reform in all general learning sectors. Programmes that implement
decentralisation in educational management are aimed at improving
learning and school management through performance evaluation.
General schools require the motivation to differentiate and create new
learning methods. There is encouragement that inter-school
competition occurs to enhance quality in learning, improve teachers’
performance, and increase teachers’ productivity via training and
incentives.

6. To bring the current general education system and the requirements of
advanced technology closer together. It is important that a new
generation of learners, across different scientific, practical, public, and
private fields, do not suffer from technological illiteracy, while
encouraging learners to benefit from the availability of information
and communication technology facilities to increase their knowledge

of the surrounding world (MoE, 2003, p. 20).

2.6 Comprehensive aim of education in Kuwait

Following the Curriculum Conference in 1972, the MoE worked on developing a
document outlining the general aims of education, which were finalised and issued in
1976. The comprehensive aim of education in Kuwait is based on the following

principles, as stated in that document:

Adapting appropriate opportunities to help individuals attain
comprehensive integrated development spiritually, ethically,
intellectually, socially and physically as far as allowed by their
aptitudes and capacities in light of the nature, philosophy and
aspirations of the Kuwaiti society as well as in light of the principles
of Islam, Arab heritage and the contemporary culture in a way that
ensures the balance between the individuals’ realisation of their selves
and preparing them for constructive participation in the advancement
of the Kuwaiti society in particular and the Arab and World
Community in general (MoE, 2003, p.12).
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As this text reveals, the articulators of this comprehensive aim sought to include all
members of society, regardless of their social, economic, or mental capacity,
meaning that the education system takes the needs of all categories of pupils into
consideration. This implies that there is an agenda that considers the social, cultural,
and religious identity of the Kuwaiti society. Following this comprehensive aim, the
strategic education plan is built upon the premise that educational planning does not
arise out of a vacuum, in isolation from the community’s social, cultural, and

religious contexts (MoE, 2003).

Regarding the social context, the strategic education plan in Kuwait aims to achieve
two goals. First, it aims to meet individuals’ needs according to their abilities and
attitudes, as is the case with pupils with learning disabilities and special education
requirements. Second, it aims to meet the needs of the community as a whole, as well
as to facilitate broader national social and economic development (MoE, 2003). In
other words, educational planning aims to support and develop individuals based on
their needs and abilities, and according to the Kuwaiti community’s aspirations. Al-
Sharrah (2002) illustrates that educational planning in Kuwait provides all
individuals with the same opportunity to be educated. Thus, educational planning
considers the differences between pupils and attempts to provide appropriate
education for all. In addition, the members involved in educational planning analyse
each Kuwaiti community’s needs to provide the resources necessary for different
sectors within the country. Therefore, Kuwait’s educational planning attempts to
develop the community, while identifying and treating its social problems via short-
and long-term objectives (Al-Sharrah, 2002).

The cultural context of Kuwaiti society is extremely important in educational
planning. For example, Al-Sharrah (1997) indicates that while educational planning
aims to support the cultural identity of the Kuwaiti community, it also protects that
community from the effects of factors that contradict the local Kuwaiti identity.
Moreover, educational planning supports the cultural heritage of previous Kuwaiti
generations by including their struggles and efforts to build the country in the
curriculum. Furthermore, it supports the customs and traditions of the Kuwaiti
community and eliminates alien cultures (Ayasra, 2011). As an example, education

in Kuwait excluded sex education within schools, as it opposes the local conservative
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culture of Kuwaiti society. Educational planning provides alternative lessons about
human proliferation via specific lessons in both religious and science curricula. In
this way, educational planning controls the cultural context by supporting the
culture’s local identity, customs, and traditions, and prevents anything from opposing

them.

Regarding the religious context, educational planning is keen to reinforce Islamic
values in pupils, while supporting the religious privacy of the Kuwaiti community.
The strategic education plan incorporates several goals to achieve this. First,
religious goals aim to produce Muslims who believe in Allah, who worship him, and
who fulfil his orders. Second, spiritual goals support the spiritual values of Muslim
individuals and of the Islamic community. Third, moral goals enhance Muslim
individuals’ ethical and social values. Fourth, social goals relate to building the
Muslim community, which includes cooperative individuals within a wider

supporting network of social values (Monshid, 2014).

The strategic education plan translates social, cultural, and religious goals into
several aims through different stages. After setting the comprehensive aim of the
Kuwaiti education system, its general aims are subsequently addressed. Some of
these are related to the social, cultural, and religious issues of Kuwaiti society. As a
result, the following general aims of education, formulated more than three decades

ago, were set in the light of the comprehensive aim:

1. Preparing the Kuwaiti citizen comprehensively within the mental, physical, m
oral, social, and national aspects based on Islamic regulations and Arabic trad
itions.

2. Preparing generations to believe in democracy as a lifestyle that

abolishes all kinds of constraints imposed on humans by creating a

society based on the awareness of the citizens.
3. Preparing future generations to believe in national unity.

4. Preparing future generations to believe in the Arab nationality and
comprehensive Arab unity with the development of the Arab
personality that is capable of committing to change and development,

as well as to managing responsibility.
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11.

12.

13.

14.

13

Developing the scope of general education to face the dramatic

increases in population rates.

Providing pupils with a comprehensive theoretical and practical

education in science, the arts, and literature.

Preparing future generations to believe in education as the main

power of humans.

Preparing future generations to believe in scientific thinking, with
careful considerations for instilling in them religious values generated

from Islamic religion.

Preparing future generations so they are capable of creativity and
innovation, while contributing positively to public life.

Directing youth and preparing them to meet the needs of the Kuwaiti
society within different labour groups at all levels in order to address

the needs of the social and economic development plans.

Balancing and integrating the educational policy and the higher
education policy, while also achieving a balance between educational

and vocational education programmes.

Granting the self-development of individuals by developing society
within the qualitative and technical development of the educational

process.

Taking care of talented and gifted individuals to prepare them as
leaders who are able to create and innovate in all fields, so as to push

development forward.

Taking care of pupils with special educational needs by preparing

suitable programmes to meet their needs.
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15. Supporting the social, health, and psychological services provided to
pupils in a way that is compatible with the increasing numbers, while

coordinating the efforts of the ministries and institutions in this field.

16. Achieving vocational enlightenment and direction for pupils
according to their abilities and needs, while coordinating with the
society’s needs for different professions to implement the desired

changes in society with regard to handicrafts.

17. Ensuring that there is good communication between schools and
society (Cited in: Shafshak, 1980, p.267).

Another set of special aims were subsequently developed for each stage of the
educational system across both public and private schools. In addition, the current
educational policy was issued according to these general aims. General aims were

used to produce special aims for each of the academic subjects taught.

Thus the MoE formulated a strategic plan that included a number of objectives that
emerged from the comprehensive aim. The whole plan’s formulation follows specific
procedures in specific departments within the MoE. These procedures are presented
in the following section, which provides a full description of the policies used in the

formulation of the strategic education plan.

2.7 Strategic education plan formulation

The Department of Planning and Improvement in the MoE represents the highest
authority involved in the development of the strategic education plan. According to
Al-Hadhood (1994), the Department of Planning and Improvement helps guide the
learning process, as it puts forth significant efforts toward improving learning
through the fulfilment of a variety of tasks, including the formation of committees
that assist in the preparation of a general framework for strategic education planning,
through the evaluation of current planning policies, and by setting out education

policies.

The MoE follows several steps to construct its strategic plan. Strategic plan

formulation is based on the education policy that stemmed from the Supreme
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Council of Planning. Al-Hamdan (1992, p. 29) outlined the general procedures that
the MoE follows to formulate the strategic plan:

1. The Supreme Council of Planning, which is the central office of the
planning body of the Kuwaiti government, sends the MOoE the

government’s principles and of the general policy.

2. The MOoE, represented by the Department of Planning and
Improvement, receives Supreme Council of Planning guidelines, and
then it begins implementing procedures involved in the plan’s

formulation.

3. The Department of Planning and Improvement establishes working
teams from personnel who work within several departments at the
MoE.

4. The team makes all the arrangements required to organise the
planning of procedures, while informing all departments of their
obligations with respect to the type of information required for the

plan’s formulation.

5. After receiving the information from each department, the planning
team studies, categorises, and modifies the gathered information to

convert them to a final information report.

6. The Department of Planning and Improvement constructs another

team aimed at preparing the basic components of the plan as follows:

They study the qualitative and qualitative issues of the

current education system.
e They prepare policies and goals.
e They provide budget estimations for the project.

e They prepare construction projects such as the development

of school buildings.
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e They prepare programmes for improving the performance of
individuals including teachers, headteachers, directors, and

staff members.

7. The planning team presents the results of the previous procedures to
the Department of Planning and Improvement for discussion and

modification.

8. The highest levels of the MoE are represented by the minister, deputy
minister, and undersecretary assistants, who review the plan in order
to make decisions regarding whether it is necessary to revise
particular sections of the plan, or whether they should deliver their

approval if they are satisfied with the plan.

9. After approving the plan, the MoE sends a copy of the strategic plan
document to the Supreme Council of Planning (which represents the

government with regard to planning), in order to obtain final approval.

10. After obtaining final approval, the plan is put into practice, and all
education levels are obliged to implement the plan according to the
MOoE’s arrangements (Al-Hamdan, 1992, p 29).

It is clear from the procedures outlined above that individuals at the lower levels,
particularly at the school-level, have no clear role in the formulation of the strategic
plan. In addition, other stakeholders (such as parents, and head teachers, or civil
society institutions) have no clear role in the formulation of the plan. This provides
an indication that the strategic education plan’s formulation is conducted in a top-
down approach. This essentially creates a hierarchy of power, control, and authority,
with the highest level being the MoE, and it filters down through to the committees,

districts, and schools.

There is a lack of current literature that discusses the mechanisms of the strategic
plan’s formulation in Kuwait. Moreover, recent literature lacks a full description of
the policy that controls the strategic plan’s formulation, as it has not been discussed

in detail since Al-Hamdan’s (1992) description of the procedures involved in this



17

process. As a result, there is a gap in the knowledge and understanding of the policies
underlying the formulation of the strategic education plan. Therefore, one of the aims
of my research is to examine the views held by the research participants to
investigate the nature and characteristics of the current policy used to control the
education system in general, as well as to understand the strategic education plan’s

formulation in particular.

The Kuwaiti education system has undergone a number of significant changes
between 1887 and the present day. It has been transformed from a very traditional
system into a much more developed system that guides the country’s efforts to
improve the quality of its citizens’ lives. The educational system has progressed and
evolved, and is now wider and more complex since it is based on changes in the
contemporary world. Consequently, this progress requires that the education system
be controlled through the development of policy that ensures the best management of

the education system in order to achieve positive outcomes.

The following chapter identifies the kinds of policies such as centralisation and
decentralisation that the education systems might adopt for the purpose of controlling
education issues, such as the formulation and implementation of strategic planning
initiatives. It presents a discussion of the policies that might be utilised to control the
strategic education planning formulation, and raises the advantages and
disadvantages of both centralised and decentralised strategic education planning.
Similarly, strategic planning implementation might also be controlled by
centralisation or decentralisation policies. It also focuses on methods of policy
implementation, highlighting advantages and disadvantages of top-down and bottom-

up approaches of policy implementation.
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Chapter 3: Theoretical Perspectives

3.1 Introduction

This study aims to investigate the effectiveness of the strategic education planning of
the MoE in Kuwait. The investigation focuses on the policy that the MoE applies to
control the strategic education plan with regard to its impact on the plan’s
formulation and implementation. Thus this section begins by discussing the concepts
of centralisation and decentralisation — which are used as methods of governance —
including the inclination of some countries to adopt such policies as tools to control
education systems. Since the strategic education plan is at the core of this research,
the concept of strategic planning and its associated processes are presented in this
section, as is a discussion of the issues that might potentially lead to the success of
any strategic education plan. Given that the strategic plan is akin to any managerial
process controlled by policies, such as centralisation and decentralisation, this
section discusses the debate over centralised and decentralised strategic planning,
raising concepts about the advantages and disadvantages of both of the frameworks
through which strategic planning is controlled. Strategic plan implementation is also
influenced by specific types of policies that embody top-down and bottom-up
decision making. This section discusses these approaches, and addresses their
advantages and disadvantages. Finally, the implementers of the strategic plan might
have some requirements that they must abide by, and they may face some difficulties
in their workplace, which may act as barriers in the implementation process. This
section discusses these requirements and difficulties that resulted from those policies

that ultimately control the implementation process.

3.2 Centralisation /decentralisation: methods of governance

Comparative studies on centralisation/decentralisation were carried out a long time
ago by Al-Ahmad et al. (1994). However, Zajda (2006) states that this type of
research perhaps goes back as far as 1933, when Isaac Kandel wrote about the
education systems of the post-war period. Zajda reports that the highlighted
comparisons were conducted between states (like France), which had engaged in
very highly centralised decision making concerning education; conversely, other

countries (like England) demonstrated more decentralised decision making.
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However, Zajda (2006) explains that, even as early as 1933, the educational systems
in those countries did not strictly ascribe to one direction or another. He presents a
distinction between interna and externa (i.e. the internal and external aspects of
education). Interna include aspects related to the classroom, such as the methodology
used when teaching, the curriculum, or other kinds of in-class operations. On the
other hand, externa include other aspects related to the school’s infrastructure, like
the maintenance of the building or its management. According to Zajda (2006, p. 99),

Kandel’s argument was that:

Interna were more appropriately subject to decisions at local level, or the
level of individual institutions, while decisions relating to externa could
more appropriately be centralised to the level of the national Ministry of
Education.

The idea of what is considered to be “local” or “decentralised” and what is to be
considered “centralised” has evolved into broader concepts that adopt the same
terminology. In other words, many more issues have been factored into these
concepts, such as the increase in the central authority’s duties, as well as the other
types of issues that need to be addressed and the improvements that need to be
achieved. In addition to the fact that local and smaller authorities wish to participate
in making decisions about these issues, authorities, whether in large entities like
governments or small entities like organisations or educational institutions, take these
two systems (centralisation and decentralisation) into consideration when addressing

their plans of action or identifying how they would like certain systems to run.

3.2.1 The concept of centralisation

The concept of centralisation is usually connected to the authority that is represented
by the central management across different social, cultural, and political fields.
Centralisation can be defined simply as the centralised control of a government. That
being said, organisations under the government’s jurisdiction receive instructions
from one central authority, which implements the government’s decisions. Al-
Ahmad et al. (1994) presented an organisational definition of centralisation, defining
it as a style of authority in which the educational departments are arranged
hierarchically from high levels to low levels, with each level receiving decisions and

tasks from the level above.
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Lauglo (1995) notes that in such a centralised authority the central government
concentrates on making decisions about a wide range of matters, thereby, “leaving
only tightly programmed routine implementation to lower levels in the organisation”
(Lauglo, 1995, p.6). Lauglo’s perception indicates that centralisation guarantees a
stable government in which decisions are made by the experts who are in the top
position of authority, and this should lead to even more development across the
country. Thus the concept of centralisation indicates that the top authority controls
the decision-making. Whilst the lower organisational levels are required to
implement those decisions, they are not empowered to participate in the decision-

making process.

3.2.2 Rationale for the use of centralisation

Education is at the core of development and it reflects the directions the state takes in
regard to politics, the economy, and many of the various other aspects of government
(Ghenem, 2008). Along with that importance is the vital role that the state holds, as it
has some control over education by a higher authority, and which is also responsible
for the well-being of the country in general (Al-Bustan et al., 2003). For example,
when one thinks of countries that are characterised by various ethnicities (such as
Britain or the United States), a quick glance at their education systems may lead one
to believe that there is no harm in letting education be completely decentralised; yet,
a deeper investigation could reveal how problematic that decentralised system might
prove to be when one also sees that a mass of various values exists, and as a result,
the generally adopted standards that reflect the identity of the country may become
lost. Reflecting on education in the past century, McGinn and Welsh (1999) point out
how models of education, such as the learning-by-doing model, were adopted by
individuals and probably by small communities. Each of those initiatives has its own
respective objectives and standards. This, according to the authors, led to the absence
of a shared set of values and facts which, in fact, was accompanied by the
development of new and stronger governments that sought to develop schooling
processes that lead to situations where the “control of education ended up more
centralised than before” (McGinn and Welsh, 1999, p. 23).
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| suggest that this point can be further clarified from two perspectives. First,
educational systems of the past lay more in the hands of individuals and small local
communities when compared to the present time. This could be due to the absence of
an education system that resembles the form in which it exists today, or it could be
that the structure of the government in those communities has changed, whereas
now, education represents an important, distinguished part of the government. Each
of these local communities has different views and different standards of education
which, even if they worked well in the past, would not work well now due to the
need for an organised body of education that follows similar standards, as set by the
government. The second perspective, which is related to the first and which was also
highlighted by McGinn and Welsh (1999), is that centralisation is the effect of
urbanisation. When smaller communities expanded and cities with larger populations
began to emerge, operating an education system became complicated. In other
words, urbanisation led to a need for larger schools, as well as for more teachers,
educators, and employees to help the sector run properly. As a result, an urgent need
for additional financing likely emerged. All of these factors, and others, translate into
the need for a larger authority to control and run the education sector. The role of a

strong central government is to step forward and fulfil those needs.

Based on this argument, one can see that urbanisation is an important factor that
enables centralisation to flourish. McGinn and Welsh (1999) have referred to this as
a critical factor that leads to centralisation, especially in the field of education. The
authors have indicated that urbanisation results in a need for larger schools, new
fields of study, and increasing attention paid to new aspects of education that have
not been previously explored. All of these necessitate expertise and unified standards
that guarantee that educational development is distributed equally around the state.
Therefore centralisation is seen as a policy that ensures equity between regions
(Ghenem, 2008). Although this seems to be a valid argument, | suggest that these
same factors have also led to decentralisation. In other words, as urbanisation (i.e.
development and growth) increases dramatically — which, as noted above, leads to a
need for centralisation — central governments may lose control, and these

governmental authorities may feel that it was important to retain some level of
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power, so they sought the help of the local communities and lower level
organisations to establish this aim.

Attawi (2004) argues that it is important for an organisation to work under a
centralised authority in order to guarantee that its work runs smoothly for optimal
results. While this, in itself, is an important factor in support of centralisation,
another related factor may be a reason lies behind using this policy. This additional
factor is the inability of local organisations and authorities to handle financial issues,
so that their objectives and financial needs are met (Courant and Loeb, 1997). In
such cases, centralisation may become an urgent solution to try to manage financial
resources. In studying similar issues (such as in Michigan), Courant and Loeb (1997)
explain how some poor urban districts that have adopted decentralised systems in
their schools oversaw the finances of these schools regionally for a few decades, but
they eventually failed to cope with the financial burdens that were primarily caused
by increasing property taxes. According to the authors, this was accompanied by
increased spending, which necessitated an immediate change to a more centralised

system in order to save the schools.

Brown (1991) indicates that size is another reason behind the adoption of
centralisation, suggesting that the size of the district, the schools, or the numbers of
students and schools are important factors. To explain this, in small countries (for
example, in countries in the Middle East, such as the Kingdom of Bahrain), the
number of schools and pupils in each geographical district are not large enough to
really necessitate the need to decentralise the educational system if the affairs are still
managed centrally. Brown (1991) argues that a school with fewer than 1000 pupils is
considered small in size and, being from a small country (i.e., Kuwait), it seems that
this is a very valid argument. However, a vital issue that needs to be taken into
consideration is that bureaucracy and inequity are involved in the distribution of
services. When this is the case, the argument for centralisation is less valid, as these
issues will still affect these districts, irrespective of their size, or if they are in direct
contact with the central authority (Al-Bustan et al., 2003). In other words, in a small
country, where smaller districts can be tightly and closely connected to the central
government, the need for decentralisation may weaken; corrupt bureaucrats and a

sense of inequity in handling the services offered to those districts may still lead to
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an urgent need for decentralisation, where the local communities in those smaller
areas have a say in the distribution of resources. This may guarantee that, to some
extent, stable improvements can keep pace with other, more privileged districts.
Katorobo (2005) addresses the idea that decentralisation might be a solution for
expanding cities. He points out that in their quest to meet the needs of rapidly
expanding cities, central governments usually face “an urgent strategic need for
urban public management to focus on aligning services to new demands” (Katorobo,
2005, p. 38), and that these governments mostly find it difficult to maintain some
level of central control that can easily be managed and sustained in small cities, but
not in heavily populated countries. Again, this reflects a decreased need for

decentralisation in small-sized countries like Kuwait.

It should be stated that there may not be a need to change to a decentralised system.
In other words, decentralisation could do more harm than good. To explain this, one
should note that decentralisation is one of many widespread policies at the present
time, and these policies seem to be constantly evolving into new methods and
innovations (Hussain, 2006). However, one issue here is related to need and
necessity. That means that it is important for schools to determine if there is a need
for decentralisation before adopting it (Al-Ajmi, 2010). This involves checking to see
if stakeholders, such as parents and members of the community, are in support of the
change, and if they seem ready to take responsibility for the system, while acting as
part of the new authority (Al-Ajmi, 2010). It seems that the importance of involving
parents and the local community reflects recognition of the fact that parents are
partners in the education of their children. Moreover, no one can ignore the fact that
parents are very important stakeholders in educating these children (Al-Mehailby and
Al-Jabr, 2002). First, parents are the ones who know more than anyone else about
their children’s needs. Second, they are responsible for dealing with issues that may
arise in the students’ education, including dropouts, failure, and so on. The
community, which is a large entity comprised of the parents within a given society,
represents the same degree of importance. In addition, NGOs and local businesses
are important stakeholders in education as well; however, any new policy cannot be
adopted without considering some basic issues. For example, Ghenem (2010) points

out that, before embracing decentralisation, it is important for those connected with
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the school to assess a school’s readiness to take responsibly before the transition,
while determining whether they would be willing to face any challenges that may

come up as a result of the new policy.

Given that the policy of centralisation impedes participation, it seems that the very
concept of decentralisation implies that wider involvement of the stakeholders can
occur in education. In this light, decentralisation is seen as a means through which to
reduce the amount of control the top authorities possess over certain decisions, and
shifting this responsibility toward lower levels of management. These issues are

discussed in the following section.

3.2.3 The concept of decentralisation

As the name suggests, decentralisation is characterised by ceasing the centralisation
of a specific system, while shifting the locus of control towards other organisations
that are more secondary in nature than the main organisation that lies at the centre.
This concept is supported by Hanson (1998, p.112), who defines decentralisation as
“the transfer of decision-making authority, responsibility, and tasks from higher to

lower organisational levels or between organisations”.

Upon reviewing the literature on centralised systems and the early steps taken to
transfer some of the authority to the lower levels of an organisation, one can see that
there is a sense that some of the power is being replaced by, rather than completely
transferred to, other authorities, as has been the case in recent years. A clear example
of this is evident in China; Hawkins (2000) has pointed out that this trend emerged as
far back as the founding of the People’s Republic of China in 1949. It is important to
note that these actions do not, in any sense, indicate an early shift to a decentralised
system; for example, in China, this drastic reform appeared to occur only in 1985
(Hawkins, 2000). | suggest that any early attempts at decentralisation were not meant
as a means through which reform to occur; rather, it took place only as an ad-libbed
solution for dealing with the economic, political, or other issues that the state could
not handle centrally. Thus (Hussain, 2006) comments that this kind of devolution to
authority served two simultaneous purposes. One purpose was to distribute the
responsibilities of the new government to other local organisations. The second

purpose was to provide a different way through which to look for resources. This, to
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some extent, explains the recentralisation that took place in some instances, as

authorities regained their control once they feared losing it (Tatto, 1999).

3.2.4 Rationale for the use of decentralisation

Decentralisation is adopted in certain systems for many reasons. The first reason for
adopting the concept of decentralisation is that it offers flexibility in decision-making
(Al-Ajmi, 2010; Daradka, 2009; Ghenem, 2008). In some instances, those in charge
in centrally controlled education systems have a hard time making appropriate
decisions, as doing so necessitates being completely familiar with the education
districts, their actual needs, their existing resources, and so on. In these cases, it may
seem as though relaying some of the responsibility to the school’s district may be a
better option. Brown (1991) has noted that when a centralised education system is
applied, even simple things like extending the school library or carrying out major
maintenance becomes an issue, as these issues may not fall within the central office’s
existing plans for the school. | would argue that the need for headteachers and
districts to have some level of authority over school issues brings about an urgent
need to have sound information be provided by the school so that the authority is
utilised properly. Therefore, decentralisation is seen as a policy that helps lower
managerial levels deal with their needs and problems within a proper timeframe
(Hanson, 1997).

Those in leading positions within the school and the district (such as head teachers)
should be in continuous contact with the central office so that coordination and
cooperation can occur, which will lead to the school’s objectives being achieved.
When addressing issues surrounding multiculturalism in education in Britain and
France, Bleich (1998) pointed out that large numbers of people from other cultures
exist in these countries. This means that these groups have their own perspectives on
education, as well as their own objectives and goals. Any new and innovative ideas
put forth from various individuals may carry more weight than the differences
between these individuals, as these novel strategies could be incorporated into any
work that is conducted when improving education. While centralisation may prohibit

policymakers from using these ideas and new perspectives, decentralisation
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“increases the number of decision-making gatekeepers who control the access of new
ideas into the policy system” (Bleich, 1998, p. 81).

The second reason for decentralisation that it provides accountability to the people
(Al-Ajmi, 2010; Daradka, 2009; Ghenem, 2008; Carnoy, 1999). According to Brown
(1991), schools can only be held accountable when they are given freedom to spend
budgets according to their needs. He pointed out that when schools obtain this type
of freedom, they become accountable for their decisions in that they have to assess
their performance. | suggest that when local authorities or schools are held
accountable, it is vital that they be urged to maintain their tasks and duties, and are
provided with assistance to do so. For Katorobo (2005), this can be achieved by
rewarding these decision makers with greater levels of autonomy. On the other hand,
accountability needs to be strengthened, and that can be achieved by applying
mechanisms that affect the degree to which these local authorities can be held
accountable. These mechanisms include “elections, mobility, information, rule of law
and the extent to which the state can be influenced by outside interest” (Katorobo,
2005, p. 32).

The third reason why decentralisation might be used is for school productivity
(Carnoy, 1999). When schools have more independence and authority, they are likely
to be more productive, as they have more freedom to make decisions about and
suggest areas for innovation. In addition, they have the resources and the ability to
proceed with making any changes and improvements that respond to their needs.
Issues arise when that control is left in the hands of the central office, where the
school’s needs are not completely understood or known. According to Brown (1991),
these issues include budget padding and the hoarding of supplies so that the schools
can find ways to meet their actual needs. | suggest that in such cases of
centralisation, the entire environment is unhealthy for the educational body of any
government. This is because a gap exists between the central authority and the local
schools; although both ends are trying to work towards achieving better education,
neither of these bodies seem to achieve much progress. On the one hand, the central
authority does not know the actual needs of the local schools and, on the other hand,
the schools do not have the freedom, authority, or funds available to them to realise

any of their goals.
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Decentralisation does not necessarily mean that a centralised government actually
believes in the idea of transforming into a new system where authority should be
shared (Al-Bustan et al., 2003). In other words, decentralisation could only act as a
means through which to strengthen deep-rooted, existing authority. As such,
decentralisation acts to increase the central government’s efficiency when it finds it
difficult to deal with issues centrally. McGinn and Welsh (1999) indicate that when a
government finds it difficult to deal with certain educational issues — which may
include teacher deployment, payment, or the distribution of equipment and tools — it
finds a solution in decentralisation, which allows these issues to be dealt with easily
and by other groups. According to McGinn and Welsh, another reason as to why
decentralisation occurs in, what seem to be, extremely centralised governments is the
desire of those governments to tone down the strength of the lower-level
organisations, such as teachers’ unions. Extending some of the authority to these
unions or to other local organisations will also mean extending a sense of
accountability to these groups, pertaining to both the organisation’s efficiency and
the extent to which the lower-level organisation can achieve the goals and objectives
of the government (Ghenem, 2008; Carnoy, 1999). As a result, governments find
solutions to financial problems by delegating some of this responsibility to the local

organisations.

The literature that addresses the transition from a centralised state to a decentralised
state, or that at least discusses the implementation of increasingly more decentralised
policies, refers to many circumstances that could help foster greater decentralisation.
For example, the complexity of an education system, the heterogeneity amongst
those who those interested in education, the large scale of educational enterprise and
the financial and communication challenges of central government, could be some of
the most common circumstances that pave the way for greater decentralisation
(Lauglo, 1995). However, even with the way paved for a more decentralised system,
other factors could arise that might stand in the way of this transition, as
governments may take the opportunity to yield more authority to local organisations,

enabling them to participate in decision making (Egel, 2010).

An argument can be made in favour of either centralisation or decentralisation.

Although contemporary thought tends towards decentralisation, centralisation retains
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support even from those who are typically in favour of decentralisation (Ghenem,
2008). In the instance when new authorities or governments can benefit from top-
down methods of authority, the rationale for centralisation can seem legitimate; it can
also seem legitimate in situations where the basis to adopt decentralisation has not
yet been sufficiently established (Al-Bustan et al., 2003). For example, in countries
that have adopted centralisation for decades, lower-level authorities are insufficiently
empowered (or skilled) to make standalone decisions (Ghenem, 2008). Although the
decentralisation movement has become a global trend towards reform (Tasi, 2007;
Hanson, 1997), it is essential that decentralisation be achieved in a gradual and
carefully planned way, rather than through sudden and instant reform. | would
suggest that such a shift in authority requires readiness and awareness from those

who will share their decision-making capacity with the top-level authorities.

The following section demonstrates that there is no evidence that decentralisation is
the ultimate choice and the only solution available. Such claims are prevalent in
some contexts where centralisation was readapted in certain systems after years of
decentralisation. The following section discusses how improvements in education are
more important than a shift toward decentralisation. In other words, blindly applying

decentralisation to a system may not lead to improvements.

3.2.5 Examples of educational reform towards decentralisation

Although reforms surrounding centralisation and decentralisation in the England
were very clear after 1980, especially with the development of the 1988 Educational
Reform Act, the beginning of this movement can be traced back to the 1960s, when
employers were unhappy with pupils’ knowledge and skills, which were acquired by
the schools (Daun, 2006).

According to Daun (2006), the change that occurred was gradual. As noted above,
tangible changes began to arise in the 1980s, perhaps because parents became able to
select schools within the state system. However, after that time, remarkable
transitions followed, and a movement towards more decentralised education
occurred. Daun (2006) outlines precise examples of those changes. For example, in
1992, all secondary schools were allowed to have full control of their budgets after

they were put under the local management of schools (LMS). About ten years later,
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schools became relatively autonomous, and in 2002, school companies started to
appear. School companies represented a distinguished development, as it meant that
schools could join forces to form companies that seemed to take them a step further

towards autonomy.

The reforms in England have taken many years to develop, presenting researchers
with a great model to observe and study the steps through which reforms take place
and their respective goals are achieved. For example, schools in England used to
follow the Local Education Authority (LEA), which meant that they were very
limited in terms of independence and autonomy. After the reform of the 1980s, LEAS
were no longer able to formulate and implement their own policies. For instance,
schools obtained the authority to deal with its financial issues and with concerns

surrounding teachers’ deployment (Daun, 2006).

When addressing the issue of centralisation and reform in England, it is important to
consider the situation in France as well. Daun (2006) points out that historically,
France has been a highly centralised country Like England, a transition towards
greater decentralisation began in France around the mid-1980s; however, the
government was still trying to remain directly involved in the education sector, and
in other sectors of the government. According to Daun (2006), the reason why this
form of control was still in place is that the government regarded it as a way to
ensure education equality with respect to economical, cultural, and geographical
issues (Daun, 2006). It is important to note that additional, and important, steps
towards greater decentralisation have taken place after the reforms were initiated in
the 1980s. One example of the steps involved was that secondary schools were given

a wider range of autonomy (Daun, 2006).

According to Cole and John (2001, p. 109), the motive behind this form of
decentralisation is that:

The voice of the ‘consumer" started to be articulated against the decisions
of the local education authority, in the form of resistance to
comprehensive reorganisation schemes.

In this case, consumers are the stakeholders at the lower levels of government, as
represented by teachers, school administrators, students, parents, and so on. Cole and
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John pointed out that as parents became more involved in the reforms, they started to
become concerned, as issues “emerged on the political agenda and became proposals
of the main political parties” (Cole and John, 2001, p. 109). In fact, the growing
voice of the consumers/people was not the only element that initiated the change to a
more decentralised education system. As Cole and John have explained, there were
concerns surrounding educational performance. These concerns were accompanied
by economic pressures, as the government started to face difficulties when

controlling the public expenditures.

Decentralisation is not the only solution regarding education problems, nor is it the
only way to initiate development. It seems that in some contexts, a move toward
decentralisation might actually take the form of recentralisation. This step backward
stemmed from the many reasons that made the top authorities re-evaluates their
policies. The next section presents a number of examples of some of the contexts in
which these situations emerged, and it discusses why some authorities moved

towards recentralisation.

3.2.6 Coming full circle: centralisation, decentralisation, and recentralisation

When exploring the literature on centralisation and decentralisation, and when
examining the arguments presented in this thesis, one can very clearly see that there
is a tendency to change centralised forms of governance to other forms governance.
This is a sign of improvement, modernity, democratisation, and adherence to
globalisation (Carnoy, 1999). If one looks at Taiwan and South Korea, which have
very strict authoritarian regimes that have adopted highly centralised systems, one
can see that while the government in both of these countries is undemocratic and
very bureaucratic, it has practised centralisation for reasons that extend beyond the
simple desire to exert control (Mok, 2006). Both countries were strongly motivated
to keep and protect the political systems that were running their governments (i.e.,
anti-communism), while also defending each country’s national identity. However,
even with such an important and seemingly legitimate motive, this power was used
to control schools insofar as the MoE imposed policies concerning personnel
deployment, resource allocation, and curriculum development (Lo and Gu, 2008, p.

519). With new changes and reforms taking place around the world, it is difficult to
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maintain such a rigid level of control, as change becomes a necessity when dealing
with the needs imposed by the country itself, and by the changes imposed by

globalisation.

Before addressing the issue of recentralisation, it is important to point out that the
transition to decentralisation was not a haphazard, quick, or an unstudied reaction to
either globalisation or the prevalence of the decentralisation movement across many
countries; rather, this change took place gradually. For example, in Taiwan, although
the system-wide reforms began in 1987, the tangible, observable, changes in the
centralised policy occurred in the mid-1990s (Lo and Gu, 2008). In fact, according to
Lo and Gu (2008), it was not until 2003 that the Taiwanese government began an
experimental programme that involved organisational restructuring and developing a
manpower plan for its schools. This programme was developed to implement
reforms in locations where more autonomy was given to schools and other
educational institutions. In addition, teachers and parents also exercised autonomy
and participated in the governance of education. In fact, in Taiwan, it became a law
for teachers to have professional autonomy, and they were granted the right to be

involved in the school’s management; Article 27 points out that:

The teachers’ associations have the function of maintaining teacher’s
professional autonomy, and they are teachers’ representatives in the
negotiation with the government departments regarding terms and
conditions appointments (Lo and Gu, 2008, p. 512).

As discussed previously, decentralisation was a reform sought after by oppositions,
organisations, and even individuals who aspired to weaken the level of authoritarian
control in order to enable local organisations to possess even greater control. This
initiative involved many countries around the world, and many of these countries
have achieved, to a great extent, their goal of decentralising their systems, as
exemplified in Indonesia (Green, 2005) and India (Johnson, 2003). However, of
interest are cases where countries that reached their goals of achieving a
decentralised system either reverted to centralisation, or they opted to turn to

recentralisation instead (such as in Brazil).
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In Brazil, local organisations and educational institutions became independent in
terms of their finances and the work they performed, as was the case in other
decentralised systems. Yet, not long after they were granted this authority,
recentralisation occurred, as centralisation reappeared in the Brazilian democratic
system (Almeida, 2005, p. 2). Economic concerns are one of the factors that
facilitated the country’s return to centralisation. Some of the key characteristics of
decentralisation include financial autonomy and independence among local
organisations. This occurs when local organisations are able to manage their own
ways of obtaining money, while controlling their income and spending. In many
countries that adopted decentralisation, a weak economy often resulted, and several
financial issues arose, causing the government great difficulty when dealing with
these matters (Ghenem, 2008).

According to Eaton and Dickovick (2004), when decentralisation is adopted, many
reforms can occur — including those related to economics. These economic reforms
symbolise the transfer of money to the local organisations or sub-national
governments. Eaton and Dickovick (2004) noted that these transfers occurred
without the development of specific or clear plans that outlined the spending
responsibilities of these organisations. In addition, decentralisation brings about
economic liberalisation which, in turn, leads to an increase in calls for “separatist
claims and regional trading blocs” (Eaton and Dickonick, 2004, p. 90). Montero
(2001), who is in support of this view, argues that the coming of recentralisation led
to the distribution of authority, which is apparently good for the well-being of the
country because recentralisation enables the government to control the country’s
economic issues by setting clear economic plans. He also observes that this shift in
authority is elusive, as it sets the stage for a struggle over the distribution of authority
between national and regional parties. This struggle simultaneously increases
tensions between macroeconomic stability and decentralisation, which has caused the

development of intense political conflicts (Montero, 2010).

Gershberg and Michael (1998) present a more moderate and clear view of
recentralisation. The authors believe that while decentralisation is important for
solving inefficient and weak service delivery, and for targeting the inequalities in

resource allocation caused by overly-centralised systems, the system is only really
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effective when both decentralisation and the strengthening of central functions
(recentralisation) take place. It seems that this is true, especially when we look at
political systems in countries that are governed by poverty and corruption. If we look
at the explanation discussed earlier by Egel (2010), we find that decentralisation may
be vital in solving problems associated with inequality or the inappropriate
distribution of services, among others. Corrupt elites at the lower, or local, levels
may abuse the benefits offered by decentralisation in order to use it for their own
personal gain. In these instances, the adoption of recentralisation might be a balanced
approach, as it could help by allowing for the distribution of authority, to some
extent, while keeping some control in the hands of the central government to
guarantee optimal use of authority.

In conclusion, centralisation and decentralisation are policies that control any
managerial process. Given that this research focuses on the policies and processes
underlying the strategic education plan, the next section presents a discussion of the
processes involved in the strategic plan, while focusing on the plan’s stages and
requirements. Moreover, the next section will address the potential benefits of some
of the processes, including collaboration and communication, as a means to enrich
the strategic plan overall. However, it should be noted that the degrees to which
collaboration and communication processes are used within the education system are

directly related to whether the strategic plan’s policy is centralised or decentralised.

3.3 Strategic educational planning

A strategic plan in an educational organisation becomes the guiding map of the
organisations in which the planning is designed, developed, and implemented. The
external environment of the organisation is complex, and rapid changes that occur in
this environment may ultimately affect the organisation, either in a positive or
negative manner. In response to these changes, strategic planning enables the
organisation to adapt its respective entities according to these changes, while also
establishing its goals and developing the actions needed to achieve them. Bryson
(2004) commented that strategic planning clarifies what the organisation is, and what

it should do, to achieve its goals. In this way, strategic planning in educational
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organisations helps the members find the best ways to achieve their educational
goals.

3.3.1 The concept of strategic planning

The very concept of strategic planning emerged from the business field, where
different courses of action are applied in order to increase an organisation’s revenue
(Puanmau, 2006). Hax and Majluf (1990) defined strategic planning as an
organisation’s adoption of long-term trends and policies for the achievement of
future goals that take into consideration relevant internal or external environmental
changes. Puanmau also notes that the concept of strategic planning refers to the
process by which a given organisation establishes the most appropriate strategies
required to achieve its aims and objectives. Therefore, strategic planning can be seen
as a means through which to provide a systematic process that organisations can use
to gather a broad range of information to apply when setting long-term organisational
directives; these guidelines can then be translated into actions that meet the

organisation’s objectives and goals (Poister and Streib, 2005).

Strategic planning can be regarded as a sort of template that involves a strategy,
insofar as a physical document is used to signify the particular directives of an
organisation (Boselie, 2010; Boxel and Purcell, 2007). This document contains all of
the information regarding the components of the organisation’s overall plan,
including its strategies. In this way, it appears that an organisation’s strategic plan
also represents a physical manifestation of its desired position. Therefore, this is a
process where strategic intent is converted into sustainable results over a specified
time period.

3. 3.2 The process of strategic educational planning

Given that the formulation of an organisational plan is a systematic process, as
indicated by Poister and Streib (2005), it is generally composed of different
sequential and interrelated stages. Put simply, devising this type of plan consists of
performing similar activities that are implemented in a similar order within similar
phases (Al-Ajmi, 2010). Generally, the process of strategic planning in education
most often contains several phases: environmental analysis, policy formulation,

action plan development, and evaluation (Chang, 2008). However, prior to carrying
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out the first stage of the plan’s implementation, it is vital that the organisation’s
vision and mission are clearly articulated. The organisation’s vision exemplifies what
an organisation wants to be and strives to do in the coming years, while the mission

relates to the organisation’s overall purpose (Seiver, 2000; Cleland, 1996).

It is important to consider who creates the organisation’s vision and mission
statements. Puanmaue (2006) argues that these statements represent a direct
translation of the aspirations of the actors involved, such as the MoE. According to
Puanmau, the vision and mission could be created by people from within or without
the MoE. This is because an organisation’s vision does not merely represent the
dreams of the institution; it is related to broader aspirations that are relevant to the
community and society at large (Lumby, 2002). Irrespective of the thoughts or ideas
of the various stakeholders involved, all of these aims would be amalgamated, so as
to shape the vision and mission of the organisation (such as the MoE). Sevier (2000)
iIs more specific in his views; he advocates that visionary leadership is one of the
main characteristics of the individuals, or groups of individuals, who create the
vision and mission of the educational organisation. Thus, leadership’s development
of the vision and mission of the organisation adds meaning to the organisation, while
shaping the ultimate direction of the venture (Sevier, 2000). The most important
application of the vision is to inspire individuals within the organisation in order to

stimulate them to act positively for the future of the organisation (Al-Sakarna, 2010).

Once the vision and the mission of the organisation are clarified, there are four stages
that are developed that are built upon the clear articulation of the vision and mission.
According to Chang (2008), these stages include environmental analysis, policy

formulation, action plan development, and evaluation.

3. 3.2.1 Environment analysis

Under normal circumstances, the strategic planning process beings by conducting a
situation analysis that includes identifying the difficulties, strengths, and weaknesses
of the organisation. According to Chang (2008), many terms have been used to
describe this task, which involves analysing, diagnosing, assessing, and scanning the
processes involved in implementing the strategic plan. However, of all the possible

terms used to describe this process, “education sector analysis” is probably the most
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commonly used. One of the essential principles of the strategic plan is the need for
valid and reliable data. Hendrick (2010) argues that strategic planning requires a
comprehensive assessment of the organisation’s position, while taking into account
the organisation’s surroundings, in order to create more detailed guidelines to find
solutions to any problems that the community may encounter. Kotler and Fox (1985)
suggest that the data needed for strategic planning in education can be obtained
through two processes of analysis: the first is to analyse the internal and external
environments, and the second is to examine the available resources. The
environmental analysis should be established in order to document the most
important environmental factors that the organisation should take into account when
drawing up its future aims, strategies, structures, and systems; the resource analysis
should be established to identify the main resources that the organisation needs and
obtains (Kotler and Fox, 1985). The main focus of the resource analysis involves
considering all the financial, material, and human resources that are available.
Another aim is to determine which facilities are available and can be used in the
strategic analysis in order to estimate what is required to implement the strategic
plan. In addition, a research analysis should be conducted where all educational
inputs, such as finance, teachers, teaching materials, and school infrastructure, should
be analysed in order to ensure accurate outputs (Chang, 2008). These resources play
vital roles in increasing the organisation’s efficiency and effectiveness, each of
which is connected to the quality of the policy’s outcomes (Schreens, 2000).
Therefore, the education system should evaluate and consider the inputs, processes,
and outputs, as well as their relevance, efficiency, effectiveness, impact, and
sustainability (Chang, 2008). It can thus be seen that the nature of educational inputs
(resources) should be carefully chosen according to educational needs, which can be
identified by analysing the internal and external environments of the organisation.
Consequently, determining the relevance of the resources to the system’s needs is

fundamental to achieving any of the desired goals.

Some authors, such as Al-Sakarna (2010), emphasise that the process of gathering
data should be built upon a participatory approach. In this approach, different people
from both within and without the organisation are involved in identifying its needs

and problems (Ghenem, 2008). In order to ensure that a high level of information is
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produced, | would suggest that gathering information should involve inputs from
people at all educational levels, and other stakeholders should also be consulted. In
this way, a wider range of information could be gathered from the diverse sources
that are inside and outside the MoE. Bantel (1993) supports this perception,
commenting that the heterogeneity of the planning team ensures that the plan is
comprehensive insofar as it includes most needs and problems. Al-Hareeri et al.
(2007) indicate that in order for the strategic plan to be comprehensive in scope, it
should involve all levels of the organisation in order to identify key issues, such as
the resources available, potential problems, and overall or specific needs. In addition,
Al-Daradka (2009) has indicated that one of the problems associated with
educational planning in developing countries is the lack and inaccuracy of
information because of the wide gap between the planners’ everyday experiences and
the wider needs of the society. As a result, participation in gathering data should

involve individuals from the society who are very familiar with its problems.

I would argue that the process of gathering data should be extended to include the
international environment. It is crucial for education systems that seek reform and
improvement to look at outside experiences. Davies and Ellison (2004) commented
that successful planning considers experiences that occur outside of the
organisation’s environment. Furthermore, they observed that in order to gain
information surrounding potential situations at the national and local levels, it is
important to draw general international comparisons, while specifically focusing on
the education sector. Davies and Ellison make it clear that gathering far-reaching
data is integral to analysing the internal and external environment, along with the
international environment, in order to ensure thorough coverage of all the

community’s needs and problems that should be addressed in the strategic plan.

It seems that drawing on global experiences in education can have a positive impact
on pupils. According to Davies and Ellison (2004), global trends highlight a number
of reforms that have strong implications for schools; one example is that the
availability and use of technology in education is changing. Using technology (such
as computers) in teaching increases opportunities for pupils to look at global
information which, in turn, can directly and positively impact the classroom (Carnoy,

1999). Pupils and teachers in different locations are brought closer together through
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improved communications. In addition, a broader range of information is more easily
accessible, and pupils are able to become more aware of what their future may hold
after they finish school; for many pupils, it is likely that their work will be more
variable in scope, more international in nature, and their jobs will tend to lie within

the service sector rather than in the production sector.

Consequently, it is important for pupils to benefit from international experiences,
especially given that the world (and the field of education) is changing. Teaching and
learning methods and means have been widely improved in many developed
countries, such as in the USA and the UK (Al-Sharrah, 2002). Therefore, it would be
useful to consider the experiences of these countries and to determine elements that
are relevant and fit the local culture and context of the Kuwaiti education system.
Educational planning can optimise the experience of other countries, as information
can be gathered about what occurs in outside environments during the first stages of

these initiatives.

3. 3.2.2 Policy formulation

Policy design is partly based on the outcomes of the sector analysis and, most of the
time; it is based on previous or current educational policies (Chang, 2008). This stage
is usually related to the planning of long-term strategic goals (Carron, 2010). Carron
(2010) notes that when planning for projects that exceed short-term and medium-
term plans, policy design should include primary strategies that are developed in
order to achieve those goals. Hendrick (2003) commented that policy design includes
both the processes for developing the strategy and for monitoring its impact. Policy
design also addresses more wide ranging issues, such as strategic thinking and the
strategy implementation. To elaborate, Chang (2008) has detailed the main
implications of the policy formulation stage. First, this stage clarifies who should
participate in the building of the action plan, both from inside and outside the
organisation and it also outlines the ways in which those stakeholders can
communicate. Second, it articulates issues of equity, such as disparities in gender and
rural/urban disparities. Third, it shapes the institutional aspects, such as governance
and management, as it strikes a balance between centralisation and decentralisation.

Fourth, it highlights a number of ways to control costs and expenditures. Finally, it
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sets policies regarding resource allocation and identifies ways to expend those

resources both in terms of centralisation and decentralisation.

3. 3.2.3 Action planning

Action planning refers to the framework in which national policy details are
presented. It includes the preparation for implementation, and it should contain the
goals and the objectives of the strategy. In addition, the plan should identify the
concerned actors and the activities required to achieve those objectives, and detail
both the locations in which the activities should take place and the timeframe
required to realise the plan’s aims (Chang, 2008; Attawi, 2004). The objectives must
be specific and clear to the individuals in the organisation, especially to those that
play a role in the implementation of the plan. For example, the degree of clarity of
the objectives will facilitate the implementation process while helping the
implementers to understand and accept the required steps and activities so they can
achieve the objectives (Al-Ajmi, 2008). It is important to consider who should set the
strategic plan’s objectives. The early stages of the strategic plan are developed by
individuals (such as top-level managers) who have a strategic vision and an ability to
look at the future of the system (Al-Sakara, 2010). These people may lack experience
regarding the implications of the implementation process and its requirements
because that part of the process is conducted by people at lower levels of the
organisation who are more familiar with the nature of these elements (Mohammad,
2011). Mohammad (2011) indicates that it is logical that the people from the
organisation’s lower levels participate in and facilitate the implementation process
because they belong to the target groups that will ultimately benefit from the results

of the strategic plan.

In addition, the agencies and stakeholders that will ultimately benefit from the
strategic plan should be involved in setting its objectives (Ghenem, 2008). For
example, as stakeholders, parents maintain an interest in their children’s learning; it
matters to them that their children are educated in an environment characterised by a
high level of organised work that follows a set of well-studied objectives. Moreover,
teachers as stakeholders and, crucially, as implementers, are directly responsible for

teaching their pupils, and for contributing to the pupils’ learning. As long as the
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pupils’ level of achievement is regarded as one of the fundamental goals of
education, teachers are still required to improve their performance in order to achieve
that aim. In this case, it seems likely that involving teachers in decision making about
personal development programmes will result in improving specific sets of skills that
are recognised by teachers and school principals. Based on Mohammad’s perception,
the objectives and sub-objectives related to improving teachers’ skills should be
developed with the participation of both the teachers and the schools’ principals
because both of these groups of stakeholders share an avid interest in education. In
this case, teacher training is connected to school effectiveness, especially in terms of
pupil achievement (Rhaman et al., 2011). Thus, a broad discussion should be
conducted, and knowledge exchange should occur between the planning team and
the implementers — in conjunction with people who have an interest in the education
output — in order to address the priorities and to ensure the comprehensiveness of the
strategic plan (Mohammad, 2011). Thus, involving teachers or other stakeholders in
the process of identifying objectives largely depends on whether the policy
formulation stage included decisions about who should be involved in creating the

plan.

In addition, action planning entails allocating the necessary financial and human
resources needed to launch the policy. In terms of education, an educational action
plan is supposed to reflect the education sector’s policy and trends, while translating
the objectives into operational terms within a specified period of time. According to
Carron (2010), the plan of action is assumed to be a sort of “clarifying” tool that
provides an explanation of the education policy, while also interpreting the policy’s
aims and strategies, organising its associated activities, indicating the time span in
which the plan should be executed, allocating the required human and financial
resources, distributing tasks and responsibilities, and drafting the budget. Carron
emphasises that this complex process entails a great deal of consultation and
negotiation between all the concerned parties throughout all stages of the process. In
order for this plan to be implemented, the State authority should do its utmost to
support this process. Consequently, the process depends on the type of resource
allocation policy in place which, as previously mentioned, is established in the stage

prior to building the action plan. It seems that an accurate estimation of the needs of
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the people in the lower levels of the organisation is required in order to determine the
resources that should be allocated. To achieve this, some organisations adopt
collegial models of resource allocation (Bush, 2000). Coleman et al. (1994) indicated
that when this approach is applied to financial allocation, budgetary decisions are
largely made via the collaboration of many staff members and members of the main
group, along with senior staff and governors. They also note that, due to its
participatory approach, this process should support wider ownership and subsequent
acceptance of the decisions being made. Levaci¢ (2002) indicates that hierarchical
coordination, in which top-level managers do not have the information required to
identify the most efficient ways of applying resources to lower levels, is inefficient.
She comments that this is often due to an excess of the wrong information being
provided, particularly when decisions are being made about staff allocation, school
infrastructure repairs, or the use of textbooks. In this case, Levaci¢ seems to advocate
delegating authority to lower levels so as to manage resources. Bush (2000) observes
that the move towards delegating authority for resource allocation to lower levels is
rooted in the assumption that those positioned more closely to the situations in which
the resources are to be applied are better able to make effective spending decisions
than nationally-operating officials or politicians. Simkins (1998) notes that
improvements in quality, efficiency, and standards are best achieved when resource
deployment decisions are made as close as possible to the point of delivery.
Whatever approach is adopted regarding resource allocation, it should ensure that the
resources will bring about the desired goals of the plan in order to ensure its
effectiveness; otherwise, the resources will be wasted, and the education system will

be inefficient.

The objectives of the strategic plan should be realistic, achievable, and affordable
(Al-Ajmi, 2008; Al-Jabr, 1992). Al-Sharrah (2002) indicates that in educational
strategic planning, the issues to be addressed by the processes of the strategic plan
should reflect the needs of society in general and of the schools in particular. Al-
Ajmi (2008) comments that these objectives should express the needs of the
organisation, and any actions should be directed towards achieving them; otherwise,
effort, budget, and time will be wasted, and the organisation will fall into a trap of

inefficiency. To explain further, the organisation may set specific goals and
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objectives in order to meet specific needs; however, those goals should be achievable
and the available resources should be adequate. For example, when the goal of the
organisation involves improving staff performance within schools, the MoE should
devote a sufficient amount of the budget, and enlist the assistance of appropriate
experts, to this purpose, while also finding an appropriate place for training and
lecturing. If these resources are inadequate in that they do not meet this objective, the
programme might fail and any resources applied will be wasted.

It is crucial for the strategic plan to be flexible. In some circumstances, some changes
may necessitate modifying the plan; this means that the organisation should be
flexible enough to accommodate any changes that may occur at any time. The
significant advantage of strategic planning is that it anticipates the environmental
risks that the organisation might face, while also allocating appropriate resources to
deal with those risks. Flexibility enables the organisation to consider and implement
other possible options and alternatives in case opportunities or threats relating to
environmental change arise (Rudd et al., 2007). Another important point regarding
flexibility is derived from “borrowing other systems’ strategic plans” (Puanmau,
2006, p. 23). This means that some organisations, in specific scenarios, may need to
copy the strategic plan of other organisations. This may be possible if the system
from which the other plan is borrowed is modified to meet the needs of the
borrowing organisation. In terms of education, the same principles apply to strategic
planning: the plan should be dynamic, subject to regular development, open to

adaptation due to unexpected changes, and subject to continuous monitoring.

Attawi (2004) emphasises that one of the characteristics of the strategic plan is that it
IS responsive to the environment. The environment is exposed to uncertain factors
such as demographic change and technological development; therefore, the plan
should be flexible, so that it can be adapted in order to address any of these
uncertainties. Some authors draw links between the degree of flexibility of the
strategic plan and the degree to which policies are decentralised. For example,
Andersen (2000) argues that, despite the claim that certain components of the
strategic plan require effective planning in order to develop new initiatives and
oversee adaptive strategic actions, dependency on a centralised strategic planning

process does not sufficiently support the plan’s goals. She comments that the
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decentralisation of strategic planning allows lower-level managers to make
independent decisions, which could lead to the identification of optimal responses to

change should environmental conditions change.

3. 3.2.4 Monitoring and evaluating the strategic plan

The strategic plan process aims to produce tangible, observable, and beneficial
outputs. In addition, the strategic plan is a designed process that targets building a
desired future for a specific community (Mohammed, 2011). The success and failure
of achieving these aims largely depends on the capacity of the plan to meet its goals
and objectives, as identified in the development phase of the action plan. Al-Sakarna
(2010) has indicated that the only way an organisation can follow through with the
success of its strategic plan is to build a strategy for monitoring and evaluating the
plan. Chang (2008) identifies three basic methods that can be utilised for this

purpose: monitoring, review, and evaluation.

Monitoring

Monitoring is the process of consistently observing and analysing the progress of
activities that are in place, to ensure that the desired outcomes are achieved. In order
to assess the performance of the programme activities, information is collected and
analysed regularly (Chang, 2008, p. 9). This involves recording the advantages and
disadvantages of employing certain actions, while making appropriate decisions
regarding the steps that must be taken to correct a particular fault in the plan, or to
support the use of actions that achieve the plan’s desired goals. In this way,
monitoring aims to ensure that the principle of accountability has been sustained —
either individually or collectively (Puanmau, 2009).

Programme managers, or those who are responsible for the execution of activities,
are usually responsible for performing internal monitoring, as they have access to
resources, activities, and outputs (Al-Sakarna, 2010). Internal monitoring focuses on
the efficiency of the use of resources. Key sources for gathering information and data
include financial accounts, monthly and quarterly reports, and internally-generated
documents (including, but not limited to, mission reports, training records, and
meeting minutes) (Al-Sakarna, 2010; Carron, 2010; Chang, 2008).
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Review

Substantial monitoring of activities is typically carried out by those responsible for
the activities, and this type of review is performed less frequently, as it may be
conducted annually or as each phase reaches its completion (Chang, 2008). Al-
Sakarna (2010) notes that the reviews that take place are usually referred to as mid-
term reviews, the results of which are intended to provide feedback for the

implementers and funders about the activities that have been carried out.

Chang (2008) has indicated that a review performs several functions. First, it can be
applied to improve programme activities. Second, it provides a particular focus on
the effectiveness and relevance of the tasks. Third, it assesses the degree to which the
activities performed result in the desired outputs and expected outcomes. Therefore,
the fundamental purpose of a review is to support the effectiveness of the strategic

plan.

Evaluation

Evaluations are typically carried out by internal managers (such as institution
programme managers) and external evaluators in order to support decision makers
and stakeholders when learning from experience and applying that experiential
information to future programmes (Chang, 2008). According to Chang (2008), this
process places particular emphasis on sustainability and impact. Evaluations are
carried out to assess the immediate impact of the plan, and they may be either
terminal, taking place at the end of the phase of the strategic plan, or summative,
taking place at its completion. Ex-post evaluations, which are conducted after the end
of the project, assess the long-term impact and sustainability of the initiative (Al-
Sakarna, 2010; Chang, 2008).

Both internal and external sources provide key data and information for evaluative
purposes. Such sources may include, but are not limited to, national and international
statistics, impact assessment reports, annual status reports, review reports, and

consultants’ reports (Chang, 2008).
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3. 3.3 Accountability

The evaluation process is not merely targeted to estimate the degree to which the
goals of the strategic plan are achieved; it is a process by which organisations and
stakeholders apply a certain level of accountability to all individuals involved in the

formulation and implementation of the plan.

Bush (1994) defines accountability as the requirement to provide those with a right to
know with an account of the behaviours or events that occur within an organisation.
When meeting the goals of the strategic plan, the kind of accountability involved is

referred to as results-driven accountability (Anderson, 2005).

I would argue that every person within the organisation is accountable for achieving
the objectives of the plan. Chang (2008) emphasises that all people are responsible
for their work and the way in which the resources given to them are used. He further
states that all people are accountable to a number of people — primarily to the
communities and the individuals they serve, as well as to those who provide
resources. It is important to consider how individuals within an organisation can vary
in their degree of accountability. It seems that one’s level of accountability largely
depends on the degree to which an organisational tier is responsible for making
decisions. In other words, individuals with a greater capacity to make decisions
within the organisation are likely to be more accountable than those who have a more
limited decision-making capacity. In some cases, the implementation process is
delegated to people in the lower levels, enabling them to make decisions about, and
build their own strategies for, implementation. In education, decentralisation
initiatives aim to provide people at the lower levels with a wider range of authority to
make autonomous educational decisions. The rationale behind this approach is that it
should improve the quality of education, while increasing the level of accountability
that each individual holds, so as to achieve certain results in the educational system
(Carnoy, 1999). For example, in England and Wales, the 1988 Reform Act gave new
emphasis to accountability, as it shifted responsibilities to autonomous and quasi-
autonomous institutions (Daun, 2006). Thus, it can be seen that the greater degree of
freedom given to people at the lower levels of an organisation is largely accompanied

by an increase in accountability.
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| suggest that by applying accountability, people in the low levels of management
who act as implementers, and who have a great deal of authority over decision
making, will play a vital role in achieving high-quality educational outcomes and
increasing school effectiveness. Carnoy (1999) indicates that there is an assumption
that increasing flexibility and control creates increased accountability for educational
results by creating a better fit between the methods used and the stakeholders. He
also indicates that reformers believe that if local educational authorities are regarded
as, and perceive themselves to be, responsible for successful educational delivery,
then educational quality should improve. Even if the system failed to achieve its
educational goals, accountability represents a tool that is used, at minimum, to drive
those who hold the authority for achieving those goals. In this manner, accountability
acts an incentive that directs the implementers of the strategic plan towards the

achievement of its aims.

Accountability implies that the executive body of the strategic plan, in addition to
stakeholders, may be accountable for realising the plan’s goals. The following
section presents a discussion about the importance of collaboration and
communication among stakeholders from both inside and outside the education
system, in order to optimise their thoughts and suggestions for the sake of
constructing an effective strategic plan.

3. 3.4 Strategic planning and stakeholders

Strategic planning in many sectors, such as in education, depends on the stakeholders
that lie inside and outside the organisation (Al-Sakarna, 2010). Stakeholders may
become partners in the strategic plan process in that they support the plan’s

formulation and implementation in a participative framework (Puanmau, 2000).

The policy formulation stage is the most vital, as it positively or negatively impacts
the success of the strategic plan. Further actions depend upon the flexibility of or the
limitations imposed by the policy. Some policies allow for external participation in
the strategic plan (such as from stakeholders) by adopting a participatory approach.
This approach is widely utilised in decentralised education systems (Hussain, 2006)
In effect, a broad consultation should be carried out with the stakeholders to

guarantee that the planning process has included the participation of a wide range of
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actors (Puanmau, 2006). Stakeholders are the individuals who share a mutual interest
with the organisation in an effort to achieve definitive aims, either individually or
collectively (Johnson and Scholes, 2006). Within the field of education, there are
number of sectors and civil society institutions that are interested in the outputs of
the educational system; therefore, it is important to identify the individuals, groups,
or institutions that are concerned about those interests.

Some authors suggest that stakeholders should play a bigger role in the strategic
planning process; for example, Hendrick (2003) comments that stakeholders should
be involved in planning the systems and in the decision-making processes. This
allows for the exchange of different views and knowledge between the stakeholders
and the organisation in a way that ensures the inclusion of the stakeholders’ demands
and needs. Others, such as Mohammad (2011), believe that the participatory
approach should involve individuals from different levels of the organisation (top,
middle, and lower levels). The idea behind this approach is that it should provide
employees from different levels with the chance to become familiar with the strategic
goals in order to be more capable of implementing them. This approach also helps
employees gain a better understanding of their roles, which may diminish any role
ambiguities or conflicts that may arise when implementing the strategic plan (Kim,
2002).

Thus, stakeholders, as has been indicated above, are those who have relationships
with the education system, and who affect, or are affected by, education-related
decisions. In the following, | critically address the role of stakeholders to shed more
light on their important role in the strategic plan. According to Brazer et al. (2010),
when critical decisions in schools are made and implemented, specific actions are
taken in accordance with those decisions in order to achieve the plan’s objectives.
Hence, Brazer et al. (2010) held that it is important to involve the stakeholders whose
influence not only affects the outcomes of the decisions, but that also relieves
decision-making professionals of some accountability-related pressure. While school
institutions likely lean towards groupthink to help lessen decision-making
accountability of the body in schools, groupthink does not provide an opportunity for
outside creativity and insight of other stakeholders, who better understand society’s

future needs and expectations from school graduates (Mohammad, 2011). In
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addition, the broader perspectives of other stakeholders will not only yield creative
decisions, but they will also challenge traditional thinking and other methods
relevant to strategic planning (Hussain, 2006). Studying the work of two
organisations in Australia, Inglis and Minahan (2004) point out that when strategic
planning depends solely on an organisation’s managerial body, it is rarely successful,
because initiating plans without including stakeholders may bog leaders down in
long discussions, negotiations, and even conflicts of interests with stakeholders,

distracting them from their actual jobs.

Thus, | suggest that the importance of stakeholders lies in two distinct roots. First,
any critical decisions regarding schools and education in general are too important to
be made by the school’s decision-making body alone. Any consequences or
ramifications will have effects that extend beyond the schools themselves. The
second is that the success of the school and the quality of the outcomes (i.e., the
students’ performance) is in the best interest of many groups and individuals, not
only of the schools. When students graduate, the quality of education they will have
received will serve stakeholders throughout the entire society, rather than affecting

the school itself directly.

Involving stakeholders in the strategic plan should be considered a necessity.
According to Harriet et al. (2013, p.96), education’s strategic plan is:
An initiative that links the Ministry of Education (central government)
and district (local government) specific activities related to Equitable and
Quality Education, Educational Planning and Management, Science and

Technology and Technical Vocational Education and Training to the
education sector budget.

All other stakeholders that have a vested interest in the students, whether now or
after graduation, must be involved to cover all the needs of students and educational
professionals. An opposing issue emerges here, which is a question of whether
stakeholders in society are aware of, fully familiar with, and knowledgeable enough
about the policies, procedures, and the nature of the strategic education plans. In
Harriet et al.’s (2013) study, stakeholders from the district, as represented by the
Parent Teacher Association, the pupils’ representatives, and the assembly members
show little knowledge about the strategic education plan’s development; thus, their

participation and involvement will be less effective. As a result, it was suggested that
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training sessions should be held for various stakeholders to familiarise them with the
strategic plans (Mohammad, 2011). This enables stakeholders to better understand
the needs of students, and to show them how to develop creative initiatives when
participating in planning initiatives. In line with this, Mgomezulu (2007) believes
that stakeholders’ involvement can be meaningful, only when the stakeholders
themselves are empowered to make decisions that influence organisational practices,
polices, and directions. According to him, this could only happen when people in
leadership positions, such as educational leaders, are willing to work with
stakeholders to teach them the skills and expertise necessary to implement these

policies (Mgomezulu, 2007).

Given that any project is set to start after the strategic plans have been created,
following the plan means that one needs to initiate the use of resources, the
implementation of ideas, the spending of money, and generally invest in the plan’s
success (Mohammad, 2011). While success is possible without involving
stakeholders, in addition to what had been pointed out above, | suggest two further
grounds for stakeholder importance. The first is that involving stakeholders creates a
consensus at an early phase of the project. In other words, conflict is either minimal,
or no conflict is expected to take place at a later point between the stakeholders
because everyone already communicates with one another. This is a very critical
issue because stakeholders represent the majority of individuals for whose sake the
strategic education plan exists. The second is that involving stakeholders means that
there exists a mutual loyalty between them and the educational institution in order to
serve the best interests of the community.

Stakeholders are, undoubtedly, important in strategic planning; yet it must also be
kept in mind that there are some negative aspects associated with involving
stakeholders, which must be considered. One potential problem is that stakeholders
can become resisters rather than helpers. In other words, some stakeholders may
oppose the strategic plan, which could be due to individual interests that the new
plans threaten, or the stakeholders may simply resent their inability to participate
effectively (Al-Sakarna, 2010). Another issue is that involving the stakeholders may
not always work. For one, if the strategic plans are limited by tight timelines, it will

be hard to involve stakeholders, especially when training or some additional work is
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still needed to bring a stakeholder up to speed. Furthermore, some strategic plans
need some mechanism for accountability established by the leadership that creates or
implements the plans (Al-Sakarna, 2010). | suggest that such divisive situations need
firm and effective decisions. Thus, any consultation and time-consuming meetings

with the stakeholders could only serve to hinder, not help, the strategic plans.

3. 3.4.1 Stakeholders and collaboration

Another important reason why stakeholders should be involved in the strategic plan
is that it enhances collaboration with people both inside and outside the organisation.
Collaboration provides a general idea about a plan’s decision-making methods. For
example, efforts to solve particular problems in specific communities may begin with
the MoE utilising heterogeneous groups that are composed of individuals from both
within and without the MoE. This group could interact with each other, suggest
solutions, raise priorities, and make decisions about solutions to problems, while
paying particular attention to the solution’s usefulness in the wider community.
Decisions are made collaboratively; Cardno (2012) describes collaboration as a form
of work that is characterised by a combination of cooperation, partnership,
agreement, and consent to accomplish institutional objectives. The term
“collaboration” implies that two sides willingly combine their efforts towards
achieving shared goals: “collaboration is a generic term for an agreement to work
together” (Lumby, 2009, p.125). Working collaboratively in any field, such as
education, can be accomplished using different approaches, which Cardno (2012)
identified as internal collaboration and external collaboration. Internal collaboration
between educational leaders and staff can be developed via the structures and values
supported by active leaders. Those types of leaders have a solid understanding of the
organisation’s culture and their ability to support staff participation in planning and
decision making, while also managing changes and productive relationships.
Conversely, external collaboration can be developed through relevant consultation
with parties that are external to the organisation, and who are able to contribute to
and are interested in doing so (Cardno, 2012). This kind of collaboration allows

stakeholders from outside the organisation to participate in decision-making.
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To a certain extent, the concept of collaboration affords a degree of participation to
the individuals who will take part in this process. This can be referred to as a
decentralised policy, as it provides different individuals with the capacity to make
decisions in the planning and implementation process. Centralised organisations are
not inclined to involve stakeholders or people from the lower levels of the
organisation in decision-making processes. Collaboration is a feature of decentralised
organisations, where a collective effort is employed to make decisions that are

targeted toward achieving the organisation’s goals.

It is essential for the strategic plan’s policies to localise ownership; this is an
essential element in the development of any strategic plan, as it provides all
individuals and parties within any organisation, such as the MoE, with the
opportunity to feel responsible for the strategic plan. Ownership should be
maintained at the MoE level, the school level, and the community level (Puanmau,
2006). To ensure the employees’ level of commitment and enthusiasm toward
implementing the plan effectively, the sense of ownership felt by both the
professionals and the managerial team needs to be strengthened (Puanmau, 2006).
Al-Sharrah (2002) confirms this idea, stating that by encouraging stakeholders to
participate in the planning process, and by building a sense of ownership among
them, they will be able to achieve better results when implementing the plan. | would
argue that a sense of ownership and the ability to participate in designing the plan
would also foster an understanding of the plan’s components, thus allowing for better
plan implementation. Even in situations where the resources of the organisation are
sufficient enough to carry out the strategic plan, not involving the implementers in
the planning stages from the very beginning might affect their level of commitment

and devotion to the implementation (Puanmau, 2006).

3. 3.4.2 Stakeholders and communication

As mentioned earlier, strategic planning requires that data be obtained from both
inside and outside the organisation. This implies that those who are responsible for
policy formation will communicate the policies to the body of the organisation that is
leading the initiative. Al-Hareeri et al. (2007) consider strategic planning as an ideal

means of communication through which the organisation shares information via a
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reciprocal process with the stakeholders. In order to accomplish these processes, it is
essential that specific ways to communicate between the organisational tiers, as well
as between the organisation and the outside community, be developed. In
organisational matters, communication is a means that links individuals together
when moving towards achieving common goals (Bolarinwa and Olorunfemi, 2009).
Bolarinwa and Olorunfemi discuss that communication takes the form of a
transaction between two or more individuals within a specific environment. Robbins
et al. (2010) further assert that it is impossible for an individual, group, or
organisation to exist without communication that supports this knowledge. Robbins
et al. note that communication extends beyond simply engaging in knowledge
transfer, as communication includes both the transfer of information, as well as

establishing an understanding of the knowledge being presented.

In terms of the structure of the organisation, communication can flow in either a
vertical (downward/upward) or lateral (horizontal) direction (Luneburg, 2010;
Robbins et al., 2010; Cunneen, 2008). Downward communication flows from the top
level of the organisation to the lower levels (Luneburge, 2010); top-level managers
utilise this kind of communication to delegate responsibilities, establish and
disseminate instructions, provide information about policies, highlight problem areas,
and offer performance-related feedback (Robbins et al., 2010).

Upward communication flows from the lower levels of the organisation to the top
levels (Luneburg, 2010). In this approach, the lower levels inform top-level
managers about their progress in achieving the organisation’s goals. In addition,
members of the lower tiers express their feelings about the work to their managers
and inform them about their ideas for improvements (Robbins et al., 2010). Clearly,
lower level management can participate in a democratic framework, as long as they

are able to offer suggestions to the top-level managers.

Lateral-flowing communication is characterised by information that is shared
horizontally between employees from the same or similar levels so as to support
coordination (Luneburge, 2010; Robbins, et al., 2010).

The importance of communication is widely acknowledged by a number of authors.

For example, Puanmau (2006) identifies some principles of strategic planning from a
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sample of 31 participants, ranging from educational planners to data managers, from
15 countries in the Pacific. The results demonstrated that the MoE should develop a
communication strategy for the national, provincial, village, and school levels. The
purpose of this strategy would be to develop awareness amongst the educational
stakeholders in both the formal and non-formal sectors. This, in turn, provides a
forum in which stakeholders can discuss and debate educational issues, and it
provides a means through which parents, businesses, and civil society remain
informed about future educational requirements in order to maintain a connection
with national and international employment needs. Puanmau notes that when the
MoE and its stakeholders maintain open communication channels, it becomes
considerably easier to manage democratic participation in the educational process,

including in the development of the strategic plan.

Puanmau’s study builds a comprehensive perspective about the healthy nature of
communication. First, he indicates that strategic planning in education requires a
series of communications. Second, it appears that strategic planning requires the
identification of stakeholders and anyone who has an interest in educational values.
Third, the results of his study imply that communication between the organisation
and the stakeholders should reach beyond routine meetings, extending to a healthy,
continuous dialogue that addresses vital issues related to education. Finally,
Puanmau indicates that healthy communication features stakeholders who participate

in educational processes through a democratic structure.

As a managerial process, strategic planning is formulated in a policy framework that
controls the plan in a centralised or decentralised manner. However, strategic
planning can also be formulated using a combination of policies from centralisation
and decentralisation. The next section presents the debate surrounding centralised

and decentralised strategic planning.

3. 3.5 Debate over centralised and decentralised educational planning

Centralised educational planning is a planning process that takes place entirely at the
central level (Devi, 1998). It is a kind of planning that governments use to achieve
major changes in education. Prakash (2008) traces the notion of centralised education

planning to the post-war era (and to the beginning of many countries’ independence).
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In a period that saw the setting of new systems, collapsing economies, and crumbling
education systems, governments needed to establish centrally-controlled educational
plans. These centralised plans aimed to build education systems that would guarantee
the equal distribution of resources and personnel, with directives that were clearly
controlled by a central office, which held authority over education plans and decision
making. In this sense, centralised educational planning seems to be a tool through
which governments can hold power and retain control. In addition, resources, such as
human and financial resources, can be controlled because the MoE officials are
solely responsible for any decision-making regarding the resources that are dedicated
to the formulation and implementation of the plan (Ghenem, 2008). Therefore,
financial expenditures and human resource deployment remain under the
government’s control. Consequently, some advocates of centralisation perceive this
model as a way to maintain equity between schools because they are required to
follow the regulations set out by the top members of the hierarchy (Ghenem, 2008).
Others perceive centralisation as best practice, since it ensures efficiency by saving
resources (Lyons, 1985). Ghenem (2008) notes that when upper-level management
prevents local authorities from being involved in this process, better resource
allocation and efficiency can result because the decision is made by one party rather
than by many parties (Ghenem, 2008).

Another advantage of centralised planning is evident when those in power get things
accomplished in a short timeframe. Centralised strategic planning implies that most
tasks (such as information gathering) are accomplished by technicians who are
mostly appointed by those in authority. In this case, upper management can
guarantee that the tasks will be accomplished in a short timeframe, as long as the
efforts dedicated to this purpose are not distributed among different regions and
schools (Abd-Aldayem, 1985).

Centralised strategic planning has its disadvantages, and many critiques of it have
been made — especially from those who advocate democracy. In cases where a
government is in its infancy, its attempt to build itself can mean two things: the first
is that it will tend to copy centralised systems from other models — often socialist
models — as can be seen in the experience of India, which copied its centralised

system from the Russian system (Prakash, 2008). The second is that while these
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models are not as suitable as specifically-designed systems, and since they need to be
adapted to fit different contexts, centralised models can encourage bureaucracies that
are insufficiently concerned about the lower levels needs in the educational
organisation (Al-Ateeqi, 2004).

One of the major disadvantages of centralised planning is its inability to accurately
estimate the actual needs and problems of those in the regional levels, and of those in
other lower levels, such as in schools and universities (Windham and Peng, 1997).
Rodanilli et al. (1990) have commented that when a gap exists between the top and
local authorities, centralisation acts an obstacle to addressing the schools’ needs
because information about those needs does not emanate from the people who are in
the field. In other words, effective planning and assessment of a system’s needs is
dependent on having the right people do the right thing at the right time (Kaufman et
al., 2002).

A strong information system within the tiers of the educational system is required to
identify the overall needs and problems. An information system is one of the most
essential factors for the success of any plan; if there is a lack of information, tensions
between the top-level and lower-level authorities will occur because of a lack of
coordination. Hajji (2002) argues that effective utilisation of the information system
helps with the identification of crucial problems in the community. He emphasises
that the information system provides intensive data that can help solve problems as
they arise, while providing appropriate solutions. Hajji states that, in these
circumstances, if an effective information system is built across all levels of the
education system, the chances of being able to apply a unified solution to the
problem will increase. Consequently, local problems will be treated in a similar
manner, despite their variations (Hajji, 2002). Paraksh (2008) asserts that information
sharing at the district, sub-district, and school levels, as well as the level of
transparency and accountability to the community, are seen as critical elements in the

decentralisation process.

Windham and Peng (1997) report that, in certain developing countries, the quality of
education programmes declined as a result of centralisation. They note that the cause

for this decline lies in the central government’s focus on quantitative issues, as it paid
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particular attention to preparing graduates to fit the specific needs of its projects,
while also targeting issues of access, retention, and cost containment. Winddham and
Peng (1997) also note that whilst all these activities are easily measured and are of
political significance, less attention is being paid to what actually happens in the
schools, as these activities are more difficult to understand operationally and

conceptually.

Educational planning has broadened in recent years, so that its scope is no longer
limited to one particular issue, such as the curriculum. Other issues, such as student
enrolment, drop-out rates, teachers’ pre-service training and lifelong learning whilst
in service, the infrastructure of educational institutions, and so on, are elements that
have become a critical part of educational planning. Such a large number of tasks
should not be solely handled by the upper tiers of the educational system (Devi,
1998). Mohammad (2011) justified that by asserting that the top levels of the
hierarchy are quite distanced from the schools and those in the field. He comments
that individuals in the schools can provide solutions and suggestions to improve
education while also addressing many educational problems because they engage in
educational activities on a daily basis. In this regard, educational planning demands
that collaborative working processes be conducted by all those involved in the field,
irrespective of their position on the hierarchy of the educational system (Caillods,
1997; Kemmerer, 1997). In addition, educational planning under a decentralised
model should shift from macro-level planning to micro-level planning. In micro-level
planning, local (lower-level) authorities participate in the planning within the
contexts of their districts (Devi, 1998; Callidos 1997; Windham, 1997). An
investigation of this kind of education planning reveals more horizontal
communication (between various districts) than vertical communication (between the
local and top authorities). This feature is clearly referred to as decentralised
educational planning, which is defined as a process where planning activities are
decentralised, as diverse planning units participate in the plan’s implementation

(Devi, 1998).

An important dimension in the work of educational planners has emerged at the

dawn of the new millennium. According to Scheerens (2000, p.9):
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As the work of educational planners has moved from increasing school
enrolments to improvement of the quality of schooling, so planners have
had to become interested in school effectiveness.

Decentralisation initiatives emerged in education as a means through which to
improve the quality of education being provided (Karlsen, 2000). Moreover, many
decentralisation initiatives emanated from the intention to increase the quality of
education, while also enhancing the schools’ effectiveness (Carnoy, 1999). The key
argument in favour of decentralisation is that if districts and schools are given greater
autonomy over decision making this, in turn, devolves local control over the
curriculum and teaching methods, giving local communities and teachers increased
power and accountability (Carnoy, 1999, p. 53). | would argue that this issue simply
cannot be provided through centralised decisions and directions alone. Each school
or educational institution has its own unique features and educational assets, and so
in order to increase the effectiveness of these schools, educational planners should
seek input from all the people who contribute to the education system, including
different educational experts and professionals. With centralised planning, schools
and local authorities are not able to build their own plans because they lack the

autonomy required to do so.

In general, strategic planning requires conducting a series of communications and
collaborations with those in external environments (Ugboro et al., 2010). As
mentioned earlier, stakeholders are a rich source of information that can be applied to
the benefit of the education system. However, in applying a centralised approach in
both the education system and in educational planning, the chances of involving
stakeholders from the outside community will be reduced. Therefore,
decentralisation is seen as an appropriate policy for initiating a direct conversation
with different stakeholders, as well as with individuals from external environments
(Turan, 2009).

When decentralised approach is adopted, younger experts are encouraged to raise
their voices in regard to educational planning; in fact, a variety of professions are
expected to participate in this process according to their various needs and fields of
expertise. According to Prakash (2008), this approach can popularise the use of local

planning in education when developing local initiatives such as the District Primary
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Education Plan. Variety in input is a vital feature of this type of planning. As the
opportunity for input from the lower levels increases, the participation of and input
from various social organisations, NGOs, and other smaller communities also
increases. Plans tend to be more effective when they consider the needs and thoughts
of the majority; these features cannot be obtained with the adoption of centralised
planning.

Regardless of the nature of the policy that is enacted, the strategic plan’s formulation
requires that strategies be established for its implementation. In order for the plan or
policies to be implemented successfully, an education system should develop
appropriate methods to achieve this aim. The approaches used for policy
implementation differ according to the policies of governance that exist within
specific contexts. The following section presents a discussion of policy
implementation, including the different approaches that are used to attain the policy’s

goals.

3.4 Policy implementation

After a policy has been formulated, processes should be enacted to execute that
policy. This implementation process may encompass a number of actions at a variety
of levels, and which are developed following the statement of that policy (Brynard,
2005). Hambleton (1983) is one of a number of authors who suggests that
implementation is a separate process, commenting that at a deeply theoretical level,
the processes of policy development and its implementation represent independent
steps in the decision-making process; moreover, implementation is a process that
takes place once the policy has been formulated. He also notes that policy
implementation represents the successful achievement of a policy’s objectives, which
is reached through tactical planning and operational actions, as it meets any agreed
upon requirements and outcomes (Hambelton, 1983). However, given that policy
formulation and policy implementation are two separate processes, they are
interdependent, as policy implementation represents the practical aspect of policy
planning (Lahloob, 2012). While this distinction is important, it seems that it is

sometimes given insufficient consideration by policymakers.
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As an example, | will reflect on a personal experience. In early 2001-2002, a
recommendation was made to offer a three-year diploma programme to in-service
teachers, so that the standards for accepting and placing students into the institute’s
teachers’ programme could be reformed. This recommendation was based on a study
that was conducted on teachers graduating from the Teacher Training Institute. Since
the study showed suboptimal outcomes, and given that the graduates were failing to
meet the programmes’ goals, a policy was created that outlined the admissions
criteria to determine who should be accepted into the programme. Among other
things, these criteria now noted that students had to have attained a certain level of
English proficiency, they had to have passed a placement test, and they had to abide
by stricter attendance rules. Theoretically, the new policies were excellent; however,
many issues were not anticipated, which ultimately led to the failure of these
policies. On the one hand, the institute’s programmes are for in-service teachers who
are not awarded complete study leave by their schools, so most of the people joining
the programme elected to join it primarily because it offered a certain degree of
flexibility regarding attendance. Second, most of the teachers joining the training
programmes had been working in the field for many years without any on-the-job
training, so everything was new to them, including the concepts and material covered
by the placement test. In addition, they needed to study English for several months
before they were able to apply for a place in the programme. All of these factors
rendered these policies inapplicable and impossible to implement. Had these issues
been considered while the policies were being developed, a different and more
realistic direction could have been followed, making it possible to achieve the goals

behind the reform.

3.4.1 Methods of policy implementation

In much the same way as different policies are utilised in planning processes,
different methods are also used for policy implementation. With the development of
research that investigates the various methods used for implementation, and their
associated descriptions, two key schools of thought have emerged regarding these
directives: top-down theory and bottom-up theory (Morris and Scott, 2003; Matland,
1995). The top-down theory focuses on policy design and centrally-managed factors,

while the bottom-up theory argues that policy flows upwards from the lower-level
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target groups and service deliverables (Matland, 1995). It now seems that the most
popular approaches to policy implementation include a synergy of these two schools
of thought, which link the macro-level perspectives of the top-down model to the

micro-level factors of the bottom-up model (Matland, 1995).

In the top-down model, the plan implementation process addresses the tensions that
exist between the official actions of the initiative (those of the decision-making
authorities) and those of the target groups (Mazmanian and Sabatiere, 1989). A top-
down approach has certain key features; it is primarily characterised by decisions
that are made about a governmental policy that aims to meet a set of objectives
within a given timeframe (Lahloob, 2012; Ayasra, 2011). These types of decisions
are often made by central government officials. Following this decision, government
officials are then tasked with researching certain areas that relate to the consistency
of the actions performed by the implementing officials and target groups, and these
must be in line with the objectives and the set procedures outlined in the policy’s
implementation directives. The second issue is related to measuring, over a certain
period of time, the extent to which the impacts of the implementation remain
consistent with the policy’s objectives. The third issue addresses key factors that
influence the significant outputs and impacts of the policy, be they directly related to
the policy, or more politically oriented. The fourth issue considers the use of
experience and review in order to evolve the policy over time (Lahloob, 2012;
Mazmanian and Sabatiere, 1989). | would argue that this last factor is highly
important for both the planning and implementation of the policies, as it adds a sense
of urgency to them. On the one hand, it allows for amendments and corrections to be
made during the planning of the policy’s development and implementation; on the

other hand, it allows for the use of skills and experience to guide these processes.

Although the top-down approach provides clarity and consistency (Matland, 1995), it
is subject to much criticism. Primarily, this model is frequently accused of failing to
consider the importance of the actions taken during previous policymaking
initiatives, using statutory language as its point of inception instead. Matland (1995)
argues that the roots of problems and obstacles noted during implementation (or
during any of the other processes); can be traced back to the initial stages of the

policymaking process. In order to better understand policy implementation, Winter
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(1986) suggests that studies are needed regarding the early phases of policymaking.
He asserts that the policy formulation stage provides implementers with general ideas
about the plan’s priorities and issues, and these individuals are required to agree
upon any changes that need to be made. Thus, the implementers can take these
factors into consideration during the implementation process. It seems that this
would be relatively difficult when the policy, which is developed using a top-down
approach, utilises statutory language as a starting point in policy implementation.

Further criticism of the top-down approach suggests that it encourages a multitude of
government actions and instructions that lead to difficulties in implementation when
there is a dominant policy, especially when none of the instructors and actors is
preeminent (Lahloob, 2012). Such criticism is frequently levelled at the delivery of
social services, where a lack of pre-eminent directions often prevails, making this
criticism particularly pertinent (Lahloob, 2012; Sabatier, 1986). Furthermore, one of
the biggest criticisms of the top-down approach is that it emphasises policy design,
elevating the status of policy designers (Matland, 1995). Contrary to the experiences
of policy designers, local officials who are engaged in delivering services have a
more realistic understanding of the real problems that the policy is trying to tackle,
and these officials are, therefore, in a better position to propose policies (Morris and
Scott, 2003; Matland, 1995). Matland (1995) has argued that in the top-down
approach, there is a need to control street-level agents or local implementers, as it is
difficult for policy designers to exclusively control street-level actions. | would
suggest that street-level actions, or street-level reactions, to policies emerge from two
stands. First, when policies are established on a top-down basis, two issues are most
likely to occur: one issue is that, at the bottom of the hierarchy, people are
unresponsive to policies enacted from the top tiers (or they are, at the very least,
dissatisfied with them) because the policies may not really meet their actual needs. In
addition, the policymakers at the top will have to begin amending these policies, and
they struggle with changing or modifying them so that they become more effective.
Second, when policies are established on a bottom-up basis, it is less likely that
people will have issues with those policies, as the policies will likely represent their
needs. Moreover, it seems that a good number of the bottom-up policies are dictated

by the people who are affected by the policies, especially since a decentralised
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system is based on the participation of all members of the educational structure,
whether they are situated at the bottom tiers (for instance, at the individual teacher

level) or at the top (such as expert educators who are in authority).

However, to draw upon Matland’s (1995) argument about the difficulties that policy
designers face when controlling street-level actions, the real difficulty of
implementing a decentralised system in educational planning emerges from having to
take in all of the suggestions and inputs that are made by all the micro-level
educators. In addition, each of these ideas has to be sorted carefully and clearly in
order to decide upon the plans that best serve the educational needs of the
community. In light of Matland’s criticism, this discussion will be expanded upon

further in the following section.

In contrast to the top-down approach, the bottom-up approach first identifies key
agents at a local level, and then engages them in discussions about their goals,
strategies, activities, and contacts (Morris and Scott, 2003; Sabatier, 1986). In doing
so, the bottom-up approach develops a network of contacts, which can be used to
map the individuals at local, regional, and national levels who are engaged in both
governmental and non-governmental programmes, particularly in the areas of
planning, financing, and execution (Sabatier, 1986). Matland (1995) examined
scholarly attitudes towards this approach, and commented that many scholars suggest
that a more thorough and grounded understanding of implementation can be achieved
through reviewing policies from the perspectives of individuals representing the
“lower” levels. In this way, policy developers can take into account the service
deliverables and the needs of the target group. Matland argues that for micro-level
implementers, this approach demands a thorough understanding of their goals,

strategies, activities, and contacts.

Similar to the top-down approach, the bottom-up model is also criticised by some
authors. The first criticism is that, in a democratic system, flexibility and autonomy
are provided to the implementers (Paudel, 2009; Matland, 1995). As a result,
concerns can emerge regarding whether the implementation process will be operated
according to the central goals or according to more localised sub-goals. Matland

(1995) comments that while flexibility and autonomy are indeed important, if the
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goals of the top-level policy designers and the lower-level policy implementers differ
too much, then too much flexibility and autonomy can lead to unsuccessful
implementation of the policies and, therefore, result in insufficient performance

when compared against organisational goals.

Further criticism suggests that the bottom-up approach places undue importance on
the role of local autonomy (Lahloob, 2012; Matland, 1995). Where variations in
actions exist, these may often be attributed to local differences; however, where
limits are centrally set, such variations are more likely to fall within a given area that
is limited by the central authority. Thus, while centrally acting individuals are unable
to participate in small-scale matters, they are able to intervene in the activities of the
implementers by structuring their activities and defining the overall strategy for
them. In institutional structures, certain resources, and even the delegation of the
actions required for implementation, may be determined centrally, and so they may
influence the outcomes of policy enactment (Paudel, 2009; Matland, 1995; Sabatier,
1986).

Although each approach has its own advantages and disadvantages, it is difficult to
decide whether one approach is better than the other. In certain contexts, a
combination of the two approaches is used, as each approach brings certain
advantages. | would argue that there is not one single, ideal approach to policy
implementation. Adopting any of these approaches is ultimately dependent upon
several factors, which will shape the different policies through certain managerial
issues (such as the planning process), and therefore shape the approaches to
implementing such policies. Examples of such factors are the cultural references and
political situations of the communities. That said, | suggest that the arguments made
above should not encourage the use of centralisation alone in some countries, due to
the fact that these are often newly established countries in which the only form of
power that can be effective is a centralised one, as it ignores the other levels within
the country’s organisational structure. It is also possible to combine these two
approaches, although | do not imply that these systems can always work together (or
simultaneously). I would, however, suggest that a collaboration that draws upon the
relevant aspects of each approach has the potential to function better than adopting

one approach alone. For example, while individuals or smaller groups within the
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organisation can contribute to a thorough understanding of the needs that should be
addressed in any policy, the inclusion of the perspectives of higher authorities —
particularly in relatively new countries, as previously discussed — can add integrity to

the organisation.

3.4.2 Some problems and obstacles of policy implementation

Despite the fact that (good) planning is crucial, the implementation process is widely
considered to be one of the essential managerial processes involved since it depends
on many factors, including as a clear and consistent policy. This process raises
various problems and obstacles, and many developing countries are constantly
confronting the challenges associated with policy implementation problems, which
occur when the objectives of the policy are not achieved (Makinde, 2005).

As Sabatier (1986) indicates, one such problem is the existence of difficulties within
the plan’s implementation, which are sometimes due to bureaucratic incompetence or
bureaucratic excess; in this light, officials are often unable to successfully complete
the tasks they are required to fulfil. This can be interpreted as meaning that certain
tasks require a specific type of experience, but bureaucracy may prevent its
development, thus removing one’s ability to complete certain tasks. Moreover,
weakness in communication between the policymakers and implementers is one of
the critical problems of policy implementation, as communication is considered to be
essential to the achievement of effective implementation (Lahloob, 2012; Makinde,
2005). Makinde (2005) attributes this perception to the fact that clear, consistent, and
precise communication delivered to the appropriate individuals during the
implementation processes can help meet the policy’s objectives. Any weaknesses in
communication can lead to the presentation of inadequate information, which creates
misunderstandings for the implementers, who may be confused as to what exactly is
required of them (Makinde, 2005). Makinde (2005) adds that additional problems
can emerge where insufficient or inadequate resources impede plan enactment. He
indicates that resources include both human and material resources; thus, successful
implementation is dependent upon a variety of resources, including an appropriate
number of sufficiently trained personnel to perform the actions necessary to

implement the plan, while sufficiently distributing clear information regarding the
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process of implementation, and engaging in the sufficient devolution of authority to
ensure that the required actions are carried out in a timely fashion (Lahloob, 2012;
Ayasra, 2011; Makinde, 2005). Additional material resources, such as land,
infrastructure, and equipment (as appropriate) will also be necessary for achieving
successful policy implementation (Makinde, 2005). Without sufficient resources,
laws cannot be enforced, services cannot be provided, and reasonable regulations
will not be developed (Al-Sakarna, 2010; Makinde, 2005). From a bottom-up
perspective, the fact that the target groups affected by the policy are not involved in
policy formulation is often seen as problematic. Makinde (2005) emphasises that, in
order to create and implement successful policies, they should be developed in a
participatory way. By involving both the target groups and the policymakers in the
development of the plans, the policies may more directly meet the needs of the target
group. It is argued that by encouraging such participation, the target groups will feel
a greater sense of involvement in the governing of their own situations, and the
likelihood with which they will support successful policy implementation will

increase.

In conclusion, the implementers of policies or plans may be affected by the method
that is adopted to control policy implementation. For example, implementers may
seek autonomy in their work in order to invest their abilities and creativity toward
best attaining the goals of the policies or plans. Therefore, the workplace might be
shaped by policies that control implementation. For example, in a highly top-down
system, workplaces tend to be restrictive, and this might affect the implementers’
decision making and reduce their capacity to set goals to manage their own work.
The next section presents a discussion of how autonomy is needed, and how the work

affects the implementers’ freedom according to the adopted policy.

3.4.3 Work governance and implementers’ performance

Implementers’ activities and behaviours within the workplace are relatively guided
by the policy that controls the implementation strategy (Lahloob, 2012). For
example, the structure of the educational institution has a great influence over the
work itself, as it can exert autonomy based on the extent to which the structure of the

educational institution is centralised or decentralised. Therefore, the degree to which
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employees participate in the decision-making process and the independence they
exercise in their work determines the levels of centralisation or decentralisation.
Furthermore, the structure of the organisation influences the employees’ level of
autonomy in their accomplishment of tasks. Al-Megbla (2011) differentiates between
these two types of educational structures, commenting that workers who operate in
extremely centralised institutions are more likely to reject their work than those who
operate in decentralised institutions. Thus, the workplace environment seems to be
shaped by the policy and structure of the organisation that, in turn, influences the
employees’ autonomy at work. In other words, the workplace seems to be regarded
as positive when it is run under a decentralised framework because it allows

employees to work autonomously and with a greater amount of freedom.

Due to the vital importance of the characteristics of a given job, many authors
interested in the field of business empowerment have conducted a significant amount
of studies that have examined the factors and techniques that assist employers in
achieving optimal results. The following section represents only a selected portion of
some of the techniques that | would suggest are more effective when provided to

employees.

For example, Singer (2011) argued that getting employees to set goals that are doable
and realistic is a key to achieving success within one’s job. Therefore, it can be seen
that employees require the sort of work that enables them to set goals for themselves,
rather than giving them pre-established goals set by top-level managers. In order to
ensure better performance, Latham (2003) has indicated that the majority of findings
from studies on goal-setting theory show that people perform better when given
attainable goals than people who are not given any goals to aim for at all. Latham has
also noted that people must possess a sufficient level of ability to meet the
organisation’s goals, accept the goals, and receive constructive feedback on their
own performance. Latham raises the point that employees, as implementers, must
accept the goals, irrespective of whether they are difficult or easy to achieve. Related
to that point, Lunenburge (2011) has stated that if goals are very difficult to
accomplish, then simply assigning them to different members of an organisation
might not lead to the employees feeling a certain level of commitment to meeting

those goals. Lunenburg noted that allowing an organisation’s members to participate
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in their own goal setting is a powerful method that can be used to gain members’
acceptance of the goals. Such participation enhances the members’ commitment to,
and level of understanding regarding, their own goals and the organisation’s goals,
while ensuring that the aims set forth for the individuals are attainable. An emphasis
on the attainability of goals appears in some theories of goal setting, including Albert
Bandura’s theory of self-efficacy (Bandura, 1997). Self-efficacy is defined as the
belief that individuals hold power over their ability to achieve certain levels of
performance that influence events that also affect their own lives. Self-efficacy is
one’s belief in his or her capability of achieving a given outcome or goal. Therefore,
in cases of low self-efficacy, employees are unlikely to attain goals; consequently,
low self-efficacy negatively impacts the employees’ job satisfaction (Klassen and
Chiu, 2010).

Further emphasis is placed on the influence that power holds on employees in their
workplace; discussions have emerged surrounding the opinion that the drive to gain
power represents a need for control over one’s own work or the work of others
(Palestini, 2011). Palestini notes that an individual who seeks autonomy or
supervisory responsibility in his or her work is likely to demonstrate a need for
power. In order to achieve this, Singer (2011) suggests giving employees more
control over their own jobs. In other words, employees should be given more
freedom in the ways in which they handle their assigned tasks. Doing so will enable
them to get the task done while feeling that they had a say in their work. This has a
tremendous impact on employees’ attitudes towards their jobs (Singer, 2011).
Siggins (1992) supports this technique, calling it a new paradigm of leadership or
empowerment of the staff in which the manager “assumes more the role of a coach
rather than someone who is in charge” (Siggins, 1992, p. 14). This status, Siggins
believes, makes more sense as the employees who are doing the job are “actually
doing the work, have the necessary information and relevant experience for problem

solving within their units of operation” (Siggins, 1992, p. 14).

Shalley et al. (2000) have indicated that job autonomy, as an aspect of the workplace
environment, is seen as a stimulator to creative work which, in turn, promotes job
satisfaction. In their study of the correlation between creativity and various aspects of

the workplace, Shalley et al. conclude that the high demand for creativity in the
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workplace requires a high degree of autonomy within the workplace. They assert that
in organisations in which creativity is important, it is also essential that the type of
work environment provided to employees supports, rather than stifles, the creative
process. Some authors perceive bureaucracy within the workplace as a constraint
against creativity at work (Craft, 2005). In order to solve this problem, authors such
as Hirst et al. (2011) commented that there should be changes in workplace policy
that move towards decentralisation. In this regard, it can be seen that learning-
oriented employees benefit from decentralisation as the type of system that helps
avoid negative influences on creativity (Hirst et al., 2011). “Thus, from a creativity
perspective, decentralised decision making is attractive, even when it does little for
prove-oriented individuals” (Hirst et al., 2011, p. 638).

Some theories on job motivation and job satisfaction consider autonomy in the
workplace as a vital factor that influences employees in a positive manner. Maslow’s
(1970) theory of the hierarchy of needs also seems to agree with the perception that
autonomy has a positive influence on employees. According to Maslow (1970), self-
actualising people do not depend on other people, cultural factors, general extrinsic
satisfaction, or the world around them in order to feel satisfied; instead, they depend

upon their own development and ongoing growth of their own potential.

In addition to Maslow’s theory, Herzberg’s (1970) motivational-hygiene theory
focuses on the importance of internal job factors as motivating forces for employees.
He argues that since a motivator is required to stimulate the employees to perform at
their best and remain positive towards their job, the job should be redesigned in order
to provide the maximum number of motivational opportunities. Job enrichment of
this nature involves expanding the job so it provides employees with more
opportunities to meet their motivator needs by allowing them to participate in the
planning of, performance in, and evaluation of their work. Herzberg (1970) suggests
a number of ways through which jobs can become more enriched. First, jobs can be
enriched by decreasing management’s control over employees whilst increasing the
employees’ accountability and responsibility for their own work; this, in turn, would
increase employee autonomy, authority, and freedom. This move can be taken even
further through the creation of workplaces where employees are empowered to create

an entire unit instead of simply being one component of a unit. These approaches
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make it more likely that employees will see their work, and therefore themselves, as
meaningful within the overall organisational process. In this way, the provision of
continuous and constructive feedback regarding productivity and performance is
more successful when it is given directly to employees rather than via their
supervisors. Encouraging and supporting employees to tackle new challenges and to
develop expertise in a particular task or operation enhances this approach even

further.

From Herzberg's suggestions it can be seen that employee authority and autonomy,
in addition to other factors, represent issues associated with organisational
enrichment. Schultz and Schultz (2010) note that each of these proposals shares the
goal of increasing personal growth, providing recognition, and meeting employees’
needs so they can take responsibility and achieve their own aims. Schultz and
Schultz note that, as a result of effective job enrichment, employees positively
develop their knowledge and skills, and these elements result in improved job
performing (p. 229).

The literature has identified many other factors that may affect employees within the
workplace. In addition, many other theories have emphasised the importance of
autonomy on the job as a way of increasing productivity amongst employees. Thus,
the workplace seems to be healthier when employees (as implementers to plans and
policies) obtain a sense of autonomy to manage their work and to utilise their
abilities. It seems that these elements can be provided by a decentralised work

environment.

3.5 Conclusion

Centralisation and decentralisation are policies that are applied to manage education
systems and managerial process (such as strategic planning). Some systems utilise
high degrees of centralisation to manage education, whereas others utilise high
degrees of decentralisation (Al-Ahmad et al., 1994). In addition, Al-Bustan et al.
(2003) indicates that some systems might adopt a combination of both policies, so
that some issues can be delegated to low managerial levels such as to local
authorities and schools, while other issues are retained among those in the higher

managerial levels.
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In highly centralised systems, one can assume that strategic education planning is
managed by the top level of management (such as by the MoE), which makes
decisions regarding plans, policies, and processes. A highly centralised strategic
education plan features an approach where the top levels of the education hierarchy
make all the decisions regarding the resources needed for both the plan’s formulation
and implementation (Al-Sakarna, 2010). All personnel who contribute to the plans
formulation are recruited by the top members of the education hierarchy. In addition,
the degree to which stakeholders both within and without the education system
participate in this strategy is limited (Al-Bustan et al., 2003). Thus, the quality and
quantity of resources is controlled by the top members of the hierarchy, while
individuals at the lower levels of the system do not have the same capacity to make
decisions regarding these issues. Moreover, the goals and objectives of the plan are
primarily constructed by individuals within the MoE, and they do not involve the

input of different stakeholders within the education hierarchy.

In highly a centralised education system, the implementation process also seems to
be centralised in that it adopts a top-down approach. Therefore, the implementers of
the strategic plan receive directives to implement the plan from higher levels of the
management team, and the implementers are required to carry out their actions
according to the instructions they have received (Lahloob, 2012). As a result, the
resources needed for implementation purposes are also controlled by the authorities;
in this way, the implementers should utilise these resources according to the criteria

set forth by the higher levels.

In contrast, highly decentralised education systems seem to adopt decentralised
strategic education planning. In this approach, decisions are delegated to local
authorities and schools, and individuals at these levels are able to manage the
strategic plan using a participative approach. In addition, different parties and
stakeholders are involved, and the top authorities establish a broad network that
includes the members of a given society in order to address issues that will
potentially be considered in the strategic plan (Mohammad, 2011). In decentralised
strategic plans, resources are allocated according to the needs of the local authorizes,
who will be able to make decisions regarding financial, material, and human

resources. Thus, the lower levels will obtain a degree of control over the quantity and
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quality of the resources needed for the plan’s formulation. Moreover, information
systems unites will be activated within local authorities as they will need to access

information pertaining to planning issues (Carizzo et al., 2003).

In a highly decentralised education system, the implementation process is likely to
take a bottom-up approach. According to Ayasra (2011), this approach increases the
capacity of the implementers to develop their own strategies to implement the plan.
As a result, resources can be allocated according to the implementers’ needs, and
individuals at the lower levels of the system can address the amount of time needed
to enact the plan. Moreover, in decentralised strategic planning, the lower levels will
be accountable to the top authorities when achieving the plan’s goals. This will
increase the implementers’ responsibilities to successfully achieve the aims
established in the plan, which will lead to improvements in the education system and

its outcomes.

It is likely that the workplace will be more flexible when utilising a bottom-up
approach. The implementers will be able to manage their work independently, and
this will enable them to set goals for themselves while investing their creativity in
their work. Thus, it seems that the employment of a decentralised framework in the
implementation process provides implementers with a certain degree of autonomy
where they can match their skills to their tasks, which will ultimately benefit their

work.

It is essential to note that the arguments posited above assume that education systems
are controlled by highly centralised and decentralised policies. Therefore, it seems as
though highly centralised and decentralised systems represent polarities that oppose
each other with regard to the amount of flexibility provided to the lower levels when
making decisions. For this reason, some systems are able to achieve a sense of
balance between both of these policies, and utilise them across a continuum; this
requires that both policies be used with some degree of freedom.

Strategic education planning might be affected by centralised or decentralised
policies because they both have their advantages and disadvantages. It is important to
choose the policy that controls this process in a way that fits the context that it

serves. This research attempts to investigate the effectiveness of Kuwait’s strategic
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education plan in terms of the issues that may have occurred as a result of the policy
that controls this process. In order to meet this objective, the research methods that
were chosen (including the research sample and the appropriate tools that were used)

are presented in the next chapter.
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Chapter 4: Research Methods

4.1 Introduction

This chapter outlines the research methods used to address the research questions of
the present study. First, it highlights the research design underpinning the research. It
then considers the selection and recruitment of the sample, and explains its
composition and nature. In addition, this chapter details the methods of data
collection, including the advantages of each method in the context of this research.
This chapter also explains the chosen data analysis methods used for both the
qualitative and quantitative data. Finally, this chapter addresses the ethics of this

research and its contribution to the field.

As mentioned in chapter 1, this investigation adopted an emergent research design,
as the research questions emerged during the research process rather than being
formulated at the outset. The initial research question addressed was:

1. How do the research participants characterise the education system in

Kuwait?

What strongly emerged once the first research question was answered was the issue
of centralisation. This led to formulation of three additional research questions:

2. What issues does centralisation in educational policy raise for the formulation

and implementation of strategic education planning in Kuwait?

3. What are managers’ perceptions about the implications of these issues for
both policy and practice?
4. What reasons do managers provide for their perceptions regarding the

centralised strategic plan?

4.2 Research philosophy: pragmatic paradigm

Research in the fields of education and the social sciences is generally based on two
distinct paradigms (positivist and interpretivist), which point out the ideology behind
the adoption of using quantitative and qualitative methods (Grix, 2010). In the

interpretivist paradigm, the researcher thinks that the investigation of specific
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phenomena in the social sciences should be done subjectively; thus, participants’
experiences should be shared in detail with the researcher. This means that the
researcher should focus on the participants’ views, as well as on the contexts in
which these views are developed in order to understand, clarify, and interpret social
realities (Grix, 2010; Cohen et al. 2007).

Conversely, the positivistic paradigm utilises methodological approaches that are
adopted from the natural sciences, and which employ objective analyses of the social
realities and phenomena observed as “laws or law-like generalisations” (Cohen et al.,
2007, p.10). Therefore, Cohen et al. (2007, p.18) indicated that one of the main

criticisms of this paradigm is:

Its simplistic view of complex human and social realities, which sees
human behaviour as static, fixed and limited while denying the role and
importance of intension, individualism and freedom.

The pragmatic paradigm integrates both the positivistic paradigm and the
interpretivistic paradigm, as this philosophical system exploits features from both of
these paradigms (Teddlie and Tashakkori, 2009; Johnson and Onwuegbuzie, 2004).
Teddlie and Tashakkori (2009, p.87) argue that in pragmatic research:

Decisions regarding the use of either quantitative/qualitative methods, or
both, depend on the current statement of the research questions and the
on-going phase of the inductive-deductive research cycle.
Therefore, the determination of which research method is used in pragmatism is
ultimately based on what best serves the research purpose (Creswell, 2008).

Consequently, a mixed methods approach was adopted in my research.
4.3 Research design: mixed methods
Cohen et al. (2007, p. 78), when considering the appropriate design to conducting

any research, indicated that:

There is no single blueprint for planning research. Research design is
governed by the notion of fitness and purpose. The purposes of the
research determine the methodology and the design of the research.
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The design selected for this research was chosen according to this view, and it was
also primarily chosen to be appropriate to the purpose of the current research.

A mixed methods approach was used to develop this research design; the study took
on a qualitative-quantitative-qualitative method, conducted sequentially. | refer to
these respectively as Phase (1), Phase (2), and Phase (3) of data collection. The first
qualitative phase — an exploratory study — is dependent upon interviews for the
collection of data, with the ultimate aim that the results of this phase will facilitate
improved questionnaire design for use in the second phase; the data from the first
phase will also help develop interviews for the third phase. By utilising both
quantitative and qualitative research methods to produce highly varied data, the
usefulness of the analysis is intended to be optimised and made more credible
(Mason, 1994). The mixed methods approach assisted me in testing the research
questions, while considering them from different perspectives. According to
Sandelowski (2003), two main advantages exist to a mixed methods approach: it
allows one to gain a more complete understanding of the research phenomenon of
interest, and it also helps verify the data by comparing the sets of findings against
each other. Johnson and Onwuegbuzie (2004, p. 15) confirmed the many benefits to

a mixed methods approach:

If you visualise a continuum with qualitative research anchored at one
pole and quantitative research anchored at the other, mixed methods
research covers the large set of points in the middle area. If one
prefers to think categorically, mixed methods research sits in a new
third chair, with qualitative research sitting on the left side and
guantitative research sitting on the right side.

My research employs both a questionnaire and interviews, with flexibility acting as
one of the key differences between these two approaches. To conduct the research
thoroughly, it is necessary to push beyond the results to understand, in more depth,
the interviewees’ responses on the questionnaire. The questionnaire, also described as
the quantitative method, is relatively inflexible, as all participants receive the same
set of questions and, by extension; they are less able to be flexible in their responses
than with qualitative methods, such as interviews. Analysis of the two approaches
must also be different: numerical and statistical data can be drawn from the analysis

of quantitative approaches, but analysis of the qualitative results considers non-
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numerical data. A mixed methods approach will, therefore, best enhance the results
and the goals of my research due to the nature of the research questions being asked,
which require going beyond the quantitative results of Phase 2 by conducting a deep

investigation via the qualitative method in Phase 3.

It is common for researchers to apply a mixed methods approach in order to respond
to their research questions. To emphasise this, Hanson et al. (2005) commented that
mixing qualitative and quantitative methods “involves the collection, analysis, and
integration of both qualitative and quantitative data in a single or multiphase study”
(cited in Hesse-Biber, 2010, p. 224). Witkin and Altschuld (1995) are also in favour
of the mixed methods approach, commenting that applying a single approach to gain
data is “Generally insufficient to provide an adequate basis for understanding needs
and making decisions on priorities”, and they therefore recommend that researchers
“use more than one data source or method and that you balance quantitative methods

with qualitative ones” (Witkin and Altschuld, 1995, p. 279).

The mixed methods approach follows different procedures according to the nature of
the research. For example, some research begins with quantitative research, and vice
versa. This study starts by using a qualitative method, which is represented by
exploratory interviews. The following section presents the detailed procedures of the
mixed methods approach, which follows three phases, while also explaining the

means for and reasons behind conducting each phase.
4.3.1 Mixed methods procedures

Through the initial exploratory interviews, | obtained a general description of the
policies that control the education system in Kuwait in general, and strategic
education planning in particular. The results revealed that the policies in the Kuwaiti
education system are reflective of centralisation; | identified a number of issues from
the interviewees regarding the centralised strategic plan of the MoE in terms of both
plan formulation and implementation. Afterward, some issues identified from the
literature were added to those identified by the exploratory study, as addressed on
pages 81-83. The quantitative phase was then designed by building upon the findings
obtained during the first phase, and these results were compared to the issues that

appeared as a result of the use of centralisation policies in the strategic education
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plan formulation and implementation. This was achieved by constructing a
questionnaire for the collection of data. This second, quantitative phase is, therefore,
suitable for obtaining general perceptions of the study population regarding any
issues identified by the exploratory study. Building upon the perceptions identified in
the second phase, the third, qualitative phase employed in-depth interviews to
explore issues highlighted by the questionnaire in more details, and to enhance the
explanatory power of the data analysis. Thus, more detailed information can be
obtained by the third phase of data collection (in-depth interviews) by investigating

each issue thoroughly, while studying it in more detail.

All the methods employed for data collection were conducted in Arabic, which is the
primary language of the Kuwaiti people. After discussing the interview schedule and
the guestionnaire with my supervisor, | translated both of these materials into Arabic,
and they were ready for the piloting process, and subsequently for use in gathering
data. After conducting the fieldwork, | translated the interview schedule and
questionnaire into English in order to include them in my thesis. | used a specialist
translator, emphasising that the participants’ intended meaning should be retained to
prevent deviation from the purpose of each tool. During the course of each interview,
| used a digital audio recorder to record each of the interviews exactly as they

happened, to add to their validity.
4.3.2 Phase (1): semi-structured interviews

This phase aimed to obtain general a description of the current policy controlling the
education system in Kuwait. In addition, it aims to identify any issues regarding the

strategic plan of the MoE according to the interviewees’ perceptions.

For both the first and third phases, | used semi-structured interviews with open-ended
questions in order to collect data related to the research questions. In general,
interviews are seen as unique means of data collection. For example, Denzen and
Lincoln (2005, p. 869) stated that:

Most qualitative research probably is based on interviews. There are
good reasons for this. By using interviews, the researcher can reach
areas of reality.
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Wellington and Szczerbinski (2007) state that semi-structured interviews are widely
considered as the most valuable research methods. Kvale (1996) suggests that semi-
structured interviews are widely used because they offer opportunities for a fairly
open dialogue in which honest views are more likely to be expressed. Generally, the
semi-structured interview is a popular technique utilised by many researchers for a
number of reasons, including the following: first, it represents an ideal technique for
encouraging respondents to provide deeper insights and opinions. Second, this
approach provides a degree of flexibility during the interview process, as it can allow
for additional questions to be asked in order to achieve clearer explanations and
elaborations (Smith et al.,, 1999). Using open-ended questions allows the
interviewees to feel freer to express their own ideas and to respond to the questions
in their own words. This can result in obtaining more information in general, while
providing more useful and specific information for the research project (Thomas,
2009). However, in each phase, the interviews were built according to the purpose of
that phase. For instance, the interviews of the first phase were developed with the
aim of obtaining respondents’ perceptions regarding the nature of the policy that
controls the Kuwaiti education system and strategic education plan, while acquiring
participants’ perceptions regarding the issues of this policy as they relate to the
plan’s formulation and implementation. Conversely, in the third phase, the interviews
were conducted in more depth, and the interviewees were asked to justify their

perceptions and provide examples.

This technique was thus chosen to allow me to closely examine the participants’
perspectives, while better investigating the issues that resulted from the policy that
controls the strategic plan of the MoE. By utilising the interview technique, | was
able to ask for additional clarifications by using the word how or why, helping me to
obtain more detailed elaborations of the responses. Walter and Gall (1989)
emphasised this feature of the qualitative approach, indicating that one of its benefits
is that it allows the researcher to study the issue in a thorough manner. Moreover,
flexibility is a key characteristic of the interview technique, as interviewees are free
to respond according to their own perspectives. Such flexibility also offers the
interviewees the opportunity to elaborate upon their initial ideas during the course of

the interview and to share more opinions and thoughts with the interviewer
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(Denscombe, 1998). This method also allows the interviewer the ability to modify
the questions asked during the course of the interview in order to direct the collection
of information to areas that are more relevant to the research. The same core list of
questions are applied in the same order during the each interview, with questions
added where appropriate (Cohen et al., 2007). A central reason behind my choice to
use the semi-structured interview technique is that it allows the aims of the research
to be explained more clearly, and it also allows the interviewees to provide
clarifications regarding any of the questions asked. Of great importance to my
research is that this type of interview process offers a number of opportunities to
identify aspects of interest that may not have been considered during the initial
planning of the interview phases (Askar et al., 2003). Another benefit is that it
enabled me to take into consideration both the verbal and (sometimes) non-verbal
cues of the interviewees’ behaviours, which helped me to conduct observations for
my analysis (Askar et al., 2003). All of these benefits make the semi-structured

interview approach stand out from other data collection approaches.

For the exploratory study, | tried to collect as much information as possible by
allowing the interviewees to offer their opinions and to express their ideas freely, in
accordance with the purpose of this phase. The aim of conducting these interviews
was to explore the interviewees’ general perceptions regarding the policy that
controls the education system, including the strategic plan, while identifying any
issues that may have resulted from utilising this policy in the strategic plan’s
formulation and implementation. Therefore, | took advantage of the semi-structured
nature of the interviews by encouraging the interviewees to speak freely and to

express their ideas about these matters in as much detail as they wished.

The advantages of utilising open-ended questions in semi-structured interviews
assisted me in obtaining new ideas on which to build the following phases.
Moreover, this method of data collection provided a comfortable situation for
interviewees to feel free to provide information, or criticisms of the MoE policy,
whenever they wanted to during the interviews. Therefore, the open-ended questions
assist the interviewees to answer the questions according to their feelings and
knowledge about the subject matter being discussed. However, the interviewees were

made aware of the nature of the aims and purposes of the interviews through the
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provision of an information sheet that included details about the research. This is
explained further in the section addressing research ethics.

4.3.2.1 Interview schedule

The participant sample included three categories of interviewees working within
different managerial tiers of the Kuwaiti education system: MoE officials, district
leaders, and school leaders. The MoE officials are the individuals who work at the
MoE; the district leaders are individuals who work at the district level; and the
school leaders are individuals who work at the school level. During the interviews, |
asked each of the interviewees a number of questions based on the main research
questions, and I collected any information gathered about each tier. The interview
schedules consisted of similar points and were followed step by step according to
each interviewee’s level of responsibility. The general themes of the questions
contained within each interview are generally similar; however, there are some
differences between the questions, according to the nature of each tier. This was
simply because in each tier, people differed according to their status. In other words,
those working at the MoE can be broadly considered as policymakers, while those
working at districts and schools can be broadly considered as policy implementers. It
is, therefore, logical that policymakers should be asked different questions from

those asked of the implementers.

There are two main purposes to the exploratory interviews. First, | intended to obtain
an informative description of the nature of the policy controlling the education
system in general, including the policy that controls the strategic education plan.
Second, I intended to identify issues related to the strategic education plan for both
the formulation and implementation processes, according to the policies that control
them. Thus, the questions were organised according to these two purposes (see
Appendix 2).

4.3.2.2 Piloting interview schedule

| tested the validity of the interview schedule by requesting opinions from specialists.
| asked five experts in educational management to review the interview schedule and

to provide any feedback that they could offer. Two of these experts work at Kuwait
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University, and the other three work at the College of Basic Education that is
sponsoring my study on educational planning. The five experts gave me feedback in
a private meeting, and together we discussed their suggestions for modifications and

additions to the interview schedule.

Generally, the experts agreed that the interview schedule is valid and meets the
purpose of the main investigation of this phase. However, there were some slight
changes that were recommended by the specialists who reviewed the interview
schedule. Most of the suggestions focused on elaborating the interview schedule. For
example, there were some suggestions that more detail be addressed in the sections
that discussed the nature of the MoE’s policy of controlling the education system, as
well as in the section that investigated the nature of strategic education planning.
Moreover, there were suggestions that the section be split so that the strategic plan is

asked about in two separate sections (see Appendix 2).

4.3.2.3 Exploratory interview sampling

For the first phase, a particular convenience sample was selected, with the intention
of initially exploring the participants’ thoughts, and where the size of the sample and
the specific cases selected depended on the purpose of the study. | interviewed a
sample that consisted of twelve interviewees: two people from the MoE (one male
and one female); four from the district level (two males and two females); and six
from the school level (three males and three females). These last six people were
represented by male and female headteachers, deputy heads, and heads of

departments.

| hoped that this sample of twelve would be able to provide solid indications and
meaningful insights into the issues being discussed, which would assist in
accomplishing the aims of the qualitative phases of the research, while helping to

design the quantitative research phase.

4.3.2.4 Issues (themes) identified by the exploratory interviews

The findings of the exploratory study revealed that there are seven issues of the

strategic education plan of the MoE. The interviewees identified these issues of
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concern that resulted from the centralisation policy that ultimately controls strategic

plan formulation and implementation:

Efficiency of the strategic plan

Clarity of the strategic plan
Implementability

Fitness for purpose

Collaborativeness and participativeness

Communicative capacity

N o o a &~ w D Pe

Bureaucratisation

4.3.2.5 Issues identified by the literature

A further five issues were identified by the literature in order to ensure that the
following phases will investigate more issues and ensure wider coverage to potential

issues to the strategic education plan.

Globalisability
Comprehensiveness of the strategic plan
Adapting to individuals

Impact upon work environment

o B~ WD

Flexibility of the strategic plan

4.3.2.6 The final issues

After identifying twelve issues, it was thought that there were similarities between
some of the themes that arose, which meant that there was a need to reduce the total
number of issues that were raised. As a result, the twelve issues were conflated
together to their final form, according to their similarities, as shown in Table 2.
These issues were investigated sequentially in the questionnaire and in the in-depth

interviews.
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Table 2: The final issues of the centralised strategic education plan

Pre-conflation After conflation
1. Efficiency of the strategic plan 1. Efficiency of the strategic plan
2. Fitness to the purpose 2. Comprehensiveness of the
3. Globalisability strategic plan
4. Comprehensiveness of the strategic
plan
5. Clarity of the strategic plan 3. Implementability
6. Implementability
7. Flexibility of the strategic plan
8. Collaborativeness and 4. Collaborativeness and
participativeness participativeness
9. Communicative capacity 5.  Communicative capacity
10. Bureaucratisation 6. Bureaucratisation
11. Adapting to individuals 7.  Work environment
12. Impact upon the work environment

4.3.3 Phase (2): questionnaire study

The questionnaire phase aimed to investigate the participants’ perceptions towards
the issues that were identified in the exploratory study. The questionnaire represented
the guantitative data collection method that was employed, and it was the central tool
used in the second phase. It was built upon the findings obtained in the first phase;
specifically, | designed the questionnaire according to the issues identified during the
first phase of the qualitative study, while taking into account other themes identified
from the literature. There are many advantages to using questionnaires in this
research. First, it is an economical research tool that allows for the inclusion of high
numbers of participants in a short time. Second, it assists in identifying any major
patterns relating to the given phenomenon being investigated for the purposes of this
research. Third, there are many participants who manage departments and groups of
people, and who are very busy during the working day, so any respondents who were
unable to meet me due to other commitments or absence were able to participate in
the research by email or fax. This meant that there was less pressure put on the

respondents, as the questionnaire allowed them the time to consider the questions
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before responding (Oppenheim, 1992). The questionnaire method could, therefore,
be a useful approach when seeking responses from the sample of MoE officials
recruited for this study, as the policies and regulations at the MoE are well
established, and criticism of these policies and regulations may lead to
embarrassment for the individuals involved. Therefore, use of a confidential
questionnaire is a good method for obtaining the perceptions of these individuals.

The questionnaire depended on closed-ended questions. The rationale for the use of
closed-ended questions in this research is in line with Neuman’s (2007) views, as he
listed the advantages and disadvantages of open-ended and closed questionnaires.
The advantages of a closed questionnaire included the ease and speed with which
participants could provide responses from their own perspectives, and he indicated
that less articulate participants are not at a disadvantage when using this method.
From the perspective of data analysis, it is easier to compare differences in
responses, and to statistically analyse or codify the responses; in addition, replication
is simpler. Furthermore, closed questionnaires can yield more relevant responses to
the questions being asked, as participants are less able to provide irrelevant
responses. The response choices can help participants understand the questions, and

they are more likely to respond with answers that relate to more sensitive issues.

However, the advantages of utilising a questionnaire in this research do not eliminate
the benefits of using interviews, as demonstrated by the research findings. This is

explained in the section that details the presentation and discussion of findings.

4.3.3.1 Questionnaire design

As previously mentioned, | designed the questionnaire according to the findings of
the exploratory study, which were conflated with issues derived from the literature.
Therefore, seven issues were considered as relative dimensions in the questionnaire
(see Table 2). In addition, these seven issues (themes) were considered as dependent
variables of the questionnaire. Thus, the dependent variables of the questionnaire are
the issues associated with the formulation of the strategic education plan, according

to the centralisation policy, as appears below:

1. Efficiency of the strategic plan
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Comprehensiveness of the strategic plan
Implementability

Collaborativeness and participativeness
Communicative capacity

Bureaucratisation

N g s~ WD

Work environment

The questionnaire consisted of several independent and dependent variables. The
various independent variables, which are the factors of the comparative analysis

conducted between the study groups, will be defined as follows:

1. Tiers (MoE, district, school)

2. Gender (male, female)

3. Educational district (AlAsma, Hawalli, AlFarwania, AlAhmadhi, AlJahra,
Mubar Al Kabir)

4. Educational qualification (Diploma, B.S., MS/Ph. D).

The questionnaire was designed using a five-point Likert scale, where 1 represents
“strongly disagree”, 2 represents “disagree”, 3 represents “undecided”, 4 represents

“agree”, and 5 represents “strongly agree” (see appendix 4).

4.3.3.2 Content validity

The questionnaire was distributed among two groups of people: the first group
consisted of four academics in educational management roles, in addition to two
individuals who worked in general education. The second group consisted of six
leaders from the three tiers of the Kuwaiti educational system (MoE, educational
districts, and schools). Thus aim of this procedure is to obtain explore the extent of
the questionnaire representation to the research aims. Moreover, this procedure
aimed to identify any weaknesses in the questionnaire in terms of clarity of the
questions. In addition, it aimed to obtain suggestions for improving the questionnaire

items.

In general, the participants were satisfied with the nature of the questions in terms of
how well the questions reflecting the aims of the research. However, several

suggestions were obtained to improve the questionnaire, according to the frequent
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appearance of specific suggestions from the participants. These suggestions are
summarised in the following points:

e There were slight changes made to the introduction on the front page and to
the independent variables. For the introduction, | deleted the blank space that
required the respondents to enter their district. As an alternative, | asked the
respondents to specify their managerial level (ministry, district, or school).

e Some participants requested that the category of (undecided) was added in
the middle of the Likert scale because they are unfamiliar with the contents
of some items, despite the clear formation of these items. Additionally, some
of the academics with whom | consulted emphasised the importance of
adding this category in order to avoid forcing some respondents to choose
answers that did not completely represent their actual opinions.

e Avoidance of long statements.

e There was some duplication in the content of some of the items. The
participants suggested keeping each item focused upon one idea and
transferring the duplicated items into two or three questions, according to the
number of ideas presented within these items.

e The participants suggested that some items were relatively vague, and so
changes were made to make these items clearer in focus.

e Generally, the participants were happy with the issues covered by the
questionnaire, and they were enthusiastic to know the results of the study.

4.3.3.3 Reliability of the questionnaire

The reliability of the questionnaire is discussed in data presentation chapter (see page
139).

4.3.3.4 Questionnaire sampling

The sample of this phase was based on the stratified random sampling of the MoE,
district, and school levels. Thomas (2009) suggested that utilising stratified sampling
allows the researcher to improve the sample representation. He also commented that
this kind of sample reflects the characteristics of the population being studied. This
phase included 188 participants that were selected from a number of schools (see
Table 3). The numbers within this sample were as follows: 20 MoE officials (10
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males and 10 females); district leaders (24 males and 24 females); and 120 school
leaders (60 males and 60 females). The school leaders sample included 30 head
teachers, 20 deputy heads, and ten department heads, each of which had an equal

split of males and females.

4.3.3.5 Questionnaire challenges

| faced two challenges regarding the nature of the questionnaire items. The first was
determining how the participants would provide their perceptions regarding the
strategic education plan being formulated under a centralisation policy (as confirmed
in the exploratory study). After some consideration, | decided to describe the nature
of the policy in most of the questions by including the word centralised. Therefore,
the respondents could provide answers according to the policy that controls the
strategic plan. The second challenge then emerged: | was concerned that | may have
faced a potential problem by leading the respondents to provide negative responses.
This concern was founded in the inclusion of the word centralised within the
questionnaire items, as there exists the possibility that the respondents would gain an
impression that the centralised policy is a negative practice, especially since current
claims have addressed the application of decentralisation within the Kuwaiti
education system. In attempting to address this dilemma, | balanced the negative and
positive items within the questionnaire. When considered according to this balance, it
can be seen that the respondents would not gain any particular impression of my own
opinions regarding the centralised nature of the strategic plan. Therefore, they would
respond according to their own opinions, rather than being affected by their
impressions of the types of being questions asked. This procedure helped me obtain

substantive responses from the respondents.

4.3.4 Phase (3): in-depth interviews

The purpose of these interviews is to gather the perceptions of the interviewees
across the three levels of management in the Kuwaiti education system (MoE
officials, district leaders, and school leaders) regarding the issues (themes) identified
in the earlier phases, and to discuss the extent to which the respondents agree that
these issues exist. In addition, these interviews aim to obtain a deeper understanding

of these issues with regard to the influence that the centralisation policy may hold for
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them. Initially, it was critical that the nature of the policy of management within the
Kuwaiti education system was emphasised, while identifying its characteristics. This
was necessary to improve the validity of the main investigation of this phase. In other
words, throughout the course of conducting these interviews, | was confident that the
interviewees perceived the Kuwaiti education system and the MoE strategic planning
processes as centralised in nature. This assumption was made because, as mentioned
in Chapter 1, there is lack of literature that describes the policy that controls the
education system in Kuwait, and there are hardly any works that discuss the nature of
the policy guiding strategic plan formulation and implementation. In addition, my
research focuses on exploring respondents’ perceptions regarding the effectiveness of
the strategic education plan in light of the policy that controls its formulation and

implementation.

4.3.4.1 In-depth interview schedule

The investigation commenced by asking the interviewees general questions about
their jobs and roles in their work. Then, | asked the interviewees to provide
information and a full description about the current policy that controls the education
system. | asked the interviewees to address aspects of centralisation and to describe
the degree with which the tenets of centralisation are used within the education
system. The reason for this is that it helped to obtain additional details about the
nature of the centralisation policy, while identifying its characteristics within the
Kuwaiti education system and the strategic education plan. The following step
focused on investigating, in more depth, the interviewees’ perceptions regarding the
issues that were identified in earlier phases of the research regarding the centralised
strategic plan. Afterwards, | conducted a thorough investigation to obtain the
interviewees’ justifications about their perceptions regarding each issue that was
raised. Thus, | attempted to obtain information about the consequences of the
centralisation upon each of these concerns. As a result, a number of other issues

emerged for each main theme, as consequences of the centralisation policy.

In these interviews, | followed specific procedures, as recommended by Thomas

(2009), to accomplish the interviews by asking appropriate questions according to
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the interview schedule. Thomas (2009, p. 164) described these procedures as the
follows:

Your interview schedule, drawn up prior to the interview, is a
framework of issues, leading to possible questions, leading to possible
follow up questions, leading to probes.

The following figure summarises the undertaken steps as follows:
Issue —=>  Question —> Follow-up question ——> Probes

Thomas (2009) indicates that studying issues begins with asking questions regarding
the specific topics being investigated. Afterwards, the researcher might ask follow-
up questions to encourage the interviewee to elaborate upon their initial responses.
The elaborated responses may then be followed up with what Thomas refers to as
“probes”, which are intended to encourage the interviewees to further develop their
responses. I decided to adopt Thomas’s strategy because it fits the nature and
purpose of the interviews, as they contain a number of issues obtained from the
exploratory interviews that require deeper investigation. Thomas’s strategy allows
the participants to further delve into their responses, allowing them to provide in-

depth information for the in-depth interviews.

As with the initial exploratory interviews, the in-depth interview schedule included a
number of questions that differed according to the nature of the conversation and the
status of the interviewee. Additional questions were developed from each of the
interviewee’s responses, and in certain cases, requests for examples, clarifications,

and justifications emerged.

4.3.4.2 Piloting In-depth interview schedule

For the in-depth interview schedule, | followed the same procedures used for the
exploratory interviews. For this third phase, however, | consulted my supervisors,
Linda Evans and Geoff Hayward, regarding the interview schedule, and they provided
me with useful feedback. In addition, | consulted six experts in the education field,
two of whom are experts in research methods. Their feedback was taken into
consideration, and the interview schedule was amended according to their

suggestions.
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The interview schedule was slightly amended according to the recommendations that
were provided. Generally, the piloting procedure did not result in many changes. The
major suggestions focused on further elaborating upon the interview schedule in
general. | also added a new and detailed section at the beginning of the interview
schedule to further emphasise the nature of the policy controlling both the Kuwaiti
education system and the strategic planning approach (see Appendix 3).

4.3.4.3 In-depth interview sampling

For this phase, a purposive sample of 22 people was drawn from those who
completed the questionnaire, as the questionnaire sample was asked if they would be
willing to take part in the final interview phase. This sample was selected and
included the following respondents: four MoE officials (two males and two females);
six district leaders (three males and three females); and 12 school leaders (six males
and six females) — these last twelve individuals were represented by headteachers,
deputy heads, and department heads. As previously mentioned, this phase utilised
interviews that were built according to the results of the first and second phases, in

order to gain in-depth insights regarding the participants' perceptions.

The rationale behind adopting a purposive sample is to reach participants within the
research population whose knowledge and experience can enrich the work. Ball
(1990) illustrates that there are many instances where a purposive sample is used;
this can include contacting experts, such as those who have extensive knowledge and
expertise about certain areas, or they may be contacted based on their position of
power, their profession, their access to certain networks, and other related issues.
Moreover, it is not necessary that the purposive sample should be large in number,
because sample selection depends on the capacity of the participants to provide rich
and detailed information. In other words, the advantage of a purposive sample lies in
its ability to enrich the research data (Creswell, 2008). Thus, purposive sampling, as
opposed to probability sampling, should not necessarily lead to a generalisable or
representative sample population; rather, it aims to obtain information that serves the
purpose of the research and answers its questions (Cohen et al., 2007). Generally,
qualitative researchers do not seek generalisable results. Rather, they seek to obtain
rich data (Creswell, 2008). Cohen et al. (2007) illustrated that even though the
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sample used in this study might not be representative of the population at large, and
given that the participants’ opinions may not be generalisable, the goal of this
sampling method is to obtain information and opinions from individuals who have
detailed knowledge about these issues. For example, with respect to the MoE
officials, | selected leaders from four departments, each of whom are directly
involved in the strategic plan’s formulation. These four departments (Department of
Curriculum, Department of Planning and Improvement, Department of Human
Resources, and Department of General Education) are part of six departments, which

are considered vital players in the plan’s formulation.

Thus | selected my research sample according to the degree to which I believe that
they can provide rich, deep, and meaningful information to strengthen my data and

answer my research questions (see page 92).

Table 3 presents the details of the composition and distribution of the research

sample for each of the three research phases.

4.3.4.4 Pre-interview procedures

| believe that there are many factors that influenced the success of the interviews that
| adopted in the present research, and | have taken into consideration all of these
factors. These factors, which | observed before conducting the interviews, are

summarised in the following points,:

1. The interview situation includes the time, place, and interviewees. If the
place and time are suitable, and if a positive approach exists between the
interviewer and the interviewee, the interview will be more successful.

2. The interviewer and his/her characteristics: there is no doubt that the success
of the interview depends greatly on the social skills of the researcher (such as
his or her good reception to, and interaction with, the situation, along with
any related verbal and non-verbal interactions), and the degree to which the
researcher is realistic regarding the topic being addressed in the interview.

3. The interviewer must take into account the social characteristics of the
respondents, and their ability and desire to answer the questions addressed to

them.
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4. Study contact, taking into consideration the interviewee’s level of sensitivity
and engagement, while observing any difficulties the respondents may have
in answering the questions (Warwick and Lininger, 1975, p.184).

4.4 Research sample selection: rationale

The population of this research was derived from the three managerial tiers (MoE
level, district level, and school level) in the Kuwaiti education system. The MoE,
which is considered the highest level of management, includes decision makers and
those who form the general policies of the Kuwaiti educational system. The sample
of MokE officials was selected from the managers of several departments in the MoE
(Department of Planning and Improvement, Department of Curriculum, Department
of Human Resources, Department of Finance, Department of Development and
Improvement, and Department of General Education). These departments represent
the sectors responsible for the formulation of educational strategic planning. As the
MoE officials represent the national level, it is essential to understand their opinions
regarding the current policy for leading the educational system, while taking into
account their opinion on strategic planning as policymakers. They can provide a
great deal of information (such as detailing the reasons why the current policy that
controls the education system was applied), and they can highlight, for the purpose of
this research, whether there are any future intentions or possibilities to rework this

policy and clarify whether it meets their goals as national-level policymakers.

The district level consists of managers who are required to implement the MoE’s
decisions and plans, and who also have other levels below them. The sample of this
tier was represented by managers of the educational districts and heads of all the
departments in the districts. In this way, | secured, within the sample, full coverage
of the management roles across all six educational districts. The rationale for
sampling this level is that it consists of the six educational districts in Kuwait, which
includes all of the schools in public education. When selecting this level of the
sample, | anticipated that the officials of these educational districts would provide
realistic information and clear insights regarding their current roles in the
development of the strategic education plan, while commenting on other educational

issues. In addition, | hoped that they would provide opinions about how the districts
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might participate more effectively in the strategic plan of the MoE. Moreover, the
district leaders are represented by a group of people working directly in the
educational field and, therefore, their opinions would be of crucial importance,
especially regarding the strategic education plan. Also, the district leaders are
responsible for a number of schools and staff within their educational district. As
leaders, they may be able to estimate the needs of their district, and discuss how best
to lead the schools within the district, while suggesting optimal ways for their
improvement. They may also consider appropriate plans for developing the schools
(with the cooperation of the school’s headteachers) and address any problem-solving
initiatives or concerns regarding the schools in their district. For these reasons, their
participation in this research was crucial, and it thoroughly enriched the purpose of

this study.

The school leaders represent the lowest level of managers, and they are required to
implement the decisions of the higher tier. The sample of school leaders was
represented by school head teachers, deputy heads, and heads of departments of both
genders, selected from a number of schools within the six educational districts.
Headteachers were chosen for inclusion in the research sample, as in Kuwait (as in
many countries), headteachers are often appointed after many years of working in
schools as teachers, heads of departments, and deputy heads. In this way, their
experience allows them to represent the wider opinions within the schools,
particularly with regard to providing information regarding the MoE’s policies to
control the education system and the planning processes. In addition, headteachers
are educational leaders, and their role in achieving effective leadership in their
organisation or institution is important to consider in the context of this research. In
this light, the opinions they hold of the policies under which they work are highly
credible, as headteachers have access to the most relevant and direct information
regarding how their schools may be improved. This information is essential in this
research, as these individuals are well-positioned to suggest process improvements in
accordance with their knowledge about the school they are leading. This section of
the sample enhances and strengthens this study, as headteachers deal directly with
the students, who are ultimately the “outputs” of any strategic planning initiatives in

the Kuwaiti educational system.
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In terms of the selection of deputy heads, the rationale behind this lies in that they
play a fundamental role in managing schools in Kuwait. To explain this, deputy
heads are responsible for the staff, and they supervise staff members during the
academic year; therefore, they are fully aware of the staff members’ needs and
problems. Moreover, deputy heads are responsible for solving the students’ problems
within schools; thus, they can provide rich information about their roles in making
decisions regarding staff and student issues. In addition, according to their position
within the schools, they can provide ideas about how the MoE’s policy affects their

roles, whether positively or negatively.

With respect to the heads of departments, they were chosen to represent teachers, as
they manage groups of teachers and supervise their performance in teaching pupils
throughout the academic year. | benefited in my research from the participation of
the heads of departments, as they are the leaders of departments within the schools
and they work as teachers at the same time. They are, therefore, able to provide
information about their roles in managing their departments and discussing how that
relates to the MoE policies that are being applied to strategic education plan
formulation and implementation. Additionally, | hoped that heads of departments
would be able to provide their perceptions regarding their departments’ needs, while

discussing whether the strategic education plan meets these needs or not.

These three managerial tiers included samples that | believed possessed the ability to
enhance the required data regarding the educational system in Kuwait. These groups
reflected the diversity that exists in the nature, function, and duties of each tier (to
different extents) with respect to the strategic planning initiatives of the MoE in
Kuwait. The research population reflected the groups of individuals concerned with
strategic planning, although the differences found in the distribution of power
amongst this group was evident. Furthermore, the district and school leaders
represented a rich source of information, which is required by the MoE, so as to
facilitate an accurate strategic education planning process. In addition, these
members also represent their respective tiers during implementation of the strategic

plan.
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Most of the samples recruited for this study are considered an elite sample (such as
the MoE officials and the district leaders) due to their high positions within their
level of management, which they were selected to represent. Accordingly, | was keen
to take into consideration that the research questions would be appropriate for the
positions being represented by the sample individuals. Moreover, | was careful when
choosing the ways in which | dealt with these sample groups, by using specific words
when asking questions and when requesting clarification and repetition.

In order to ensure easy access to the research sample, | followed the procedures that
are commonly used by any researcher in Kuwait when trying to begin the study in a
smooth and effective manner, especially when | conducted the field research. The
process of accessing the research sample demands the following procedures: first, |
presented a letter from my supervisors explaining the purpose of my research, while
including the potential study sample, to the Ministry of Education/Department of
Research which, in turn, wrote a letter to the departments in which the chosen sample
of individuals were based. Second, these letters were distributed amongst these
departments in order to inform the individuals of the research being conducted, and
the intended method of data collection. Once the departments received these letters,
they were required to meet with me and assisted me in data collection. Finally, |
arranged direct appointments with the individuals who were recruited as part of the

sample, either directly or via their secretaries.

4.4.1 Contact with the research participants

The sample responded in two main ways to my request for interviews or to complete
the questionnaire. Some of the participants met with me directly and asked for
explanations and clarifications about the aims and purpose of the data collection
method, and they then provided me with direct approval for conducting the data
collection method by signing the consent form. Some respondents required time to
read the information sheet, and they subsequently contacted me by telephone — either
directly or via their secretaries — informing me about their decision regarding their

preference to be interviewed or to complete the questionnaire.

Table 3 presents information on the composition of the research sample. The table

also presents the number of individuals within each managerial tier, as represented
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by the sample. In addition, the outlines the number of research participants in each
phase of this research.

Table 3: Sample composition and sizes

Tier MoE officials | District leaders | School leaders

Phase Total

First interview | Male | Female | Male | Female | Male | Female

phase

Questionnaire | Male | Female | Male | Female | Male | Female

phase
10 10 24 24 60 60 188
Second Male | Female | Male | Female | Male | Female
interview phase
2 2 3 3 6 6 22

4.5 Data analysis

This section includes methods of analysing data generated from the two main strands

(quantitative and qualitative).

4.5.1 The interviews analysis

My research used three phases for collecting data; two of the phases (Phases 1 and 3)
were qualitative, as | had used interviews to address the research questions. Phase 1
was exploratory and Phase 3 was developed in order to get a more detailed
understanding about the issues being studied. The same analysis procedures were
followed in both qualitative phases. A thematic analysis method was applied to
analyse the data collected through the interviews. The analysis of the interviews



97

followed content analysis, which is “a strict and systematic set of procedures for the
rigorous analysis, examination and verification of the content of written data”
(Cohen et al., 2007, p475). Thus, this approach allowed me to manage such large

amounts of qualitative data.

Once I obtained their consent, I recorded the interviewees’ responses, which were
transcribed afterward. All responses were put together in order to compare and
contrast them. Through repeated reviews of the transcribed data, and based on related
codes that emerged, | was able to identify patterns to facilitate the analytical process.
The constructed patterns were categorised to form overarching themes. These themes
included insights, behaviours, perceptions, and interactions, as they related to the

research questions.

In Phase 3, based on the themes that were created from Phase 1, a more refined
content analysis was followed in order to investigate these themes in more depth.
The same analytical procedures used in Phase 1 were followed in Phase 3. The idea
to investigate the responses in greater detail stemmed from the establishment of new

themes as they arose during Phase 1.

4.5.2 The questionnaire analysis

The questionnaire analysis depended on several statistical tests. All information
about the questionnaire analysis and the employed tests are explained in the

questionnaire results section (see page 130)

4.6 Ethical considerations

After preparing the methods of data collection, | followed the procedures outlined by
the policies at the University of Leeds regarding the ethical requirements of research.
Consequently, I managed the fieldwork of my research according to the following

considerations.

As mentioned in the section that discussed the methods through which I made
contact with the research participants, the first step | followed was to obtain approval
from the Department of Research within the MoE, which acted as the gatekeeper that

provided the necessary permissions to researchers in the field of education to access
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their research samples. With regard to providing the participants with full
information about the research, | was keen to inform the participants about the aims
and purpose of the research. | followed three steps to ensure this: | began with
visiting the Department of Research in order to request permission to conduct my
research using interviews and questionnaires with the people working at the three
managerial levels of the Kuwaiti education system (the MoE, districts, and schools).
I wrote a full and detailed request to the head of the department, and the department
then sent a letter to the three managerial levels informing them about my request. As
a second step, | also provided the interviewees and questionnaire respondents with
information sheets, which included all the information they would need to know
about the research (see Appendix 5). I met many of the participants personally and
talked to them directly about the research, answered all of their questions, and
clarified everything that they felt needed further explanation; this represents the third

and last step 1 took in providing the participants with information about this research.

I would like to present examples of the ethical considerations that I applied in my
research, describing the rest of the procedures in Appendix 5, where the steps can be
reviewed in greater detail. Since this research requires truthful answers pertaining to
the current policies of the MoE, | used pseudonyms to represent the participants (see
appendix 7 and 8). This procedure was used to protect the participants’ identities and
to preserve their anonymity. In addition, | told the participants that | appreciated and
respected their right to withdraw from the research at any stage. | also informed them
that | appreciated their right to review their answers at the end of the interviews, and
indicated that they could postpone the meeting, if necessary. Furthermore, I informed
the interviewees that the interviews would be recorded, and that they had the right to
accept or refuse this, while also informing them that | would use the records only for

the purpose of the current research.

Before conducting each phase of data collection, | asked the participants to sign a
consent form so as to indicate that they had officially agreed to participate in this

research (for further details on this, see Appendix 6).
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After presenting the research design and methodology, the following section will
present the research findings of the exploratory study, the questionnaire, and the in-

depth interviews.
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Chapter 5: Presentation of the findings

5.1 Introduction

This section attempts to answer the four research questions presented earlier. The
first research question was investigated in Phase 1 and Phase 3 using semi-structured
interviews. In Phase 1, the interviews were exploratory in that I intended to obtain
general information about the overall policy controlling the education system in
Kuwait (including the strategic education plan). In Phase 3, | conducted a deep
investigation about the policy of the MoE in order to address its characteristics in
more details.

The second research question was also investigated in Phase 1. | intended to identify
any issues regarding the education system’s strategic plan, according to the MoE

policy used to control this process.

The third research question was investigated in Phase 2 using a closed-ended
questionnaire in order to identify the participants’ perceptions regarding the seven

issues identified in Phase 1.

Finally, the fourth research question was investigated in Phase 3 using semi-
structured interviews. The interviews attempted to investigate the seven issues in
greater detail in order to obtain the interviewees’ justifications for their perceptions

that were obtained during the questionnaire phase.

| presented the findings of my research according to the research question. Each
research question was used as a heading, and the results followed beneath each

heading.

5.2 Findings of research question 1:

(How do the research participants characterise the education system in
Kuwait?)

As mentioned above, this research question was investigated in two phases (Phase 1
and Phase 3):
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5.2.1 Phase 1 findings

All of the interviewees agreed that the MoE adopted a policy of centralisation in
order to control the education system. The results revealed that the policy was strictly
applied, and that people at the lower levels of management were excluded from
making decisions regarding any educational issues. These issues, such as resource
and teacher deployment, are the sole responsibility of the MoE. Salman, a deputy
head, indicated:

...From the beginning of the establishment of the education system,
the MoE is the controller of all educational elements. Neither the
schools nor the districts can make decisions about deployments or the
schools’ budget or even ways of expending that budget...

Zainab, a headteacher, indicated:

...Centralisation is the current policy. We cannot make decisions
about vital educational issues. The only decisions we make as
headteachers is the daily routine regarding the teachers’ and pupils’
commitments and behaviours at the schools. Everything comes from
above...

Regarding the policy that controls the strategic plan, the interviewees also indicated
that the plan is formulated at the top of the educational hierarchy in Kuwait, as

represented by the MoE. Ali, a district leader said:

The strategic plan is completely the responsibility of the MoE. None
of the districts or schools can make decisions regarding the plan. We
are implementers not formulators of the plan; the schools act more as
implementers because they deal with teaching the pupils directly...

Thus, the results indicated that the MoE utilises the centralisation policy to manage
educational issues, and it utilises the same policy to manage the process of
formulating the strategic plan. According to the results, the policy seems to impede
districts and schools from making decisions regarding the basic elements of
education, such budgets, personnel deployment, curriculum, and establishment of the

education strategic plan, which is the main focus of my current research.
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5.2.2 Phase 3 findings

The results of the first phase of data collection (the exploratory study) demonstrated
that the interviewees perceived the Kuwaiti education system to be centralised, with
a centralisation policy being identified as the means through which the MoE

managed the Kuwaiti education system.

Interviewees in the third phase of the study confirmed this perspective: The Kuwaiti
education system has high level of centralisation with a highly prevalent top-down
approach to decision making. Decisions are made by top-level management, who
reside at the upper tier of the decision-making hierarchy. The interviewees
specifically described the decision-making policy as “hyper-centralisation.” The term
“hyper” indicates the excessive or extreme use of something; therefore, the
interviewees’ use of this term implies that the MoE adopted and implement its
centralisation policy in an excessive way. This sentiment appears in a comment by

Morad, a head teacher with 12 years of experience:

...Everything is decided and controlled by the Ministry of Education.

I would describe it as a military style—you must implement decisions

that come from the top and you cannot object or even give an

opinion...
Such hyper-centralisation has several characteristics or aspects that further emphasise
the interviewees’ claims that a hyper-centralisation approach is used within the
Kuwaiti education system. The analysis of the interviewees’ perceptions suggests
several features of this system that the respondents talked about intensively. These

included the centralisation of:

e Resource allocation

e Curriculum planning

¢ In-service programmes for teachers and staff
e Pupils’ assessments

e Educational planning

These five characteristics of centralisation in the Kuwaiti education system are

examined through interviews with the respondents, as presented below.
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5.2.2.1 Centralisation of resource allocation

During the interviews, interviewees focused on the following three types of

resources: financial, material, and human:

e Financial resources refer to the amount of money that the lower levels
receive.

e Material resources are the equipment, elements, and tools used in
teaching and learning, in addition to those used in management.

e Human resources refer to all personnel, such as academic or managerial

staff, who are employed in the districts and in the schools.

The interviewees indicated that in Kuwait, the central government is responsible for
deciding the amount of resources that will be allocated to any of the public services,
such as education. However, the degree of control over the allocation of financial
resources and how those resources are then spent at both regional and local levels
does seem to be extreme. For example, Farah, a leader working in the Al-Asma
district (at the regional level), explained the process by which her district obtains

funds:

The MoE makes all decisions regarding our financial issues. As | am a
leader, | do not have the authority to decide the amount of the budget
distributed to the district which I lead. If we want to implement some
changes, such as maintenance issues, we are obliged to write a letter
to the MoE, which then reviews the request before deciding if it is
worth performing the maintenance or not. Sometimes the MoE refuses
our requests, in which case we have to wait, and write another letter,
andsoon...

According to Bader, a headteacher, a similar situation can be found at the local level

in schools:

The amount of our budget was decided many years ago. Each year we
receive the same amount of budget. The scale of budget depends of
the level of each school. If you go to any school in any district, you
will discover that they receive the same amount of funds as we do...

These interview extracts exemplify both the degree of control exercised by the MoE
and the inflexibility present in the current system. Therefore, it seems that the
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regional or local levels have little, if any, discretion as to how the allocated resources
can be spent (for example, on the routine maintenance of buildings). Furthermore,
the resource allocation method where all schools receive the same amount of
resources, regardless of the number of pupils they have, does not seem to employ a
model or algorithm that can be flexible enough to meet the changing circumstances
of schools, such as in instances where changes in the demographics of the local
population may be evident. Possible reasons for this are explored below.

The Kuwaiti state is the only source of school funding. Because Kuwait is a wealthy
country, its government funds all of the ministries and sectors, using oil production
as its main source of fund provisioning. The private sector, or what Anderson (2002)
describes as ‘sponsors’, includes parents, religious institutions, and business
organisations, which are completely excluded from the school funding process, and
from providing schools with material resources. Since the state is the only source of
the education system’s financial resources, this provides a ‘primary indication’, but
not a certainty, that the government uses a centralisation policy. This is especially
true because contrary to the situation in Kuwait, some decentralised systems allow
the private sector to support schools and to supply them with funds and provisions.
However, it is not appropriate to describe the Kuwaiti resource allocation process as
centralised simply by considering the source of its resources because, while other
countries may allow the private sector to participate in providing funds and materials
for education, those resources may be allocated via a top-down approach that is
highly bureaucratic. This is the reason behind my choice to use the expression of

‘primary indication’.

With regard to resource control, I would suggest that two main processes can
indicate the presence of centralisation: resource acquisition and resource allocation.
To clarify this, organisations may use one of two approaches. The first approach,
which the interviewees indicated is used by the MoE in Kuwait, is highly centralised,
demonstrating a top-down method. The second approach, which none of the
interviewees mentioned, is decentralised. The highly centralised approach implies
that the central or upper level of management holds power over vital decision making
within the organisation. Consequently, educational inputs, such as school budgets,

are selected and allocated by personnel in the top departments. Under this system,
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lower levels, such as the schools themselves, are not empowered to make decisions
regarding the amount of the budgets that they will receive (Levaci¢, 2002). In effect,
this situation places schools in the position of being decision receivers rather than
being decision makers. | would suggest that, in such cases, the top of the hierarchy
holds the power in resource allocation, and the lower levels must follow the upper
level’s regulations in order to get their own needs met. Robbins et al. (2010)
supported this assumption by stating that if someone controls any process, he or she
has power. This brings us to the very definition of decentralisation, which was
mentioned earlier: when the power shifts from the top levels to the lower levels, the

lower levels become holders of more power.

When decision-making is maintained only at the top level, that level becomes the
only authority that is entitled to make decisions regarding the source and amount of
resources; it is also the only authority that can determine the amount time allowed for
the allocation of these resources. In this case, and with the use of the top-down
approach, the procedures that are needed to obtain these resources are demanding,
and they need to be undertaken in several stages, as explained by interviewees such
as Noor. She perceived the acquisition of material resources to be a bureaucratic
process. As the head of a chemistry department, she experienced some obstacles
when she tried to obtain materials needed for teaching chemistry lessons. She

commented on the method of resource allocation:

...It is a very long and bureaucratic process that requires you to
follow long procedures to obtain material resources such as computers
and laboratory supplies, and you must wait for approval before being
able to proceed. The problem is that in some cases your request is
neglected without you ever knowing the reason...

It would appear that another aspect of centralisation can be seen when schools
require specific kinds of resources that are needed for the pupils’ learning or for
managerial use. The interviewees indicated that the allocation of materials and
supplies needed for pupils, teaching, and school activities are based on the MoE’s
regulations. The interviewees’ responses make it clear that in order to obtain the
material resources that they need, headteachers are required to write a letter to their

educational district explaining the requirements of their school. The educational
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district conveys this information to the MoE, which then analyses it and makes the
decision to either approve or refuse the request. Levaci¢ (2000) describes this kind of
resource allocation as “bureaucratic allocation”, whereby organisations allocate
resources via the application of certain management rules, as enforced by the top-
level authority. In this way, bureaucracy causes a delay in providing resources to
schools, consequently affecting teaching and learning.

This situation also puts the districts and schools in the position of acting as decision
receivers or, more precisely, as policy implementers. The structure of the MoE
appears to validate the interviewees’ claims that bureaucracy seems to prevail within
the Kuwaiti education system. The policy of centralisation seems to be an option that
the government chooses to apply to its organisations, such as the MoE, which results
in bureaucracy. Saying that this top-down approach is an option implies that more
than one option exists. According to organisational theory, an organisation can draw
from one or more of six structures, including: work specialisation,
departmentalisation, chain of command, span of control, formalisation, and
centralisation/decentralisation (Robbins et al., 2010). Therefore, organisational
structure refers to “the way in which jobs are formally divided, grouped and
coordinated” (Robbins et al., 2010, p. 429). According to this classification of
organisational structure, the MoE in Kuwait seems to adopt the centralisation
structure, where the MoE is considered to be the highest decision-making authority

and the lower levels are only required to follow any decisions made from the top.

Regarding human resource allocation, it seems that highly centralised education
systems tend to recruit teachers and staff via the top-level authorities within the
organisation. This assumption is made on the basis that the centralisation policy does
not empower lower levels to recruit personnel. Pashiardis (2009) supports this
assumption, indicating that the centralisation policy prevents school-level
management from appointing personnel. This perception matches the interviewees’
descriptions about the recruitment of teachers and staff under the prevailing
centralisation policy. Again, the interviewees perceive the recruitment method to be
an existing fact, resulting from centralisation. This issue is one of the deepest
concerns expressed by the interviewees, especially those working at the school level.

Districts and schools are not given the authority to employ staff and teachers; rather,
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these processes are controlled directly by the MoE. According to the interviewees,
staff and teachers apply for jobs directly through the MoE, which deploys human
resources by distributing the employees across the districts; the districts then
distribute teachers to the schools. Aisha, a headteacher, discussed some situations

that reflect the degree of centralisation in teachers’ recruitment:

...One of the Arabic language teachers who was sent to work at our
school really makes me hate my job. The inspector thinks that she is a
very weak teacher and is still blaming me for that. |1 think he should
rather tell the MoE about her because it was not me who hired her.
Parents also still complain about her because they think she is an
unqualified teacher. I would not have accepted her if | had the
authority to do so...

Latifah, the head of a department in a secondary school, provided a response that
emphasises Aisha’s statement. She indicated that even though the headteacher was

not happy with her recruitment at the school, the headteacher could not refuse her:

...After | applied to my job through the MoE, | remember that when |
came to this school with three of my colleagues, the headteacher at
that time was unhappy about our coming to the school. I felt that
when | saw her face on the first day. Then | discovered that there had
been teacher redundancies in the departments to which we had been
allocated. 1 was happy because | knew that the headteacher cannot
refuse me...

From Aisha and Latifah’s comments, it seems that the MoE totally controls teachers
and staff recruitment, and they are allocated to a particular school regardless of
departmental or school needs. It is clear that accepting or rejecting personnel sent to
lower levels is not an option for lower-level management. In addition, 1 would argue
that this method of recruitment means that neither districts nor schools are able to
decide the quality and quantity of the personnel that they need to add in order to
improve their staff; this is clearly apparent in both Aisha’s and Latifah’s comments.
This situation is comparable to the one in Cyprus, where school management and
headteachers must accept any teachers sent to them by the MoE and the Education

Service Commission, irrespective of their areas of specialisation (Pashiardis, 2009).
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The MOoE officials confirmed the findings obtained from Aisha and Latifah (who
work in lower-level management) with regard the policy of recruiting human
resources. However, their responses revealed that the interviewees who work at the
MoE had no concerns regarding this issue; this was especially clear when they
indicated that human resource deployment is a national policy, requiring the ministry
to hire all candidates, particularly those who apply for teaching jobs. To them,
finding jobs for all applicants is a worthy accomplishment because it shows that the
national policy has been successfully implemented. Nadia, a leader within the MoE,
defended the use of centralisation in light of national policy standards. She

commented:

What can we do with the big number of applicants? In order to
implement the national policy, which is to provide all Kuwaiti
teachers with jobs, it is therefore essential to impose staff on schools
and to not allow them the choice to take any decision regarding
refusing the candidates. ..

After listening to the responses of the MoE officials, | tried to identify the source of
this national policy. | reviewed the Kuwaiti Constitution, Article (41), which states

citizens’ rights and duties to work, as follows:

Every Kuwaiti has the right to work and to choose the type of his

work. Work is a duty of every citizen necessitated by personal dignity

and public good. The state endeavours to make it available to citizens

and to make its terms equitable (Kuwait’s Ministry of Justice, 2011,

p.23).
After considering the responses of MoE officials regarding national policy, | would
argue that, to some extent, the centralisation policy practiced in recruitment serves a
political agenda. It seems likely that this policy has been adopted to satisfy
government targets that are meant to solve the unemployment problem by forcing
lower levels of management to accept employees regardless of their district’s or
school’s needs. This suggestion is supported by Nir (2009), who suggested that
certain politicians would consider centralisation as a useful means to further their
political agendas. This may disappoint some researchers and advocates of
decentralisation in Kuwait, especially with regard to human resource deployment,

because it appears that there would be a need to revise parts of the Kuwaiti
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Constitution in order to support any move towards decentralisation. As long as there
Is a national policy that deploys Kuwaiti citizens to employment, irrespective of
where employees are needed, top-level management will continue to control the
deployment of staff, and lower levels will have no choice but to accept those hiring

decisions.

It is clear that the source of financial and material resources for schools comes from
the government as the sole provider of these means. It has also been demonstrated
that the MoE applies a top-down approach in resource allocation — an approach that
allows bureaucracy to prevail and, therefore, creates certain obstacles to the
realisation of school efficiency. The deployment of human resources can also be seen
as being centralised by the MoE.

Resources are needed to fund all education issues, such as teaching pupils and
supporting staff. They are also needed to fund other issues such as curriculum
planning. Some education systems plan curriculums under a centralised policy,
whereas others apply decentralised frameworks. The following section presents the
Kuwaiti education system’s policy, as adopted in curriculum planning, as a prime

example of centralisation.

5.2.2.2 Centralisation of curriculum planning

The curriculum planning process was described by the interviewees as centralised.
They indicated that the MoE has established a specific department (Department of
Curriculum) within the ministry, which is responsible for curriculum construction.
Moreover, according to the interviewees, the Department of Curriculum deploys
working teams to develop types of curriculums, and entrusts them to build
curriculums. These teams consist of directors who work at the MoE, as well as some
directors from the districts. All teams should follow the Department of Curriculum’s
rules, standards, and guidelines when building each curriculum. This requires that
each team work according to the MoE’s expectations, which may include details
such as what the students should learn, what they should understand, and what they

should be able to achieve after completing the curriculum for each course.
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Regarding district roles in curriculum planning, there is no evidence that the
members working at the district level participate in this process. According to the
information obtained from the interviewees, there are specific departments within
districts that are responsible for curriculum planning. However, there is no evidence
that these departments are allowed to take part in curriculum planning. The
interviewees indicated that these departments are responsible for following the
curriculum for delivering lessons to pupils. For example, the Mathematics
Department sends directors to schools regularly to assess how teachers deliver the

lessons to their pupils.

| asked interviewees who work at district level about the roles of the Department of
Curriculum within the districts. Abeer, a district leader, illustrated:

...These departments are responsible of following up teaching
curriculum within schools. Their role is to observe teachers
performance with regard whether they meet the MoE’s standards of
curriculum delivery and give feedback accordingly.

I also asked Abeer to talk about the districts’ roles in curriculum planning. She

said:

...We do not have big role in building curriculum. Sometimes the MoE
chooses one of our directors to participate in this process. But they only
want to benefit from the directors experience rather that allowing
districts to participate in building curriculum. The directors do what
they are asked to do from the Department of Curriculum, but not from
us as educational districts.

Regarding schools’ roles in curriculum planning, it seems that the extreme
centralisation, which is applied by the MoE, excluded schools from participating in
building the curriculum. The interviewees at the school level indicated that the
centralisation policy prevents them from becoming involved in developing the
curriculum. They also reported that individuals at the schools are only implementers
of the national curriculum, which is constructed centrally. For example, Fouze, a

headteacher, said:

Designing curriculum is the responsibility of the Department of
Curriculum within the MoE, it makes all decisions regarding curriculum
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contents and activities. This department deploys specific personnel to do
this job and they are mostly chosen by officials who work at this
department...

Thus, in addition to the district leaders, Fauz (as school leader) confirmed that
curriculum planning is a centralised process, and explained that the top of education
hierarchy (which is represented by the MoE) makes all of the decisions regarding this
process. It appears as though both schools and districts do not play tangible roles in
curriculum planning. The interviewees from both tiers asserted that all schools
should utilise unified textbooks to teach curriculums. This means that all schools
should implement a centralised curriculum by providing unified textbooks, which
include the same content and learning activities to standardise the means of
delivering knowledge related to each subject. Regarding this issue, Adel (a

department head at a school) commented:

...All schools within all districts teach one curriculum for each subject
because textbooks are unified. For instance, you can find the same
science textbook for the fourth year primary pupils, is taught in each
primary school in all districts...

The MoE officials confirmed that curriculum planning is the responsibility of the
Department of Planning within the MoE. They emphasised that this process should
be centralised because this policy ensures that the curriculum is designed by well-
trained experts. The MoE officials also asserted that schools do not need to choose
textbooks as they want. The reason that these books are provided is that Kuwait is a
small country, and Kuwaiti people are sharing one culture; therefore, the unified

textbook meets the pupils’ needs across the entire country.

Nadia is one of the MoE officials who believe that curriculum planning should

remain centralised:

I think that the MoE is able to build all curriculums using a group of
qualified experts. We are keen that this curriculum meets needs of all
pupils in our country. | believe that we have appropriate people and
there is no need to involve other groups. The most important thing is to
provide pupils with advanced curriculum and I think we are capable to
do so...



112

Similarly, Majed, who worked at the MoE, thinks that curriculum planning should be
centralised and that textbooks should be standardised. He said:

The Department of Curriculum succeeded in providing good quality of
curriculum. We use qualified people for this purpose and I think they
are doing a good job...

Majed commented on the unified textbook:

...The unified textbooks are appropriate to pupils and | do not
remember that anybody has complained about this. Everybody prefers
unified textbooks and I do not think we should change this.

It is clear that the MoE officials are confident that curriculum planning should be
centralised because they believe that this policy ensures that experts can guarantee
that the curriculum will be of good quality. McKimm (2007) comments that one of
the advantages to adopting the centralised curricula is that it allows for the use of
experts across a wide array of fields. However, he also thinks that decentralised
curricula ensure that the local needs of pupils are better addressed. The interviewees,
especially those who work at the MoE, think that all Kuwaiti pupils have similar
needs and that they prefer a centralised curriculum. However, these experts are
chosen by the central authority, which makes decisions regarding who should plan

the curriculum.

In decentralised systems, curriculum planning is conducted by group of people who
represent different agencies or stakeholders. For example, curriculum planning
committees set up by the school, district, or even the state are the ones that directly
address and handle the planning. In addition, the curriculum planning stakeholders
are represented by the individuals who are involved with the curriculum in some
way. Marsh (1997) pointed out that these include school-based personnel who, in
turn, include teachers, principals, and parents. Marsh also states that university-based
specialists, industry personnel, community groups, government agencies, and
politicians are involved as well. Among all of these stakeholders, Marsh (1997) tends
to focus primarily on teachers. He argues that teachers are important individuals who
are involved in curriculum planning and development, irrespective of whether the

activities are conducted individually or collectively. Similarly, Beyers (2008) added
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library specialists to the list of pertinent stakeholders. He believes that involving
library specialists in curriculum planning will help in a number of different ways. For
example, he argued that library specialists are trained to know the content of the
material being taught, and they are able to determine which clientele specific content
serves. A second, and very important element, is that these individuals would be able
to guide the instructors to locate all of the related and supporting materials available

in the library.

Regarding the use of unified textbooks, some countries changed their policies,
meaning that all pupils should be taught using different texts. For example, in China
prior to 1986, the large student population followed a uniform textbook that was
published by the Chinese MoE (Leung, 2004). This unified textbook was written
according to the Chinese MoE’s national curriculum standards (Leung, 2004). After
applying a new policy, which was named as the “open doors” policy, the MoE
allowed different groups and publishers to establish new textbooks in order to meet
the different needs of pupils in different regions of the country. Leung (2004) noted

that while schools are free to choose textbooks, the curriculum is still uniform.

Thus, it seems that the policy underlying curriculum planning in Kuwait does not
allow different parties to participate in the planning process, indicating that the
framework is highly centralised. In addition, the textbooks for each curriculum are
unified, and all schools should implement the centralised curriculum by teaching

content from the same texthooks.

Teachers who are required to deliver a standardised curriculum to pupils must have
appropriate skills and knowledge to help them accomplish this task. They also need
to cope with changes in their teaching methods and their pupils’ learning styles.
These skills, as well as any related knowledge, can be enhanced via in-service
training programmes, which differ in nature across each system. The following
section presents the policy of the Kuwaiti education system as it relates to in-service

training programmes for teachers and staff.
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5.2.2.3 Centralisation of in-service programmes for teachers and staff

In the Kuwaiti education system, one of the aspects of centralisation identified by the
interviewees is that the MoE controls and designs programmes for developing
teachers’ skills during their employment. In Kuwait, schools and teachers do not
contribute to the design and development of in-service programmes, and so the MoE
largely controls the structure of these programmes. This method represents a strong
top-down organisational management system in which teachers and schools are

passive recipients of the ministry’s strategy.

In the MoE, the department of development and improvement is responsible for
designing in-service programmes, and the building of these programmes is largely
based on the personal opinions of individual technical supervisors regarding the
needs of teachers and other staff. The interviewees working within the MoE levels
maintained that those technical supervisors closely appraise the needs of teachers and
staff; however, the interviewees working within schools did not agree. They insisted
that the majority of MoE technical supervisors plan in-service programmes without
consulting with schools or teachers in order to ascertain whether the planned

programmes meet the schools’ or the teachers’ needs.

Furthermore, the interviewees were largely of the opinion that many of the MoE
technical supervisors are not sufficiently qualified or experienced to design in-
service programmes. These interviewees maintained that the MoE should pay careful
attention to the design and planning of in-service programmes, and that any of the
processes that are employed should include the participation of academic and other
professional school staff. In this way, it is evident that difficulties arise in the
preparation of truly effective in-service programmes in the State of Kuwait. In order
to achieve effective programmes, the actual needs of those participating in the
programmes should be taken into consideration, and better training should be
provided for those people who are responsible for developing the programmes. The
interviewees indicated that schools are not able to decide the type or nature of the
programmes or courses provided for the benefit of their staff. According to the
interviewees, schools only receive specific programmes, and the programmes may or

may not fit the requirements for the specific personal development needs of the
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ministry’s teaching staff. This claim is apparent in the comments made by Fahad, a
deputy head, when he commented:

I think they should have asked us about the nature of the programmes
we require for professional development. Every year we receive the
same programme. It has become useless because we need specific
programmes which are not currently provided by the MoE...

Similarly, officials within the MoE illustrated that the in-service programme is
centralised and controlled by Department of Development and Improvement with
The MoE. MoE officials wish to maintain their control over teacher training, as can

be seen in Majed’s response:

The Ministry of Education is keen to provide all staff members and
teachers with the appropriate training they need for developing their
skills. We hired people especially for this purpose. I think this process
should be our responsibility of ensuring sufficient number of teachers
and staff alongside ensuring their training during their span of year of
service. On the other hand, the Ministry of Education funds these
programmes, it is normal that the Ministry of Education controls the
training programmes when it controls employing staff and providing
funds...

The two excerpts from the interviews demonstrate a level of agreement about the
MoE’s policy of controlling the in-service programmes specially targeted for
teachers and staff, with both interviewees from the top levels and the lower levels
agreeing that the MoE centrally managed teachers’ and staff members’ professional
development using a top-down policy. However, it is also clear that there is a
difference between MoE officials’ and school leaders’ attitudes towards the policy of
control. Indeed, the school leaders think that the current policy reduces the
effectiveness of the in-service programmes by their use of the word “useless.” The
school leaders demonstrated a desire for flexibility in selecting the programmes by
having a voice in deciding upon the nature of the training courses they receive during
the academic year. In contrast, the MoE officials indicated that it is normal practice
for the MoE to maintain control over teacher training, and said that the MoE
established a specific department for staff and teacher training. The MoE officials

justified their perception by saying that control over resources is always in the hands
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of the MoE, and that the ministry is still able to hold this control over these

centralised programmes.

Centralisation appears when higher levels of government formulate specific policies
for the training of teachers. After the teachers are appointed, school management
may recognise specific skills that some staff members or teachers need to improve
upon through specific kinds of programmes. According to the centralisation policy,
schools are not able to make decisions about the programmes they need to improve
the skills of their staff or their teachers. From Majed’s point of view, as indicated in
his comments, when the MoE controls the resources, it is normal and logical that the
MoE should make decisions regarding the amount of funds and the number of human
resource personnel dedicated to supporting the training activities of teachers and
staff. As long as the MoE makes exclusive decisions regarding the issues noted
previously, the chances of the lower levels participating in making decisions
regarding their staff and teachers is reduced and, as a result, the higher-level
authorities will be able to fulfil their own agendas and drive the training programmes
to achieve their own goals. Irrespective of whether this agenda is considered “good”
or “bad”, it can be seen in a number of cases that governments adopt specific policies
aimed at managing professional development in order to meet certain agendas
(Metwali, 2004). This is apparent in the comments from some of the MoE officials,
as they articulate that professional development programmes for teachers in Kuwait
are designed to meet the strategic objectives of the State of Kuwait. One of the key
aims of the government is to increase the efficiency of Kuwaiti citizens, thereby
increasing their ability to support and strengthen the development of effective
management systems. The government demonstrates its intent to increase the
efficiency of the services it provides to its citizens — an aim that is offset by the need
to maintain control over the general expenditures and the appropriateness of the
personnel deployed to the programmes.

Yigit (2008) provides an example of how the centralised approach is used in another
context. According to Yigit, the policy of in-service programmes in Turkey is highly
centralised by the Ministry of National Educational Directorates of In-Service
Training. He states that, at the present time, in-service programmes can be regarded

as employing a “top-down” model, since the selection of teachers who want to
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participate in in-service programmes and activities is conducted by the Ministry after
they have submitted their applications. The planning and coordination of in-service
programmes is completely controlled by the Local Educational Directorates, and

schools do not participate in this process.

In contrast to the Kuwaiti and Turkish contexts, other countries exhibit a shift of the
responsibility for the professional development of teachers (including in-service
programmes) to lower levels. Thus, in the Netherlands, the human resource policies
and professional development programmes for teachers are controlled by individual
school boards. Funding for these activities is drawn from personnel budgets, which
are also controlled by the school boards (Eurybase, The Education System in the
Netherlands, 2006/2007). This indicates that there is a wider degree of authority
extended to schools in the Netherlands, enabling them to select and plan their own
professional development programmes, which is in stark contrast to the situation in

both Kuwait and Turkey.

According to Yigit’s (2008) description, it is clear that the in-service programmes in
Turkey are described as centralised, based on the fact that the top level of educational
management has complete control over both the nature of the programmes and their
content, and they also have authority over the selection of the trainees. By comparing
the policy of professional development applied in Turkey to the policy of
professional development applied in Kuwait, it could be said that the MoE’s top-
level control over in-service programmes indicates that these programmes exhibit
centralised characteristics, which is an aspect of the “hyper-centralisation” evident in

the Kuwaiti education system.

As the centralisation policy controls teachers’ in-service programmes, another
feature of the centralisation policy, as apparent in the education system, appears in
the policy pertaining to pupils’ assessment. The following section investigates

pupils’ assessment and raises the evidence that this process is centralised in nature.

5.2.2.4 Centralisation of pupils’ assessments

The interviewees indicated that the departments of curriculum within the MoE, as

well as within the districts, are responsible for the assessment of student
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achievement. Each district designs unified exams for primary and middle school
pupils, which are applied across all subjects, twice during the academic year. At the
end of the first and second semesters, for both sets of unified exams, pupils are
assessed on the same day and at the same time, based on the subject matter being
examined. Furthermore, the interviewees added that the MoE is responsible for the
end-of-year assessments in all secondary schools. Similar to what is seen in the
districts, the MoE designs unified exams for all pupils across all subjects. The first
unified exam takes place at the end of the first semester, and the second exam takes
place at the end of the second semester. Again, the dates and times of the

examinations are unified according to the subject.

Aisha, a headteacher of a middle school, described her perception of the methods

used for pupil assessment. She said that:

...It is the MoE and districts who control our pupils’ assessment.
Despite our frequent recommendations to leave this process entirely to
schools, I do not know why the MoE insists on maintaining control of
the process...

Aisha’s comment clearly illustrates the policy that guides pupil examination.
However, it also reveals the desire of the interviewees to hold more authority over
pupil assessments, while wanting to raise their own perceptions towards the
summative exams, which are handled by the districts to assess the middle school
pupils. On the other hand, some of the interviewees regarded the centralised exams

as beneficial. For example, Saad, a MoE official, stated that:

...We should guarantee that the exams are valid and highly reflective
to pupils’ achievements. The MoE hires experts especially for this
purpose. | think we are able to manage this process accurately. In this
way, we are able to follow up pupils’ levels of achievement, as a
result, we can make a judgement as to whether schools are doing well
with teaching pupils or not. This can be obtained simply by looking at
exam results. ..

Saad’s comment reveals that the centralised policy related to the pupils’ exams is
intended to benefit the pupils’ learning by applying accountability measures. The
literature emphasises that the centralised exams can have positive results. W6mann

(2000) indicates that in centralised examination systems, individual student
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achievement is relative to the national average, and so pupil achievement at a
national level is more easily measured. By looking at student performance in this
way, it is possible to see whether or not a single pupil’s performance matches the
performance of the rest of the pupils in his or her class, and it is also possible to
determine whether entire classes, which are taught by individual teachers, perform
along the same lines as observed in the national average (WoORmann, 2000). As
Wo6Rmann notes, in cases of underachievement, this system allows parents and pupils
to identify whether the pupil or teacher is, in fact, responsible for the student’s
underachievement. According to the interviewees, the central examinations allow the
MoE to control the performance of both the teachers and the pupils, and they
facilitate the identification of weaknesses in the ways in which teachers teach and
pupils learn. As a result, these central examinations enable the MoE to retain control

of measuring performance.

Additional justification for these methods of assessment, as posited by many of the
interviewees, is that this approach helps the MoE reduce the likelihood of facing
leaked exam questions, which may result from pupils gaining access to the questions

in advance of sitting for the exams. Nasser described this problem:

I think in this way (controlling pupils’ assessment), we ensure that all
exams remain in safe hands, far away from corrupted teachers or staff
members, or others...

My view is that Nasser’s comment addresses the concerns that Aisha articulated
when she said: “l do not know why the MoE insists on maintaining control of the
process.” Regardless of the reason, it seems that the MoE wishes to retain and

maintain control of the pupils’ assessment.

The centralisation policy is especially apparent when the top authority within the
education system makes an exclusive decision regarding the nature of the
examinations (W6Rmann, 2000). In other words, the top authority holds the control
over the pupils’ assessment methods, and schools are not able to contribute to the top
authority’s decision-making process; thus, the individuals working at the school level
are not able to choose the nature of the examination scales. In some contexts, such as

in Cyprus, the examination system is completely controlled by the Ministry of
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Education and Culture, and the secondary school final year exams and university
entrance exams are unified to simplify the process of assessing students before they

enter university (Pashiardis, 2009).

Contrary to the nature of pupils’ assessments in both Kuwait and Cyprus,
decentralised systems seem to allow for wider participation from the schools in this
process. In those types of environments, teachers are involved in designing national
examinations based on their areas of specialisation, the training of the pupils, and the
testing approaches used (Hussain, 2006). This illustrates how the decentralised
examination process is relatively more open, and different parties are able to
participate in the pupils’ assessment; consequently, some of the responsibility for
creating the examinations is shared. Despite its advantages or disadvantages, this
type of situation is not accepted in the Kuwaiti context, as the interviewees clearly

indicated that the education system is extremely centralised.

Since the policy of centralisation controls the most major elements of the education
system, the strategic education plan seems to be centralised as well, as discussed in

the following section.

5.2.2.5 Centralisation of the strategic education plan

Regarding the strategic planning process, the interviewees indicated that the MoE
also plans the entire process centrally, and that it assigns responsibility for
implementing the plan to the lower levels. This result suggests that the MoE has
adopted a top-down approach to policy implementation as the main method by which
it tries to achieve its objectives. Aisha, a headteacher, clearly acknowledged that the
strategic plan of the MoE is centralised:

The strategic plan is also centralised as regards to vital educational
decisions around pupils, curriculum and teachers. I do not know
exactly what the mechanism is for building the plan, but I am certain
that schools and even districts are not involved in this planning
process. We are implementers, not planners...

In order to maintain control of this process, the interviewees indicated that the MoE
established the Department of Planning and Improvement, which deals with strategic

planning. This department is responsible for deploying people to the positions that
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are accountable for establishing the plan. The ministry does so from a pool of
personnel, and these individuals are mostly drawn from the MoE. The possible
reason as to why the MoE adopts this policy is that educational strategic planning
requires that both resources and personnel be dedicated to the implementation
process. While the system does not allow for lower levels to make decisions
regarding the amount of resources they need, the MoE prefers to keep this policy in
its own hands by excluding different levels and parties from participating in the
planning process. In addition, the involvement of lower levels means that they can
suggest goals and objectives, and this requires a specific amount of resources. For
this reason, the MoE might exclude people from lower-level management and from
outside of its own centralised organisation from participating in the process. In this

way, the MoE applies a centralised policy to control all its educational issues.

The results demonstrated that the MoE in Kuwait manages its strategic education
plan centrally. In order to identify the criteria that enable the education system to be
regarded as centralised, it is necessary to define centralised educational planning in
order to locate where its decisions and policies are made. Lyons (1985) suggests that
the adoption of centralisation as a policy when managing educational planning
implies that the top level of management controls the setting of objectives, as well as
the decisions surrounding how to achieve these aims. Again, the power or authority
that holds control over educational planning is usually manifest in the highest level
of management. Two decades ago, the policy of centralisation dominated the
educational system in Kuwait. The Department of Planning at the MoE represented
the highest authority in this matter. Al-Hamdan (1992) indicates that the
centralisation policy that controls the educational system in Kuwait prevents the
lower levels and the other sectors from participating in establishing educational
plans. In other words, the entire educational planning process and its associated
phases are entirely controlled by the Department of Planning, and they do not
delegate any of these areas to the districts or schools. However, the strategic
education plan, which is considered to be the key to the future of the Kuwaiti
educational system, is dominated by the top authority, as represented by the MoE.
The Department of Planning recruits people from within and without the ministry for

the purpose of building and implementing the strategic plan. The lower levels, such
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as educational districts and schools, are not empowered to contribute to creating
these plans, especially during the vital stages when the goals are identified and the
methods are implemented. Although this policy was applied two decades ago, it is
obvious that the process of educational planning remains stable in terms of the policy
of control, which underscores the credibility of the interviewees’ descriptions of it.
Therefore, it is apparent that the key issue behind the centralisation of strategic
planning is that while the top level of the organisation holds complete authority when
building the strategic plan, it leaves the lower levels in a position of having to
implement it. This affirms the interviewees’ perceptions that the strategic plan is

centralised.

With the adoption of a centralised policy, there might be some strengths and
weaknesses that arose as a consequence of the MoE maintaining control of the
education planning process. The following section presents findings regarding issues
that resulted from applying the centralisation policy to the strategic plan’s

formulation and implementation.

3.3 Findings of research question 2:

(What issues does centralisation in educational policy raise for the formulation
and implementation of strategic education planning in Kuwait?)

The exploratory study identified several issues that resulted from the centralisation
policy that controls the formulation and implementation of the strategic plan. These
seven issues were consolidated with an additional five that driven from the literature,
as mentioned in page 82. The seven issues that were identified from the exploratory

study are listed below:

Efficiency of the strategic plan

Clarity of the strategic plan
Implementability

Fitness for purpose

Collaborativeness and participativeness

Communicative capacity

N o a k~ wDnh e

Bureaucratisation
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5.3.1 Efficiency of the strategic plan

The results indicated that the strategic education plan is inefficient. This issue was
strongly raised by a majority of the interviewees (7 out of 12); for example, most of
the interviewees expressed concerns regarding the wide gap between the facilities
provided by the MoE to the planning sector (in addition to schools), such as large
budgets, human resources, and subsequent outputs (results) of the strategic education
plan. Interviewees expressed the opinion that it is unreasonable for a petroleum-rich
country like Kuwait, with its substantial financial resources, to limit the application
of its fortune to the formulation of an efficient educational plan. Such a plan would
intend to yield a strong output of graduates who are able to meet the local market
demands. The interviewees suggested that the problems with the current educational
system have been the same since the 1980s, and that education planning would be
unable to solve these problems. The interviewees indicated that the MoE spends
billions on education, but the problems remain unsolved. A comparison of the
educational inputs and outputs has raised problems concerning the inefficiency of the
current educational planning system in Kuwait. Yousif, a headteacher, expressed
surprise when discussing the facilities provided by the Kuwaiti government to the

MOE, as education is still unable to produce high-level outcomes:

...Can you imagine how much money the government has? It spends
this money generously to fund education sector that makes the
planning sector within the ministry and schools rich with funds; this is
in addition to the teams formed by human resources that work for the
benefit of educational planning. However, a comparison between
these facilities and the output results indicates the existence of a wide
gap between them. We still suffered from the same problems many
years ago, especially after obtaining independence from the Iraqi
invasion in addition to that schools outcomes are still weak...

This result suggests that the strategic education plan of the MoE is inefficient based
on the claim that it has failed to produce a high level of outcomes.
5.3.2 Clarity of the strategic plan

Most interviewees (9 out of 12) indicated that the current strategic planning initiative
lacks clarity for several reasons. First, educational districts and schools are not well

informed about the goals of the MoE’s strategic plan; therefore, the implications of
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the strategic plan are unclear which, in turn, makes the plan itself relatively vague.
Second, some interviewees emphasised the importance of providing a guidance
booklet along with the MoE’s strategic plan, which would help others understand the
plan. In addition, the objectives of this plan are unclear and mostly vague; for
example, when the improvement of teachers’ skills is set as an objective, there
should also be clear descriptions regarding the nature of the precise skills that require
improvement. In addition, the guidelines should detail whether the objective applies
to primary or secondary school teachers, or both. Some interviewees criticised the
manner in which the MoE informs the lower levels regarding the components of its
strategic plans, and they commented that it is insufficient that the strategic plan is
being introduced through these programmes alone. The interviewees expressed a
desire to understand the broader strategic plan, including its goals, stages of
implementation, methods of evaluation, and the MoE’s expectations regarding their
own role in the implementation process. The interviewees also believe that they
should know the details about each objective and how it can be achieved. Mariam, a
district leader, was very concerned about this issue; it is believed that she is one of
the interviewees who best understand the strategic education planning process. She

reflected her concerns regarding this issue through the following statement:

...1'was really disappointed when the Ministry of Education asked us
to fulfil the tasks and requirements of the strategic plan without
providing us with complete information about what this plan involves.
At least, they should give us a guide to this plan. We did not
participate in creating this plan and this makes the plan quite unclear.
We should be better informed about what this plan comprises.
Further, | believe that the plans should not be introduced as
programmes as it makes the plan very vague and difficult to
understand. In my opinion, if we understood the plan clearly, we
would ensure that we enable its implementation better...

According to her response, it seems that the interviewees perceive the
strategic education plan as unclear because the lower levels, such as the
districts and schools, are not involved in the plan’s formulation. In addition
the MoE, as a top authority, is not keen on clarifying the details of the plan to

those who are implementing it.
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5.3.3 Implementability of the strategic plan

This issue is closely related to the strategic plan’s clarity. To ensure the efficient
implementation of any plan, the directives should have a high degree of clarity since
those who are implementing the plan require an understanding of all the elements
related to these strategies. Moreover, the plan should take into account the actual
needs of the educational system. When this plan is based on the actual needs of the
particular field for which it was created, those responsible for its implementation will

guide their efforts according to these recognised needs.

The majority of the interviewees (8 out of 12) emphasised problems related to
implementation, with some interviewees commenting that this problem is at the core
of the strategic education plan. Many perceptions were obtained regarding this issue,
and these perspectives reflect the idea that the districts and school leaders encounter
many obstacles in the implementation process. First, as mentioned earlier, the
educational plans are mostly unclear, and there is a weak link between the planning
sector of the MoE and the districts and schools. This disadvantage further weakens
the coordination between the planning and implementation systems. In addition,
many individuals within the implementation system lack the requisite experience and
skills required for both processes. In other words, there is a strong need to train these
individuals in specific programmes to provide them with the knowledge necessary
for implementing the strategic plan. Furthermore, the interviewees indicated that
plans should be executed only once those responsible for its implementation are
prepared, otherwise there will always be difficulties that arise in the implementation
of these plans. However, the implementation process itself needs to be planned in
order for it to be successfully fulfilled; the current lack of an efficient plan might be

considered one of the major problems in this regard. Salman said:

...How do they want us to implement this plan when we are not ready
for implementation? We need to know how such plans can be
implemented. We also need to know and understand the plan itself in
order to prepare ourselves for implementation. To be honest, | do not
think that a plan with vague objectives can be implemented. I think if
we can make decisions regarding this plan, we can decide how to
prepare ourselves for implementation. Our needs to implement the
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plan are unmet by the ministry which make all decisions about ways
of implementing it...

The results suggested that the centralisation of the strategic plan causes problems in
the implementation process. The implementers of the plan think that the MoE ignores
their needs, as the MoE is the only authority that makes decisions regarding the

requirements of the implementation process.

5.3.4 Fitness of purpose

This issue of fitness of purpose was drawn from several responses provided by the
majority of the interviewees (7 out of 12). A majority of them felt that this issue is of
great concern, and many interviewees mentioned that the MoE has developed its
strategic plan on the basis of idealism rather than on the actual needs of the
educational system in Kuwait. In other words, there is not a strong match between
the objectives of the strategic education plan and the issues that should be focused
upon, such as the needs of the teachers and students. Some of the interviewees
referred to the unemployment of many Kuwaiti graduates, while one of the primary
aims of the strategic education plan is to prepare students so they can meet the
human resource demands of different sectors within the country. Other interviewees
raised this issue by stating that the MoE does not fund educational districts and
schools with sufficient budgets to ensure better implementation of the plan. They
emphasised the importance of ensuring that a sense of balance exists between
educational plans and the financial and human resources that enable this plan to turn
into reality. The important responses regarding this issue included comments that
indicated that the coordination between the planning system of the MoE and the
other sectors within the country is weak. The interviewees considered that proper
coordination would ensure that the graduates are of high quality, as they are needed
to meet the needs of the Kuwaiti labour market. For example, the economic sector
can provide information on the actual needs for human resources so that the ministry
can take this need into account. Some of the interviewees accused centralisation as
being a barrier toward meeting the actual needs of the lower levels of management
(such as the schools and districts). According to these respondents, excluding

districts and schools from making decisions regarding the plan’s objectives causes



127

this plan to miss many of these groups’ needs. Jassim provided a simple, expressive,

and informative example regarding this matter when he stated:

When the people of a country are suffering from a specific disease—
for example, the flu—the government asks doctors to study this
problem and find a solution to it. This implies that the goals should be
directed towards the solution of this disease and the achievement of
these goals will result in eradicating the disease. Is it not reasonable
that the doctors put their efforts into meeting the wrong goals which
do not reflect the actual problem? If so, do these efforts reflect and
express the actual needs? The answer is undoubtedly no...

He laughed and continued:

...Can we imagine that the result of this effort will benefit some other
disease, such as AIDS?”

Thus, the results suggest the strategic education plan does not meet the needs of the
districts and schools, including addressing the pupils’ needs. The results also
illustrated that centralisation is the reason why the strategic plan does not respond to

the actual needs of the districts, schools, pupils, and society as a whole.

5.3.5 Collaborativeness and participativeness

The majority of the interviewees (8 out of 12) think that the lack of collaboration and
participation in the MoE’s plan is a major issue; it is regarded as the main reason
why the current plan is particularly weak. Some of the interviewees consider
participation in the plan’s formulation as the key to solving most of the educational
problems in the education system, especially since many of the needs and problems
that currently exist among the system can be identified by stakeholders such as
headteachers and parents. In this way, increased participation might enrich the plan.
Some interviewees commented that the lower levels of management should play a
stronger role and have a greater say in the educational planning process, as they are
field-based and communicate directly with schools, teachers, staff members, and
students. The interviewees suggested that if those in the lower levels of management
participated in creating the strategic plan of the Kuwaiti educational system, the
objectives would be clearer, and they would become more familiar with them.

Therefore, they would be better able to fulfil their roles in the implementation
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process. Other interviewees suggested that educational districts and schools represent
a critical source of data, which is necessary for building the strategic plan; thus, these
levels are able to provide these data directly. Yousif was very upset regarding his
role as the headteacher, as he had substantial experience in educational planning. He
expressed this issue in a loud voice, almost as if he were shouting. This reflected his
concerns regarding participation in the educational planning process. In fact, he
mentioned many issues surrounding centralisation, but I will present the following

comments made by him with regard to educational planning:

...We know more than any other people about every single problem
and issue in our schools and the best ways of solving these problems.
We know how to improve our schools. Even the educational districts
do not have rich information regarding schools’ needs. I would ask a
question here: is this really a headteacher’s role—ascertaining
teachers’ commitment, dealing with daily routine, watching students
entering and leaving the school? | think that if we participate in
creating educational plans, there will be a greater chance of achieving
the results. Next year will be a happy year for me because I’m retiring.
I can then relax and stop thinking about the future of my school; 1 will
forget how my thoughts are totally ignored by both the educational
districts and the Ministry of Education. After all these years of
experience, do you think I’m unable to enrich this plan if they allow
me to contribute? There are numerous headteachers who feel the same
way as me...

His assertions reflect that the centralisation policy of the MoE impedes participation
from both districts and schools. The interviewees indicated that wider participation in
the strategic education plan is essential because they believe that they are able to
enrich it with useful suggestions. In addition, the interviewees exposed their desire to
collaborate with the MoE in the plan’s formulation, but the policy of centralisation

does not allow such collaboration.

5.3.6 Communicative capacity

One of the issues mentioned by many interviewees (8 out of 12), particularly among
district and school leaders, is the weak link between the MoE and the educational
districts and schools. The participants indicated that this weak communication

affected their performance when implementing the ministry’s plans. Moreover, good
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communication ensures that there is a strong level of understanding of the
implications of the plans, including their objectives and targets. In addition, regular
communication encourages lower-level management to become more engaged in
their work, as they feel more accountable for fulfilling their duties, which should be
presented to the higher levels. Interviewees like Zainab consider communication a
tool for meeting expectations. She said:

...Why doesn’t the Ministry of Education arrange frequent meetings
between us and the planning sector within the Ministry? The
educational districts and us need to establish close communication
with the decision makers to ascertain their views and inform us
directly about our duties to implement the plan. The Ministry also
does not give us any feedback during the academic year. At the end of
the year, the Ministry questions us regarding, for example, the poor
training programmes. Occasionally, the Ministry is unhappy with the
results of these programmes. However, if we had any direct
communication during the year, we could probably be able to meet
the ministry’s expectations and avoid mistakes...

The interviewees’ responses emphasised that the centralisation in the strategic
education plan weakens the link between the MoE and the lower managerial levels,
such as districts and schools. The MoE makes unilateral decisions without sharing
them with the districts and schools. According to the interviewees, this will affect the
strategic plan in a negative manner, because a strong plan requires effective

communication between all education tiers.

5.3.7 Bureaucratisation

The interviewees did not offer many views regarding positive aspects of the current
strategic plan; they identified only strength of the strategic education plan. All of the
interviewees considered the strategic education planning system to be completely
under the control of the MoE. This control enables the ministry to control resource
allocation, as well as the amount of effort and time devoted to formulating the
strategic plan. Some believe that this level of control results in fewer contradictions
in the views of the different parties involved in the planning process. Others believe

that dealing with educational districts in an equitable manner might create a fairer
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system, for example, by providing each district with a similar budget for
implementing the plan. Ahmed expressed her view clearly regarding this aspect:

...I believe that the Ministry of Education wants to wield strict control
over the educational planning system. I’m not sure why, but I think
the intention is to control this process in a manner that thwarts our
demands or even objections. They do not want us to give them our
estimations for financial support that enables them to save money. |
also believe that the Ministry wants the strategic plan to appear as a
beautiful picture in writing rather than being a technically good and
strong plan...

The seven issues listed above were merged with another five issues that were
identified in the literature. The total number of issues that were identified was seven,
and these were explored in the questionnaire, which is detailed in the following
section. Thus, the quantitative study attempted to explore the participants’
perceptions about these issues in order to gain general impressions about them, while
exploring the differences between the various groups of research participants. The
results obtained in response to the next research question outline the research

participants’ perceptions regarding the seven identified issues.

5.4 Findings of research question 3:

(What are managers’ perceptions about the implications of these issues of both
policy and practice?)

5.4.1 Introduction

This section provides a detailed discussion of the statistical methodologies
undertaken to investigate the research questions on the basis of the data collected,
along with discussions of the obtained results. This section first describes the data
analysis techniques employed in this research, and it then presents the results from
these analyses. In addition, discussions about the findings as they pertain to the
research questions are presented. Finally, the section concludes by highlighting the

key findings from the statistical analyses.
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5.4.2 Statistical methodology

The data were analysed using SPSS version 20 and SPSS Amos 20. Frequency
distributions and percentages were used to study the background characteristics of
the respondents. Descriptive statistics were calculated and used to investigate the
important characteristics of the quantitative variables: central tendency, variability,
and the data’s distributional properties.

In the questionnaire, 37 questions (items) were posed to measure performance
(issues) of the centralised strategic plan. The responses to each of these questions
(items) lay on a 5-point Likert scale (1 = Strongly disagree; 2 = Disagree; 3 = Not
decided; 4 = Agree; 5 = Strongly agree). Based on suggestions obtained from an
exploratory study conducted before the data collection, the items were coded and
divided into seven dimensions hypothesised to measure the performance of the

centralised strategic plan. Table 4 shows the original taxonomy of these 37 items.

Table 4: The theoretical construction of the seven dimensions of performance of
the centralised strategic plan

Dimension Dimension name Questionnaire items

Dimension 1  Efficiency of the strategic plan 12,3

Dimension 2  Comprehensiveness of the strategic plan 11,12, 13,14, 15, 16, 35, 36, 37
Dimension 3 Implementability 4,.5.6.7.8,9,10,20,21,22
Dimension 4  Collaborativeness and participativeness 23,24 25

Dimension 5 Communicative capacity 26, 27,28

Dimension § Bureaucratisation 32,33, 34

Dimension 7 Work environment 17,18, 19,29, 30,31

To determine the underlying factorial constructs of the 37 questionnaire items based
on the hypothesised seven-dimension factor model of performance of the centralised

strategic plan, confirmatory factor analysis (CFA) tests of model fit were performed.

The descriptive statistics were then computed to investigate the statistical properties
of the constructed dimensions, and the reliability estimates were calculated based on
Cronbach’s alpha to examine the degree of relatedness among the questionnaire

items across each of the dimensions. Histograms are utilised for each of the seven
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dimensions to explore their distributional properties and to facilitate comparisons

among them.

To study the differences in the scores across the dimensions of strategic plan
performance based on respondents’ background characteristics (Gender, district,
educational qualifications, and tier strata), independent samples t-tests and one way
analysis of variance (ANOVA) were employed. The related statistical assumptions of
distribution normality and homogeneity in variances were examined very carefully in
each of these analyses. For post hoc analysis in ANOVA, Duncan’s multiple

comparisons tests were performed.

Lastly, regression analyses were used to quantify the associations between the
performance dimensions of centralised strategic planning and the independent fact

ors, while also serving to reconfirm the results from the earlier analyses.

5.4.3 Respondents’ profiles

Table 5 presents the distribution of respondents by demographic and personal
characteristics. Among a total of 188 respondents, the number of male and female
respondents are equal. The distribution of the respondents over the districts is almost
uniform: The largest group of 29 (17.3%) respondents are from the Al-Ahmadi
district; whereas the smallest group of 27 (16.1%) are from the Mubarak Al-Kabeer
district. All other districts (Al-Asma, Hawalli, Al-Farwani, and Al-Jahra) contain 28
(16.7%) respondents each. The 20 respondents that did not belong to any of the six
districts were from the MoE. More than half (53.2%) of the respondents have a
bachelor’s degree as their highest educational qualification. Moreover, 18 (9.6%)
respondents have a diploma, 50 (26.6%) have a master’s degree, and 19 (10.1%) of
the respondents have a doctoral degree. In the sample, there were 20 (10.6%)
officials from the MoE, 48 (25.5%) leaders at the district level, and the majority of
respondents (120; 63.8%) were school leaders (i.e., headteacher, deputy heads, and
heads of departments).
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Table 5: Distribution of respondents over the independent variables

Characteristics Category Frequency Percentage
Gender Male 94 50.0
Female 94 50.0
District Al-Asma 28 16.7
Hawralli 28 16.7
Al-Farwania 28 16.7
Mubark Al-Kabeer 27 16.1
Al-Ahmadi 29 17.3
Al-Jahra 28 16.7
Qualification Doctoral 19 10.1
Masters 50 26.6
Bachelor 100 532
Diploma 18 05.6
Tier MoE officials 20 10.6
Districtleaders 48 255
School leaders 120 63.8

5.4.4 Construct validity of the dimensions

To express the issues of the centralised strategic plan, seven dimensions (Efficiency
of the Strategic Plan; Comprehensiveness of the strategic plan; Implementability;
Collaborativeness and Participativeness; Communicative Capacity;
Bureaucratisation; and Work Environment) were constructed using data from 37
items in the questionnaire (see Table 4). CFA was used to assess the construct
validity of these dimensions using IBM SPSS AMOS 20.0, as well as the maximum
likelihood (ML) estimation. Four assumptions needed to be fulfilled in order to use
the ML method: (1) reasonable sample size; (2) the scale of the observed variables is
continuous; (3) the hypothesised model is valid; and (4) the distribution of the
observed multivariate variables is normal. The data met the first two criteria. The
hypothesised model was developed from findings of an exploratory study conducted
before collecting the data, and thus was assumed to be valid. Finally, the normality of
the observed variables was tested, ascribing to the following rules of thumb, as
suggested by West et al. (1995): for a sample size of 200 or less, moderately non-
normal data (univariate skewness <2; univariate kurtosis <7) are acceptable (i.e., the
robust standard errors generally provide accurate estimates, though the ML
estimation method can be used for data with minor deviations from normality)

(Raykov and Widaman, 1995). Table 6 summarises the descriptive statistics of all 37
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items in the questionnaire. The measures of univariate skewness and kurtosis for

each item suggest that the fourth assumption of the ML method was also met.

Table 6: Distribution of respondents across the independent variables

Items Dlinirmurm hlaximmnm Mean sSD Skewmness Eurtosis
Item 1 1.00 5.00 2692 1.024 378 -1.176
Item 2 1.00 5.00 2681 D36 419 -.802
Itemn 3 1.00 5.00 2612 1.066 453 - 852
Item 4 1.00 5.00 2.090 1.093 1.035 259
Item 5 1.00 5.00 2271 1.042 211 - 177
Item 6 1.00 5.00 2.809 1135 206 -1.144
Item 7 1.00 5.00 2.431 1.124 506 -.843
Item 2 1.00 5.00 2596 1.053 286 -1.118
Item @ 1.00 5.00 2101 1.102 Ele - 033
Iterm 10 1.00 5.00 2750 1.006 328 - 983
Item 11 1.00 5.00 2825 1.182 287 -1.068
Iterm 12 1.00 5.00 3.000 1.182 039 -1.236
Iterm 13 1.00 5.00 2473 1.135 388 -TF23
Iterm 14 1.00 5.00 2601 1.077 383 732
Item 15 1.00 5.00 2287 1.096 214 108
Item 16 1.00 5.00 1936 1.007 1.182 BT3
Iterm 17 1.00 5.00 2261 1.138 B61 -.TE86
Item 18 1.00 5.00 2165 1.094 E231 -370
Item 19 1.00 5.00 2346 1.086 S6E -.E241
Iterm 20 1.00 5.00 2.585 1.084 657 -.549
Iterm 21 1.00 5.00 2330 1.347 785 -831
Iterm 22 1.00 5.00 1879 1.118 1.155 660
Item 23 1.00 5.00 2037 1.144 D45 -.186
Iterm 24 1.00 5.00 1.814 1.009 1265 TBS
Item 25 1.00 5.00 2325 1.126 1.081 363
Item 26 1.00 5.00 2266 1.026 TGO - 243
Item 27 1.00 5.00 2.495 1.111 391 -213
Item 28 1.00 5.00 2287 1229 BTE -336
Iterm 29 1.00 5.00 2602 1.147 219 -1.080
Iterm 30 1.00 5.00 3.053 1.083 - 260 -975
Item 31 1.00 5.00 1989 1.063 1.069 BG3IE
Iterm 32 1.00 5.00 3.090 1.073 -234 -912
Iterm 33 1.00 5.00 20035 1.082 -066 -1.347
Iterm 34 1.00 5.00 20995 1.107 -181 -1.325
Item 35 1.00 5.00 2713 1.198 326 -1.010
Item 36 1.00 5.00 2250 1078 756 027
Item 37 1.00 5.00 1931 1.019 1.060 ETE
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Table 7 presents the results of the initial step of the CFA with all 37 questionnaire
items included. The values of the fit statistics (IF1,* TLI,> and CFI®) close to 1.00
indicate an adequate fit. The value of CMIN/DF* less than 2.00 is also a sign of good
fit. However, a satisfactorily fitted model should take a value of RMSEA? that is less
than 0.08. None of the fit statistics used for the first-step model falls at the
satisfactory level, and as a result, the model needs to be respecified. Closer
examination reveals that some of the items have very poor factor loadings
(standardised regression weights) on their respective dimensions. To attain better
model fit statistics, it was decided that items 11, 12, 14, 35, and 37 be discarded, as
they all had standardised regression weights less than 0.40 on dimension 2 in the
respecified model. Similarly, items 9, 20, 21, 25, 30, and 31 were also deleted given
that they had standardised regression weights that were less than the specified level.
Eliminating these items did not affect the importance of the other items considerably,
while the overall goodness-of-fit indices improved. Thus, the second step
(confirmatory factor analysis) used 26 of the original items, and the results are
presented in Table 8. The fit statistics for the second step confirmatory factor
analysis have been improved (CMIN/DF = 2.305; IFI = 0.843; TLI = 0.813; CFI =
0.840; RMSEA = 0.084). Though the model adequacy at the second step is
improved, it is still not satisfactory; the CMIN/DF and RMSEA values are still in the

unacceptable range.

Y IFI = Incremental Fit Index

2 TLI — Tucker-Lewis Index

® CFI — Comparative Fit Index

* CMIN/DF — Chi-square based Minimum Discrepancy/Degrees of Freedom
> RMSEA — Root Mean Square Error of Approximation.
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Table 7: Standardised regression weights (factor loading) of the first step
(confirmatory factor analysis) using all 37 items

Item Dimension Dimension Dimension Dimension Dimension Dimension Dimension
1 2 3 4 5 ] 7

Item 1 0.763

Item 2 0.824

Item 3 0.800

Item 4 0.444

Item 5 0.475

Item 6 0.498

Item 7 0611

Item 8 0.575

Item 9 0.379

Item 10 0.548

Item 11 -0.010

Item 12 0.021

Item 13 0.617

Item 14 0.331

Item 15 0.575

Item 16 0.719

Item 17 0.863
Item 18 0.922
Item 19 0.840
Item 20 0.346

Item 21 0342

Item 22 0.464

Item 23 -0.772

Item 24 -0.888

Item 25 0.085

Item 26 0.557

Item 27 0.427

Item 28 0.557

Item 29 0.410
Item 30 0.346
Item 31 0.198
Item 32 0.699

Item 33 0.913

Item 34 0.573

Item 35 -0.343

Item 36 0.584

Item 37 0.310

Goodness-of-fit statistics

CMIN 1767.912 IFI 0.641 RMSEA 0.101
DF 608 TLI 0.600
CMIN/DF 2908 CFI 0.635

IFI 0.641
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Table 8: Standardised regression weights (factor loading) of the second step
(confirmatory analysis) using 26 items

Item

Dimensicn Dimension Dimension Dimension Dimension Dimension Dimension

1

7

¥

3

4 5 ]

7

Item 1

Item 2

Item 3

Item 4

Item 3

Item 6

Item 7

Item 8

Item &

Item 10
Item 11
Item 12
Item 13
Item 14
Item 15
Item 16
Item 17
Item 18
Item 15
Item 20
Item 21
Item 22
Item 23
Item 24
Item 25
Item 26
Item 27
Item 28
Item 25
Item 30
Item 31
Item 32
Item 33
Item 34
Item 35
Item 36
Item 37

0810
0815
0.764

Deleted
Deleted
0.649
Deleted
0.544
0.692

Deleted
0.628
Deleted

0.563
0.598
0478
0674
0623
Deleted
05351

Deleted
Deleted
0338

0.658
0911
0.975

0.866
0.930
0.837

0.389
Deleted
Deleted

Goodness-of-fit statistics

CMIN
DF
CMIN/DF

640.795

278
2305

IFI
TLI
CFI

0.843 EMSEA
0.813
0.840

0.084
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Table 9: Standardised regression weights (factor loading) of the third
confirmatory factor analysis using 24 items

Item Dimension Dimension Dimension Dimension Dimension Dimension Dimenslon
1 2 3 4 5 4] 7

Item 1 0.764

Item 2 0.812

Item 3 0.812

Ttem 4 0.a06

Item 5 0.634

Item & 0.464

Ttem 7 0.604

Item 8 0.623

Ttem 9 Deleted

Item 10 0.538

Item 11 Deleted

Item 12 Deleted

Item 13 0.648

Item 14 Deleted

Item 15 0.543

Item 16 0.694

Item 17 0.870

Item 18 0.939

Item 19 0.827

Ttem 20 Deleted

Item 21 Deleted

Item 22 Deleted

Ttem 23 0768

Ttem 24 0894

Ttem 25 Deleted

Item 26 0.

Item 27 0431

Item 28 0.55

Item 29 Deleted

Item 30 Deleted

Item 31 Deleted

Item 32 0.698

Item 33 0911

Item 34 0975

Item 35 Deleted

Item 36 0.628

Item 37 Deleted

Goodness-of-fit statistics

CMIN 439822 IFI 0901 EMSEA 0.070

DF 231 TLI 0879

CMIN/DF 1.904 CFI 0.89%

Looking at the standardised regression weights of the 26 items in the model used in
the second step, items 22 and 29 were found to have weights less than 0.40 and were
deleted from the third-step model. The third-step confirmatory factor analysis results
are shown in Table 9. The standardised regression weights for all the items in third-
step confirmatory factor analysis are statistically significant. It is evident that the

model fit indices fall in the acceptable range and, thus, the 24 items retained in the
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third-step confirmatory factor analysis are finally used to compute the seven
dimensions of performance associated with the centralised strategic plan.

5.4.4 Reliability of the dimensions

The items under each of the dimensions are averaged to find the scores of those
dimensions. These computations further derived reliability measures of the
constructed dimensions. Table 10 summarises the items used in the computation of
all seven dimensions, along with their measures of reliability (Cronbach’s alpha).
The lower limit of acceptability of the Cronbach’s alpha value is between 0.60 and
0.70 (Hair et al., 1998), and all the dimensions (except for communicative capacity)
meet the acceptable range of reliability. Though the communicative capacity
dimension has a reliability measure that is less than the threshold value, it was
decided that this dimension be retained for further statistical analyses. Nunnaly
(1978) has indicated that reliability coefficients that are lower than the threshold
value are sometimes used in the literature. The overall reliability coefficient of all 24
items is also very high (0.886).

Table 10: Items and reliability measures for the performance of the centralised
strategic plan dimension

Dimension Name Items Cronbach’s Alpha
Efficiency of the strategic plan 1.2.3 084
Comprehensiveness of the strategic plan 13.15.16.36 0.728
Implementability 4.5.6,7.8.10 0.753
Collaborativeness and participativeness 23,24 0.811
Communicative capacity 26,2728 0.525
Bureaucratisation 32,33, 34 0.892
Work environment 17.18.19 0.908
All All items 0.886
5.4.5 Results

Two main statistical outcomes are presented in this section as follows:

5.4.5.1 Properties of the dimensions

The histograms explore the distributional properties of all the dimension measures
(see Figurel).
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According to the histograms, none of them shows a normal distribution. In addition,
there are varying modes and degrees of skewness in each distribution. For example,
Figure la suggests a bimodal distribution, as there are two groups of responses
(disagree and agree). The same bimodal pattern is observed in Figure 1f, and a
trimodal distribution is found in Figure 1g. All the other distributions are also
skewed, to a greater or lesser extent.

The question is, then, what mechanisms of response are producing these

distributions? Table 11 provides all of the descriptive statistics for each dimension.

Table 11: Descriptive statistics of the Performance of the Centralised Strategic
Plan dimension

Dimension Name Minimum Maximmm Mean SD Skewness Kurtosis
Efficiency of the strategic plan 1.00 5.00 266 083 047 -0.63
Comprehensiveness of the strategic 1.25 475 224 082 152 1.89
plan

Implementability 1.00 433 249 072 0.52 0.035
Collaborativeness and 1.00 5.00 193 09 111 0.52
participativeness

Communicative capacity 1.00 4.67 234 081 066 -0.03
Bureaucrafisation 1.00 5.00 303 099 016 -1.10
Work environment 1.00 5.00 226 1.2 066 -0.54

5.4.5.2 Explaining variations in the dimensions

In order to explain the variation in each of the dimensions, inferential statistics were
utilised. Inferential statistics are different from descriptive statistics in that they seek
to withdraw inferences from the sample’s data and results, and generalise them to the
population (i.e., they make inferences). This sections aims to establish concrete
conclusions about the impact of demographic/characteristic variables such as tier
(A), gender (B), district (C), and qualifications (D) on the Performance of the
Centralised Strategic Plan dimension’s scores. For this particular section, parametric
tests will be used since the dimension’s scores are all regarded as normally

distributed, which justifies the assumption made during the parametric tests.

To correctly examine the differences between the independent groups (levels of the

independent variables) two main tests will be conducted. First, one-way ANOVAS —
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which measure the effect of an independent variable (with three or more levels) on
the dependent variables (i.e., Efficiency of the Strategic Plan; Comprehensiveness of
the Strategic Plan; Implementability; Collaborativeness or Participativeness;
Communicating Capacity; Bureaucratisation; and Work Environment) — were
conducted. Using an alpha level of 5% (the maximum accepted level where the
results are due to chance, and are not explained by the independent variable), it will
be possible to determine which dimension is significantly affected by the
independent variables when using ANOVA. Furthermore, a post hoc test (Duncan)
will help to find the exact location of the difference (i.e., it will compare the
independent variables using two levels at a time to see where the difference stems

from).

The second test is the independent samples t-test, which is similar to the ANOVA.
However, the t-test accounts for the effect that an independent variable has on two
levels, and measures its effect on the dependent variable (the dimensions); again, an
alpha level of 5% or less justifies a significant effect/difference. These tests will also
provide descriptive outcomes to highlight the direction of the scores, and to discover
which group of variables explains the most difference. The bar chart figures will be

added for descriptive purposes.

A. Tier effect

Participants’ tier classification, as explained earlier, is divided into three independent
groups [i.e., MoE officials (MO), district leaders (DL), and school leaders (SL)].
ANOVA tests were used to assess whether or not this particular variable had a
significant effect on the withdrawn dimensions (i.e., Efficiency of the Strategic Plan;
Comprehensiveness of the Strategic Plan; Implementability; Collaborativeness or
Participativeness; Communication Capacity; Bureaucratisation; and Work
Environment). The results of the ANOVA and the descriptive statistics are presented
in Figure 2 and Table 12.
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A.1 Efficiency of the Strategic Plan

The first dimension measured by the questionnaire was concerned with participants’
perceptions about the efficiency of the strategic plan. The outcome of the ANOVA
showed that tier has no significant effect on this first dimension measured, F (2,185)
=1.86, p>0.05 (MO=3.01, DL=2.64, SL=2.60). This implies that the type of tier does
not appear to lead to any differences in the participants’ level of agreement with the
efficiency of the strategic plan, and that their level of agreement generally leaned

towards more negative responses, except among the MO.

A.2 Comprehensiveness of the Strategic Plan

The second dimension measured from the questionnaire was respondents’
perceptions on the Comprehensiveness of the Strategic Plan. Following the ANOVA,
it was found that tier has a significant effect on these perceptions, F(2,185 )=285.54,
p<.001 (MO=4.23, DL=2.26, SL=1.89). The Duncan post hoc tests showed that any
comparison between any two of the three groups (i.e., MO vs. DL, MO vs. SL, DL
vs. SL) results in a significant difference (p<0.001). This clearly indicates that the
three groups are different from each other when it comes to the extent to which the
respondents agree with the idea that the strategic plan is comprehensive. It is clear
that the MO agreed more (positively) and the SL agreed the least (negative)
regarding the plan’s level of comprehensiveness; hence, tier appears to have an effect
on respondents’ perceptions regarding the comprehensiveness of the strategic plan.

This effect was demonstrated by differences between all three levels.

A.3 Implementability

This dimension measured from the questionnaire was respondent’s perceptions on
the implementability of the strategic plan. It was found that tier also has a significant
effect on respondents’ perceptions about this dimesion, F (2,185) =6.74, p<0.01
(MO=2.99, DL=2.55, SL=2.38). Though respondents from all tiers showed that they
were in disagreement with the implementability of the strategic plan, a post hoc test

(Duncan test) found that the respondent from the MoE (MO) possessed an average
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agreement score that was significantly closer to the positive scores when compared
to participants from the other two management tiers (DL and SL).

A.4 Collaborativeness or Participativeness

The fourth dimension measured by the questionnaire was concerned with
participants’ perceptions about the degree of collaboration involved in the
development of the strategic plan. One-way ANOVA, F(2,185)=24.68, p<0.001
(MO=3.15, DL=2.05, SL=1.67) indicated that there were significant differences
between individuals at different levels of the management hierarchy. Thus, a post-
hoc test (Duncan) confirmed that there were significant differences between the
mean responses of the three groups. Thus, individuals from the MoE perceived, at
least to some extent, the development of the strategic plan to involve a collaborative
process — a belief that was not shared by those holding district and (especially)

school positions.

A.5 Communicative Capacity

This dimension involves the questionnaire measure pertaining to the participants’
perceptions about the communicative capacity of the strategic plan. Participants’
management tiers also showed a significant effect on their perceptions about the
Communicative Capacity of the strategic plan, F (2,185) =58.31, p<0.001 (MO=3.55,
DL=2.67, SL=2.01). The post hoc (Duncan) test revealed that all three groups were
significantly different from each other (p<0.001) in terms of their average ratings
regarding their level of agreement towards the communicating capacity of the
strategic plan. The average agreement ratings were demonstrated to be the highest
among the MO group, and least among those in the SL group, while the DL group
had an average level of agreement that fell in between the MO and SL. A stronger

level of agreement was only noticed among the MO group.

A.6 Bureaucratisation

It was found that management tiers had a significant effect on respondents’
perceptions regarding Bureaucratisation of the strategic plan, F (2,185)=3.51,
p<0.05 (MO 3.33, DL=3.25, SL=2.88). Although a significant overall difference was
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found, the post hoc (Duncan) test found no pairwise differences in the average
agreement rating that respondents provided from the three management tiers. With
respect to perceptions about Bureaucratisation, it was apparent that, once again,
respondents from the MO had the highest level of agreement, and the SL individuals
were least likely to agree. The MO and DL groups showed higher levels of
agreement, while the SL showed, yet again, greater disagreement based on the mean

score.

A.7 Work Environment

Another dimension that was measured from the questionnaire was respondents’
perceptions of the Work Environment. It was found that respondents’ management
tiers has a significant effect on their attitudes towards the Work Environment of the
strategic plan, F(2,185)=10.72, p<0.001 (MO=3.13, DL=2.36, SL=2.06). Here the
post hoc (Duncan) test showed that there was a significant difference in MO and DL
respondents’ perceptions (p<0.01) and between the views of MO and SL (p<0.001).
Despite the significant difference between tiers, it was shown that both the DL and
SL groups exhibited similar levels of agreement, and these were both negative when

compared to responses from the MO.
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Figure 2: A bar chart showing the mean score of all tier levels across all
dimensions
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Table 12: The results of an ANOVA showing the effect of tier across all

dimensions
Sum of Mean
Squares df Square F Sig.
Efficiency of strategic Between 2874 2 1437 188 16
plan Groups
Within Groups 142.788 185 J72
Total 145661 187
Comprehensiveness  Between 94390 2 47195 285545 <001
of the strategic plan ~ Groups
Within Groups 30577 185 165
Total 124967 187
Implementahility Between 6583 2 3292 6740 =01
Groups
Within Groups  90.346 185 488
Total 96.930 187
Collaborativeness and Between 38.540 2 15270 24685 =001
participativeness Groups
Within Groups 144 418 185 781
Total 182557 187
Communicating Between 46939 2 23469 38313 <001
capacity Groups
Within Groups 74,458 185 402
Total 121397 187
Bureaucratisation Between 6.646 2 3323 3506 .032
Groups
Within Groups 175.332 185 548
Total 181578 187
Work environment — Between 20101 2 10.050 10.725 =001
Groups
Within Groups 173.362 185 837
Total 193463 187

B. Gender effect

This section delved into assessing the effects of gender on the research dimensions

(Performance of the Centralised Strategic Plan) (i.e., Efficiency of the Strategic Plan;
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Comprehensiveness of the Strategic Plan; Implementability; Collaborativeness or
Participativeness; Communicative Capacity; Bureaucratisation; and Work
Environment). Gender is an independent variable with two levels (male, female);
hence, a suitable inferential test that should be used is the independent samples t-test
— a test that determines whether male and female participants have different
agreement scores. After conducting this test, it was evident that gender has no

35

significant effect on any of the dimensions (p>0.05 for all dimensions). This is

reflected in Figure 3 and Table 13.
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Figure 3: Means score across all dimensions based on participants’ gender
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Table 13: Independent samples t-test examining sex and agreement scores
across all dimensions

Levene's Test
for Equality
of Variances t-test for Equality of Means

95% Confidence
Interval of the
Sig. (2- Mean Std. Error Difference
F Sig. t df tailed) Difference Difference Lower Upper
Efficiency of strategic  Equal 098 734 137 186 891 01773 12008 -23691 27237
plan variances
assumed
Equal 137 185.969 891 01773 12008 -23691 27237
variances not
assumed
Comprehensiveness of Equal
the strategic plan variances
assumed
Equal 044 184754 965 00532 11956 -23036 24120
variances not
assumed
Implementability Equal 1.37 243 776 186 439 08136 10513 -12384 28896
variances
assumed
Equal 776 185369 439 08136 10513 -12384 28896
variances not
assumed
Collaborativeness or ~ Equal 534 466 - 186 659 - 06383 14459 -349008 22142
participativeness variances 441
assumed
Equal - 185.946 659 -.06383 14459 -34908 22142
variances not 441
assumed
Communicating Equal 062 803 - 186 028 -.01064 11784 -24311 22183
capacity variances 080
assumed
Equal - 185.827 028 -.01064 11784 -24311 22184
variances not 080
assumed
Bureaucratisation Equal 800 344 1659 186 099 23759 14322 -04496 52014
variances
assumed
Equal 1.659 185235 099 23759 14322 -04497 52015
variances not
assumed
Work environment Equal 039 808 -549 186 584 - 08136 14864  -37480 21168
variances
assumed
Equal -.549 185331 584 - 08136 14864 -37481 21169
variances not
assumed

441 044 186 965 00532 11956 -23055 0 24119

LA
=
[}

C. District effects

The district as independent variables had six levels (Al-Asma, Hawalli, Al-Farwania,
Mubark Al-Kabeer, Al-Ahmadi, and Al-Jahra); hence, a suitable test to assess these
variables is the ANOVA, which measures the differences between all of the districts
across all of the measured dimensions. The results of the ANOVA and the

descriptive outcome analyses clearly demonstrate that there are no differences
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between district and level of agreement for the Efficiency of the Strategic Plan,
Comprehensiveness of the Strategic Plan, Implementability, Collaborativeness or
Participativeness, Communicating Capacity, Bureaucratisation, or Work
Environment dimensions (P>0.05). Following the post hoc test (Duncan), it was once
again apparent that no differences existed between any two district levels across any
of the dimensions (p>0.05 for all pairwise comparisons). In conclusion, no district
effects were found, as can be observed in Tables 14 and 15.

Table 14: The mean dimension scores across all districts

AlAsma  Hawdlli  AlFarwamn MUPEEAN gyt AlTahe
Ezbser

Efficiency of 25052 15119 24405 218519 13517 27738
Strategic plan
Comprehensiveness 21420 1.8303 18214 11750 20603 19554
Implementability 23214 1426 2360 26481 22644 25714
Collaborativeness 1875 15179 19107 20741 16034 17143
Communicating 2119 12143 20833 14568 2174 2204
Capacity
Bureaucratisation 2052 18571 26005 30123 30805 33452

Work environment 20119 2119 20476 2284 220460 2325
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Table 15: The results of an ANOVA for the effect of districts across all

dimensions
Sum of Mean
Squares df Square F Sig.
Efficiency of strategic ~ Between Groups 3.496 5 699 901 482
plan Within Groups 125.679 162 776
Total 129175 167
Comprehensiveness of Between Groups 3. 184 5 637 3.482 051
the strategic plan Within Groups 29628 162 183
Total 32812 167
Implementability Between Groups 3.124 5 625 1.321 258
Within Groups 76.617 162 473
Total 79.741 167
Collaborativeness and  Between Groups 6.015 5 1.203 1.675 143
participativeness Within Groups 116.336 162 718
Total 122.351 167
Communicating Between Groups 2.366 5 473 966 440
capacity Within Groups 79.369 162 490
Total 81.735 167
Bureaucratisation Between Groups 6.830 5 1.360 1.409 224
Within Groups 157.042 162 569
Total 163 872 167
Work environment Between Groups 1.711 5 342 353 880
Within Groups 156.923 162 568
Total 158.634 167

D. Qualification effects

Finally, participants’ qualifications were taken into consideration to determine
whether there was a possible effect of this variable on participants’ agreement levels

across each of the dimensions. Given that the qualification variable had more than
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three levels, it was tested using ANOVA. Tables 16 and 17 highlight that education
did not have a significant effect on any of the scores (p>0.05 for all dimensions).
Furthermore, the post hoc (Duncan) test revealed no differences between any two

levels of the independent variables (p>0.05 for all pairwise comparisons).

Table 16: The mean scores of across all dimensions with respect to qualification

Dimension Name Diploma Bachelor Masters Doctoral Total
Efficiency of strategic plan 2.8947 2.8333 25267 26481 26378
Comprehensiveness of the strategic plan 23684 2145 229 20833 22393
Implementability 23772 25767 24783 23981 24866
Collabortiveness or participativeness 1.7105 1.96 1.925 2 1.9198
Communicating capacity 2.1228 2.26 24 25185 23458
Bureaucratisation 2.7368 3.02 3.1133 28889 3.0285
Work environment 1.7895 22 23567 22393 22478

Table 17: ANOVA results showing the effect of qualification across all

dimensions
Dimension name Sum of Mean
Squares df Square F Sig.
Efficiencw of strategic Between Groups 4.329 3 1.443 1.874 135
plan Within Groups 140879 183 770
Total 145207 186
Comprehensiveness Between Groups 1.456 3 485 721 541
Within Groups 123.272 183 674
Total 124 729 186
Implementability Between Groups 781 3 260 499 683
Within Groups  95.436 183 522
Total 96.217 186
Collabortiveness or Between Groups 1.031 3 344 348 791
participativeness Within Groups 180.765 183 988
Total 181.797 186
Communicating capacity Between Groups 2.144 3 T15 1.100 350
Within Groups 118.827 183 649
Total 120971 186
Bureaucratisation Between Groups 2.690 3 897 916 434
Within Groups 179.158 183 979
Total 181.848 186
Work environment Between Groups 3.293 3 1.764 1.744 160
Within Groups 185.116 183 1.012

Total 190.409 186
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5.4.5.3 Regression analysis

From the results of the descriptive and inferential analyses, as described above, it is
clear that on all of the seven performance measurement scales (dimensions) related
to strategic planning, the observed variation in Figure 1 is attributable to systematic
differences that underlie the responses of individuals located at different levels of the
management hierarchy. The quantification of the level of magnitude of these
differences requires that a regression analysis be conducted. Table 18 presents the
results from the linear regression analyses that were completed across all seven of the
performance dimensions based on the respondents’ tier classification. The
performance dimensions were regressed only on the tier (A) classification because
the other demographic factors did not appear to have a significant impact on these
measures, as discussed earlier. For all the regression models presented in Table 18,
necessary assumptions regarding the characteristics of the residuals are assessed very
carefully and were found to be satisfactory. This ensured that the conclusions that
were drawn from the regression analyses were valid. In all the regression models, the
school leaders were treated as a reference category, and the results obtained from the

MoE officials and district leaders were compared with them.

A.1 Efficiency of Strategic Planning

In accordance with the ANOVA results, the first regression model that examined the
scores of “Efficiency of Strategic Planning” based on tier classification found no
significant association between efficiency scores and management tier. The model is
statistically insignificant (F=1.86; p=0.16). The very low R? (0.02) and Adj. R?
(0.01) values also rejects the usefulness of this model to determine measures of
efficiency on strategic planning by the tier factor. It also indicates that there are some
other important factors/variables that might better determine the results obtained

across the efficiency measures.

A.2 Comprehensiveness of the Strategic Plan

When the scores pertaining to “Comprehensiveness of the Strategic Plan” are

regressed based on tier, both the MoE official and district leader classes were found
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to have statistically significant impacts on the dimension’s scores. A regression
coefficient of 2.35 was observed for the MoE officials’ responses on this domain,
which implies that the they are expected to have an agreement score that is 2.35 units
greater, on average, when compared to the school leaders’ score when asked to rate
the comprehensiveness of the centralised strategic plan. In a similar fashion, the
district leaders are expected to have scores greater than 0.37 units, on average, when
compared to the scores observed among the school leaders. The model fit indices
(F=285.55; p<0.001; R?*=0.76; and Adj. R*=0.75) is satisfactory in this model,
implying that the fitted regression model adequately explains the proposed

relationship.

A.3 Implementability

Though the MOoE officials’ responses on the “Implementability” domain were
significant; however, the district leaders’ responses on this same dimension did not
appear to be statistically significant. It was expected that the MoE officials’ average
agreement score on the Implementability scale would be greater by 0.61 units when
compared to the school leaders’ scores. Though this regression model is statistically
significant (F=6.70; p<0.001), the low R? (0.07) and Adj. R? (0.06) values suggest
that there are other important factors/variables that may better explain the variation

in scores across the “Implementability” performance dimension.

A.4 Collaborativeness and Participativeness

Scores across the “Collaborativeness and Participativeness” performance dimension
highlighted that there was a tier effect, as management level was a significant
predictor of scores across this measure. The MoE officials have 1.48 units more
expected score on this dimension compared to the school leaders, while the district
leaders are expected to have 0.38 units more agreement score on “Collaborativeness
and Participativeness” than the school leaders. This model is statistically significant
(F=24.69; p<0.001), and the other model fit statistics (R=0.21 and Adj. R?=0.20) are
quite good.
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A.5 Communicative Capacity

Tier was also significantly associated with respondents’ level of agreement on the
“Communication Capacity” performance dimension. The MoE officials have 1.53
units more expected agreement score and the district leaders are expected to have
0.65 units more average score on this dimension than the school leaders. The effects
noted among both the MoE officials and district leaders are statistically significant.
The model is also statistically significant (F=58.31; p<0.001), and the model fit
statistics (R?=0.39 and Adj. R?=0.38) are satisfactory.

A.6 Bureaucratisation

Similar to the ANOVA results, the regression scores across the “Bureaucratisation”
domain appeared to yield interesting findings when assessed by tier. Contrary to
most of the performance dimension scores discussed above, the agreement score on
“Bureaucratisation” is not significantly affected by the MoE officials (regression
coefficient =0.45; p=0.06). In other words, the MoE officials do not have very high
agreement scores on this dimension. Rather, it was found that the district leaders
have on average agreement score that is 0.36 units higher, on average, than the
school leaders. The model fit criteria (R>=0.04 and Adj. R*=0.03) are very poor for
this model, indicating that the “tier classification” factor was insufficient for

explaining variation across the “Bureaucratisation” scores.

A.7 Work Environment

The last regression model estimates the impact of management tier on the dimension
that presented respondents’ perceptions about the work environment of the new
strategic plan. The estimated results, which are shown in Table 19, demonstrate that
the MoE officials have provided significantly higher ratings on the “Work
Environment” dimension of the strategic plan than did the school leaders;
conversely, the ratings among district and school leaders were found to differ
significantly. The MoE officials were expected to have a better average agreement
score on the “Work Environment” domain (which was greater by 1.06 units) than the

school leaders. Though this regression model is statistically significant (F=10.73,
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p<0.001), the low R? (0.10) and Adj. R? (0.09) values suggest that there are other
important factors/variables that may better explain the variation observed in the

scores across the “Work Environment” performance dimension.
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Table 18: Linear regression results of the performance measures scales based on

tier classification

Dependent Independent variable Regression t statistic
Variable (Tier classification) Coefficients (95% CI) (p-value)
Efficiency of strategic plan Constant 2.61(2.45,2.77) 32.53 (< .001)
MoE officials 0.41 (-0.01, 0.83) 1.94 (0.06)

District leaders 0.04 (-0.26, 0.33) 0.25 (0.80)

School leaders Reference -

R2=0.02 Adj. R?=0.01

Comprehensiveness of strategic plan

Implementability

Collaborativeness or

participativeness

Communicating capacity

Bureaucratisation

Work environment

Constant

MoE officials
District leaders
School leaders

Constant

MoE officials
District leaders
School leaders

Constant

MOoE officials
District leaders
School leaders

Constant

MOoE officials
District leaders
School leaders

Constant

MOoE officials
District leaders
School leaders

Constant

MOoE officials
District leaders
School leader

1.89(1.82,1.97)
2.35(2.15, 2.54)
0.37 (0.24, 0.51)
Reference
R?=0.76

F = 1.86 (p-value = 0.16)

50.97 (< .001)
23.89 (< .001)
5.39 (< .001)

Adj. R*=0.75

F = 285.55 (p-value = <.001)

2.38 (2.26, 2.51)
0.61 (0.28,0.94)
0.17 (-0.07, 0.40)
Reference
R?=0.07

1.67 (1.51, 1.83)
1.48 (1.06, 1.90)
0.38 (0.08, 0.68)
Reference
R?=0.21

37.36 (< .001)
3.60 (< .001)
1.41 (0.16)

Adj. R*=0.06
F =6.70 (p-value = <.001)

20.72 (< .001)
6.93 (< .001)
2.53(0.01)

Adj. R*=0.20

F = 24.69 (p-value = <.001)

2.02(1.91,2.13)
1.53 (1.23, 1.83)
0.65 (0.44, 0.87)
Reference
R?=0.39

34.87 (< .001)
9.99 (< .001)
6.04 (< .001)

Adj. R*=0.38

F =58.31 (p-value = <.001)

2.89(2.71, 3.06)
0.45 (-0.02, 0.91)
0.36 (0.04, 0.69)
Reference
R?=0.04

2.07 (1.90, 2.24)
1.06 (0.60, 1.53)
0.29 (-0.03, 0.62)
Reference
R?2=0.10

32.48 (< .001)

1.90 (0.06)

2.19 (0.03)

Adj. R2=0.03

F =3.51 (p-value = 0.03)

23.42 (< .001)
455 (< .001)
1.76 (0.08)

Adj. R2=0.09
F =10.73 (p-value < .001)
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5.4.6 Conclusions

In the statistical analyses that were conducted in this section, several statistical
techniques (such as univariate exploration, statistical graphics, and inferential
statistics) have been used to study the strengths and weaknesses of the centralised
strategic plan. First of all, performance measures across seven dimensions of the
centralised strategic plan using 24 of the original 37 questionnaire items have been
constructed. A comprehensive confirmatory factor analysis (CFA) led to the deletion
of 13 items from the original list of performance measures; this was due to construct
validity issues. The reliability of the newly constructed dimensions was found to be

satisfactory.

The statistical graphics and computed descriptive statistics used in this study
explored the overall average scores across all seven performance dimensions; it was
found that the scores fell at or lower than the “neutral” level. A detailed study of the
variations of the dimension scores across respondents’ background characteristics
was conducted through independent samples t-tests and using analysis of variance. It
was observed that the background characteristics (Gender, districts, and educational
qualifications) did not adequately account for the variations in respondents’ views
towards the performance dimensions. On the other hand, the respondents’ tier
classification was found to be the most significant predictor of their varying views
towards the different performance dimensions of the strategic plan. Respondents
from the higher tier class provided significantly higher scores than did the district
and school leaders across almost all dimensions. In a similar fashion, district leaders
who evaluated the centralised strategic planning; showed no significant differences
for some dimensions. The findings from the regression analyses assessed the strength
of the relationships between the tier classifications; the results supported the findings

observed in the earlier analyses.

Thus, the results of the quantitative phase show interesting findings insofar as the
interviewees at the MoE (MoE officials) appear to have more positive attitudes
toward the centralised strategic education plan. In contrast, interviewees at various

districts (district leaders) and schools (schools) appear to hold more negative
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attitudes toward the centralised strategic plan. The MoE officials are involved in
strategic plan’s formulation, whereas district and school leaders are merely
implementers. Thus, the following phase (Phase 3) involves conducting in-depth
interviews to extend beyond the results of both the exploratory and the questionnaire
studies. Moreover, it investigates the differences in interviewees’ perceptions toward
various the issues that were studied during the questionnaire phase by outlining
interviewees’ justifications for and interpretations of these topics. Furthermore, in
addition to addressing the characteristics of the centralisation policy in the Kuwaiti
education system, the aim of Phase 3 is to investigate how centralisation underlies
each of the seven issues that were identified in the exploratory interviews, by further
examining the MoE officials’, district leaders’, and school leaders’ perceptions

towards these issues.
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5.5 Findings of research question 4:

(What reasons do managers provide for their perceptions regarding the
centralised strategic plan?)

This research question attempts to investigate, in more depth, the issues that were
identified from both the exploratory interviews and the literature. The interviews
aimed to address these issues thoroughly, while obtaining the interviewees’
justifications as to their perceptions regarding the seven identified issues. Moreover,
given that the questionnaire revealed that there are differences in the participants’
perceptions and vary according to tier, this section aimed to investigate the
perceptions of the MoE officials, district leaders, and school leaders by raising the
differences in their thoughts and by obtaining their reasoning behind their

perceptions. The seven issues are listed as the follows:

Efficiency and effectiveness of the strategic plan
Comprehensiveness of the strategic plan
Implementability

Collaborativeness and participativeness
Communicative capacity

Bureaucratisation

N o o a &~ w Db E

Work environment

Prior to presenting this section’s findings, it is essential to note that a new issue
emerged during the discussions held with the interviewees; this issue pertained to the
efficiency of the strategic plan. Specifically, there were concerns that the level of
effectiveness of the strategic plan contributed to the weakness of the strategic plan’s

outcomes in general.

5.5.1 Efficiency and effectiveness of the strategic plan

This section begins by presenting different perspectives regarding the definition of
“efficiency”; in this way, those perspectives can be linked to the interviewees’
responses regarding the strategic plan’s efficiency. Initially, the issue of efficiency

focuses on the outcome level of the strategic plan as it compares to the available
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resources. Of course, when addressing outcome levels, the focus is inherently
directed towards positive results. Therefore, efficiency refers to the maximum
possible level of achievement obtained in educational outputs from a particular set of
resources (Levaci¢, 2002). In this context, efficiency can also refer to the expected
level of output balanced against the lowest input or cost (Bell, 2000; Scheerens,
2000). I would argue that evaluating the achieved levels of output against the
quantity and the cost of the input is insufficient. It is important to consider how the
input has been applied. Ofsted describes efficiency as the effective use of available
resources in order to achieve the best possible educational outcomes for all pupils
(Cited in: McAlees, 2000). According to this definition, concerns should be raised
about the factors that ensure the appropriate use of available resources, such as

resource allocation policies.

The interviewees’ responses indicated that there is a perception of weakness in the
pupils’ levels of achievement. The interviewees expressed concerns regarding the
strategic plan’s outcome, as represented by these results. This concern is clearly
voiced by Morad, a headteacher, as he talked about the pupils’ level of achievement

as it related to the strategic plan:

Our pupils’ level of achievement is a disaster. | believe that there are
many causes for that. 1 can now tell you my opinion about these
causes. But, you firstly always know that if there is a real strong plan,
there would not be such disaster...

Morad’s comment is illustrative of the sample’s views, but the results of a study
conducted by Al-Ramzi (2009) revealed that educational improvement is the main
priority of the Kuwaiti society for three of reasons. First, the average number of
Kuwaiti pupils that are failing is increasing to such an extent that educational service
leaders must intervene in order to effectively examine this problem and find a
solution. Second, the pupils’ levels of achievement in Kuwaiti public schools are
lower than the achievement levels of pupils in private schools. Third, the average
number of pupils dropping out of school has increased (Al-Ramzi, 2009). Al-
Humood (2012) similarly emphasised the poor level of school outcomes. He

indicated that the quality of school graduates is relatively weak and needs
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improvement. He also stated that Kuwaiti pupils are showing signs of low pass rates
on their university enrolment examinations. These studies, therefore, support the
interviewees’ claims that school outcomes are below average when compared to the
rest of the Arabian Gulf. Interviewees attributed the failure of the strategic plan to
produce better pupil outcomes to an efficiency gap between the resources available at
the regional and school levels and the desired level of pupil attainment. Sanad, a
deputy head, illustrated this point:

...Compared with the potential for resource provision from the MoE,
our pupils’ achievement levels are very low. It is really disappointing
when we see the amount and variety of resources that MoEs in our
neighbouring countries provide to their schools. Although we are
richer than they are, and our MoE has all that we need in terms of
resources, these resources are not productively employed to
effectively enhance student achievement. Unfortunately, | can say this
is one of our schools’ weaknesses in developing pupils’ achievement
levels...

The majority of the interviewees (16 out of 22) claimed that the strategic plan is
inefficient (see Table 19). The table also demonstrates that there is a correlation
between individuals’ positions in Kuwait’s educational management hierarchy and
their perceptions about this issue. Therefore, two (50%) of the MoE officials
interviewees, 66% of the district leader interviewees, and 83% of the school leader

interviewees did not believe that the strategic plan was efficient.

The majority of the interviewees perceive that the policy of centralisation affects the
efficiency of the strategic plan, as reflected in the pupils’ low levels of achievement.
While the strategic plan is intended to ensure a positive level of pupil achievement,
the majority of the interviewees described the school outcomes as being relatively
weak, suggesting that there are problems in the plan’s design and/or its
implementation. In particular, interviewees linked weak pupil outcomes to the
limited resources available for teaching and for improving the pupils’ cognitive
skills.
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Table 19: Interviewees’ perceptions of the efficiency of the strategic plan

Interviewees’ | MoE officials District leaders | School leaders | Total
managerial

strata

Agree 2 2 2 6
Disagree 2 4 10 16
Total 4 6 12 22

These results focus the analysis onto resource acquisition and allocation. The
interviewees indicated that the MoE’s policy of resource acquisition and allocation
was highly centralised. According to the interviewees, this prevents schools from
obtaining sufficient teaching resources, despite the large MoE budget. According to
the interviewees, this is because the resource allocation process is entirely controlled
by the MoE, which prevents schools from making decisions regarding the amount
and type of resources, and the number and type of personnel they need during the
academic year. Thus, centralisation creates many obstacles, such as inadequate
resources, which impede the schools’ ability to effectively support the pupils’
learning. To elaborate, it is common for action plans to include comprehensive
details about the plan’s objectives and the different types of resources needed to
achieve them (Glover, 2000). But, according to the interviewees, when developing
the strategic plan’s objectives, the Department of Planning within the MoE is
responsible for deciding the amount of budget that each level receives. The
interviewees indicated that lower levels, such as schools, are not involved in making
decisions about the amount and nature of the resources that they need because they
are excluded from the planning process. As a result, the objectives relating to

professional development for teachers and staff are built into the plan, and are based
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on a top-down decision-making approach that does not appear to take into account
many of the day-to-day realities within the schools.

The interviewees expressed several concerns about the consequences that
centralisation had in the allocation of the resources needed to implement an effective
strategic plan. First, schools are unprepared to successfully manage situations that
require emergency funds because their budgets are pre-allocated to specific, basic
requirements, such as school maintenance and furniture. Second, for the most part,
the material resources distributed by the MoE are deemed insufficient, and the
process by which schools are supplied with these resources is lengthy. This
frequently leads to a number of problems, such as leaving science laboratories short
of the materials required to conduct science lessons. Third, schools do not have the
latitude to recruit staff in accordance with their needs. Instead, staff members are
hired centrally, rather than through a process that would allow each school to
maintain the quality of staff that matches its individual and unique needs. Fahad, the
head of a department within a school, provides examples of the concerns related to

the centralisation policy that controls the strategic plan:

...If we are involved in the strategic plan, | can guarantee that all
resources will be available and all qualified personnel will be secured.
It is a matter of sharing with us the decisions regarding the resources
during the establishment of the plan. It does not make sense that you
need something implemented but others decide what and how much
you need. We are charged with teaching pupils, but how can we
guarantee good results with some unqualified teachers. If you look at
the hall physical exercises, you will find they are very poor. Look, I
am not saying that I, rather than them, should plan and make the entire
decision. What | mean is the MoE should be consulted about the
resources, and of course, schools are the best consultants, especially
about their needs...

The interviewees raised additional concerns about the impact of centralisation and
how it seems to affect the efficiency of the education system. For example, the
centralised framework of the strategic plan imposes a bureaucratic approach on the

allocation of resources. One can infer from Sanad’s comment that the MoE is able to
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provide many kinds of resources that the schools need because, as mentioned earlier,
Kuwait is a rich country and the government is responsible for supplying schools
with these resources. Sanad’s comment implies that while resources are available,
they are beyond the schools’ reach because the MoE adopted a specific policy for
resource allocation, which is characterised by long time delays. To explain this, the
government provides the MoE with a large amount of funding, as it does with its
other ministries. This means that the financial resources are available, but schools
cannot decide upon the amount of funds that they need because only the MoE
decides this amount. When schools require specific materials, they must follow the
MoE’s regulations on how they can obtain those resources. For example, when a
school needs to equip its management team or classes with computers, it must submit
a request in the form of a written letter to the district. The district then conveys this
letter to the MoE, which studies the request and makes a decision. This issue came to
the fore when interviewees explained why they believed that financial and material
resources had caused inefficiencies in the strategic plan; they also discussed their
perceptions of the relationship between resource allocation and the centralisation

policy. Adel, a head of a department within a school, commented:

...You cannot imagine the length of time required to obtain resources
from the MoE. It is like asking for charity rather than something that
will benefit pupils’ education. Sometimes they send us resources, such
as those we use as teaching materials, but they are insufficient. If we
want additional resources, this will take a very long time that involves
following a long, boring routine of procedures. In addition to that
sometimes because purchasing them from suppliers also takes a long
amount of time. This affects the quality of our teaching and,
consequently, affects pupils’ learning...

This time lag reflects a high degree of bureaucracy, which the interviewees
considered to be an obstacle to gaining sufficient resources within an appropriate
timeframe. Such excessive bureaucracy is arguably characteristic of highly
centralised organisational forms that delegate minimal amounts of responsibility to
the lower levels of the hierarchy. In this case, schools face a dilemma in that they are
unable to decide on the amount of resources they need, they have no influence on the
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time it takes to obtain those resources, and they are unsure as to whether they will
even obtain the required resources at all. According to the interviewees, this
ultimately affects the school’s capacity to teach, and it consequently affects the
pupils’ learning, specifically because teachers need appropriate teaching materials to
deliver knowledge to learners, thereby ensuring positive levels of achievement. The
interviewees emphasised that when the human or material resources become
available based on the schools’ actual needs, this would lead to improvements in
pupils’ achievement levels and, as a result, the desired educational outcomes would

be achieved.

According to the district and school leaders, the mechanisms in place for deciding
the amount of resources that are provided to each school has a negative impact on
efficiency. The interviewees working in the MoE confirmed the process of resource
allocation. The financial resources devoted to executing certain aspects of the
strategic plan, such as the supplementation of the schools’ funds, are decided by the
MoE itself. The MoE estimates the amount of budget needed to meet the goals of the
strategic plan. All of these procedures are fulfilled without consulting the
implementers of the plan — namely, the schools and districts. This was clearly
mentioned in interviews with MoE managers. For example Majed, one of the MoE
officials, confirmed that:

...All financial issues regarding, and the materials needed for, the
implementation of the strategic plan are our responsibility. We can
estimate the amount of funding required for implementation of the
strategic plan. Schools receive these funds and resources only after we
have carefully decided them...

However, even central managers questioned the efficiency of this process:

I think education would be better in our country if there were a degree
of decentralisation in some areas, especially those which are directly
related to pupils teaching and learning...

The evidence suggests that interviewees consider centralisation to be responsible for

the inefficiency of the strategic plan. There is also evidence that a better approach
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should encourage the MoE officials to work with the lower levels (such as schools)
in the estimation of resources for implementation purposes. They also believe that
schools should be allowed to participate in the resource allocation process and decide
ways of spending resources on pupils teaching and services. Indeed, such freedom
can only be obtained by decentralising these processes. According to Bush (2000),
many schools now manage multimillion-pound budgets, and spending decisions can,
and do, have a powerful impact on their outcomes, as well as on the quality of
teaching and learning. He indicates that in many education systems, such as in the
UK and Canada, the policy of decentralisation provides schools with the
responsibility to utilise the resources they need, based on their own estimations of the

amounts required.

It is clear that the interviewees attribute their concerns about pupils’ achievement
levels on a failure to successfully align the available resources so as to benefit pupils’
learning. As with goods and services in general, outcomes in education depend on
the quantity, quality, and proportions of the inputs applied (Levaci¢, 2000).
Therefore, a link has been made between the negative level of outcomes and the
resources provided during the academic year, and this is viewed in terms of any
problems that arise related to the quantity, quality, or adequacy of the resources, or in
terms of how those resources are spent. It can be argued that resources are wasted
when they do not meet the requirements of schools and when they create negative
outcomes; such wasted resources are likely the result of factors such as resource
allocation policies. As long as the MoE is spending money and recruiting personnel
without obtaining positive results, the education system can be regarded as

inefficient.

Alternative explanations for the low levels of pupil attainment in Kuwait were
proffered by some interviewees who did not attribute low attainment to inefficiencies
in the strategic plan. For example, the two MoE official interviewees who viewed the
plan as being efficient (Table 19) acknowledged that there is a weakness in the
schools’ outcomes, as evidenced in the pupils’ levels of achievement; however, they

indicated that this problem might be caused by the teachers themselves. To explain
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this, the two MoE officials noted that the regulations imposed by the government
require the MoE to hire all the teaching applicants. Consequently, this increases the
opportunity to hire unqualified teachers who might negatively affect the pupils’

learning. This issue is explained, previously, in more detail on page (108).

Another issue raised by these two MoE officials pertained to maternity leave, which
they think might affect the achievement of female pupils because the MoE provides
six months’ leave for female teachers after giving birth. In Kuwait, male and female
pupils are separated from each other in separate schools. In addition, male pupils are
taught by male teachers and female pupils are taught by female teachers. According
to these officials, maternity leave causes tension within female schools because the
management in those schools might substitute the teacher who has just given birth
with a different teacher who is not familiar with the new class she is being asked to
teach. Consequently, the new teacher needs time to get used to the class and the
pupils need time to get used to the new teacher. According to the interviewees, this

might be a factor that affects the pupils’ learning.

It would seem that the MoE officials’ attributions regarding weak pupil achievement
are invalid. Regarding the problem of hiring unqualified teachers, the regulations of
the MoE require inspectors to visit schools and observe teachers’ performance during
the course of the academic year, in order to ensure that teachers are providing
optimal learning environments. If there is a weakness in a teacher’s performance, the
inspectors will write a report and convey it to the district, which subsequently moves
weak teachers from their teaching roles to managerial jobs. In addition, the MoE
established a special department to improve teachers’ skills, especially for those who
demonstrate low performance levels. These two circumstances oppose the claim that

the imposition of unqualified teachers adversely affects pupils’ learning.

Regarding female teachers, the statistics in Kuwait indicate that there is large number
of female teachers within state schools. When a teacher takes maternity leave,
another teacher can substitute her easily. Thus, finding an alternative teacher does

not seem to be a big problem in Kuwait state schools.
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In effect, there were only two district leaders who did not perceive inefficiencies in
the strategic plan (see Table 19). However, what is interesting to note is that both of
these individuals are advocates of the centralisation policy, especially with respect to
the way in which resources are allocated — but only for workload reasons. This

opinion is clearly seen in Abeer’s comment:

...If the MoE delegates the responsibility of resources allocation to
schools, | think this will increase our responsibility to supervise this
process as a local authority. We are managing a big number of
schools; it is difficult to us to focus on our need in addition to the
schools’. The current situation is better to us as long as the MoE takes
the responsibility of resource allocation. ..

The two school leaders who disagreed with the opinion that the strategic plan is
inefficient mentioned that many teachers purchase the material resources they need
to teach their pupils. This made them think that resources are available for teachers to
teach lessons, which excludes the resource allocation from being one of the primary
causes of low achievement levels among pupils. In fact, this research focuses on all
kinds of materials, not only material resources. All types of resources might affect
the pupils’ learning, but the interviewees seemed to ignore the other resources. In my
opinion, only a small number of teachers are willing to spend their own money on
providing resources and funding for schools, as these should be the responsibility of
the MoE. This renders the responses of these two school leaders as relatively
shallow, and it does not provide reasonable justification for their claims.

Regarding the issue of effectiveness, the results demonstrated that the centralised
strategic plan is inefficient and ineffective. According to Schreens (2000),
effectiveness is the degree to which desired output levels are achieved. The majority
of the interviewees described the quality of the educational outcomes of the strategic
plan as relatively weak because the plan does not meet the aspirations of either the
MOoE or the Kuwaiti society. For example, 18 out of 22 interviewees indicated that
school leavers’ achievements do not reflect the desired level of achievement
established by the strategic plan so it is, in essence, ineffective. This perception is
corroborated by Al-Hummod (2012) and the Al-Ramzi (2009), who demonstrated
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that educational outcomes are weak and do not reflect the aspirations of the Kuwaiti
society, such as obtaining high-quality graduates from schools. Compared to other
educational outcomes in other countries, Kuwait educational outcomes are among the
lowest according to international tests in mathematics, science, and English (Ayoub,
2012). This negative outcome was witnessed directly by the interviewees. For
example, Hajar, a leader in the Al Farwaniya district, expressed disappointment

about the quality of the schools’ outcomes:

...The educational outcomes in Kuwait are disappointing. When |
look to the Arabian Gulf countries’ developments, I feel sorry for our
education system. | feel embarrassed when I discuss our pupils’ level
of achievement with my friends from other countries. | think
education is weak in Kuwait. Many things should be improved, many
things should be changed. Thanks be to Allah that we have oil...

Given that the system’s overall educational outcomes are weak, the most likely
explanation is that the outcomes are somehow related to a school’s general
effectiveness; this, in turn, calls to question the level of effectiveness in teaching.
The quality of teaching may be the cause of poor system outcomes, as was reflected
in a concern highlighted by the interviewees. This issue concerned the centralisation
of the personnel development programmes that were supplied to teachers in current
and active service (in-service programmes). According to the interviewees,
Department of Development and Improvement within the MoE controls the
programmes that are developed to improve teachers’ skills. Therefore, schools do not
participate in the design of the in-service programmes, and they lack the authority to
suggest programmes targeted at improving specific skills that would, in accordance
with the schools’ knowledge of their own needs, improve the level of teachers’
required skills to enhance teaching and learning. A lack of these skills would affect
pupils’ achievements and, consequently, produce weak educational outcomes for the
system. Morad, for instance, identified the in-service training programme as a cause

of the ineffectiveness of the strategic plan:

...In the academic year of 2007/2008, the MoE launched a new and
very advanced mathematics curriculum which includes advanced
activities for third-grade primary school pupils. The nature of this
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curriculum required the preparation and training of teachers on ways
of delivering content to pupils. But this did not happen. The
consequences were dreadful as teachers were shocked and confused to
be teaching the new styles of classes without receiving training on
how the content should be delivered. Student achievement levels
declined and parents were very angry about that. The MoE ‘solved’
this problem by simply cancelling the new style of curriculum and
reinstating the old style, which teachers were accustomed to
delivering, and resumed teaching...

The interviewees also indicated that the MoE made the Department of Development
and Improvement solely responsible for the design of the programmes, and the
programmes were developed according to the specific objectives presented in the
strategic plan. This department, in addition to groups of technical supervisors in the
districts, worked on identifying appropriate training programmes. According to the
interviewees, excluding schools from building the training programmes led the MoE
to miss some essential elements that the teachers needed. For example, training
programmes help teachers instil values in pupils; these values are widely recognised
by schools, especially when teachers notice negative behavioural patterns. Given that
pupils’ behaviour is one of the educational outcomes, Aisha, a headteacher in a

middle school, commented:

...I sent a letter many times to the MoE asking for a training
programme to improve teachers’ abilities to deal with aggressive
pupils. The Ministry’s response was shocking. They asked me to wait
for this kind of programme to be added to the schedule and confirmed
that this may take more than one academic year...

The interviewees expressed a belief that there should be wider involvement of the
schools in the design, content, and types of teacher training programmes. They
agreed that a more accurate estimation could then be made as to the kinds of
programmes that would likely improve specific teaching requirements which, in turn,
could facilitate improved teaching while enhancing pupils’ outcomes. The
interviewees expressed enthusiasm about participating in making decisions

concerning the nature of the training programmes they required.
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Noor suggested a solution to the issues referred to in Fauz’s comments:

I think the MoE should study the needs precisely before designing the
training programmes by asking schools to identify the areas of
improvement and suggest the sort of programmes they need to
achieve this improvement. | think this would be a good example of
cooperation...

The interviewees linked the low level of pupils’ achievement to the poor in-service
programmes, which do not meet teachers’ professional development needs. Given
that there is a relationship between the level of teacher training and a school’s
effectiveness (Collbert, 2008), more appropriate training programmes would lead to
increasingly more qualified teachers, ultimately resulting in the achievement of
desired outcomes. These outcomes, according to the results obtained in this research,
are difficult to attain if the training programmes remain centralised. However, it is
the centralised nature of the development of the strategic plan that influences the
design of the in-service programmes, which means that schools are unable to
participate in or suggest the kinds of programmes they require. Professional
development programmes and their application depend on effective training plans
that match the teachers’ skill requirements. According to Eurydice (2008), in
countries such as Norway, Denmark, and Sweden, for example, it is up to individual
teachers to organise their professional development because training plans are

developed within schools, as part of the school’s development plans.

Given the level of consensus established by the lower-level management
interviewees, as well as by experts such as AlMusaileem (2010) and AlMoqgatei
(2010), what remains to be explained is why the process of centralised planning
continues. The most likely explanation for this is that a culture of denial exists within
the MoE. Thus, a small number of those interviewed (4 out of 22) — the MoE official
and the district leaders — disagreed with the widely-held belief that the strategic plan
is ineffective. Some responses initially indicated that these respondents refused to

consider the plan as inefficient or ineffective, as can be seen in Saad’s response:
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I think it is unfair to describe the strategic plan as inefficient or
ineffective, when it has taken a long time and hard effort for it to be
formulated...

However, when | discussed with them the various perspectives relating to resource
allocation — how it is dominated by the MoE and how high levels of bureaucracy
present a serious obstacle to a school’s capacity to obtain the resources it requires —
and set these sentiments against the context of low levels of pupil achievement, they
softened their stance in refusing to acknowledge that the strategic plan is ineffective
(See appendix 10). Although they initially refused to admit that the MoE’s policy
could be the reason behind the low levels of educational outcomes, these
interviewees subsequently acknowledged that school outcomes do not meet the
desired levels; however, they still refused to describe the strategic plan as ineffective.
It is likely that it was difficult (and would be unusual) for these four interviewees to
describe the strategic plan negatively because of their positions as leaders working
within the MoE. It could be suggested that high-status officials lack the courage to
criticise MoE projects. This became clear when an official initially consented to be
interviewed for the purpose of this research, but he then apologised, saying that he
could not continue the interview. Of course, all participants in research have the right
to withdraw their participation at any time. In this instance, it was apparent from the
timing of his withdrawal that he did not wish to comment on the strategic plan.
Additionally, some may consider describing the strategic plan as ineffective to be
tantamount to destroying its credibility, and by extension, it makes the education
system appear weak. Moreover, during the time when | was conducting Phase 3 of
my research, the media was campaigning against the MoE, with particular blame
targeted at the Ministry for the low levels of pupil achievement — a crisis which the
MoE had not yet attempted to justify. This situation may explain why four
interviewees refused to acknowledge the ineffectiveness of the strategic plan, and in
the context of the media activity at the time of the interviews, this might be regarded

as a logical decision.

This sense of denial about the problem created by highly centralised educational

planning is reflected in the responses received to suggestions of receiving external
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advice. For example, in 2009, the government of Kuwait adopted an initiative to
establish a vision for the country for the year 2030. The initiative cost 12 million
Kuwaiti dinars (approximately 27 million GBP), which was given to the former
Prime Minister of the United Kingdom (Tony Blair’s) company to conduct this
initiative. The final report stated that the education system in Kuwait is a system with
one of the highest levels of expenditures when compared to the EU average, and it
achieves far lower outcomes, indicating the ineffectiveness of the education system
(Ayoub, 2012). The report also emphasised that education in Kuwait is relatively
weak and needs greater attention from its leaders in order to improve the outputs of
schools (AlMoqtei, 2010). However, the Minister of Education argued that the report
does not reflect the reality of the Kuwaiti education system although, as both
AlMusaileem (2010) and AlMogqatei (2010) indicated, Blair’s report highlighted the
reality of Kuwait’s education system. This example lends credence to the argument
that senior officials in the MoE were caught in a culture of denial, and they would
find it extremely difficult to accept that the strategic plan was both inefficient and

ineffective.

There are many other possible reasons for the rejection of Blair’s report; indeed, the
MoE officials gave no clear statements or justifications regarding its rejection. The
report was headed: “In short, you are in danger,” because Blair evidently regarded
Kuwait’s education system as being unable to prepare graduates to cope with future
challenges (Al-Mogatei, 2010; Al-Musaileem, 2010); he then provided evidence
supporting his claims. Blair’s report describes pupils’ achievement as weak,
especially when comparing their results on international exams, such as on the
TIMMS and PIRL, with those of pupils from other countries (Al-Humood, 2012).
According to the Academic Freedom Watch in the Arab World (2013), the report
revealed that even though the Kuwaiti government spends billions on education,
pupils’ achievement shows little productive return on this serious investment, and the
MOoE in Kuwait spends between 6.2% and 8.3% of its national income on education,
while Singapore, which has one of the strongest education systems, spends only
3.1%. The report made many of these comparisons, and this might be a reason why
the report was rejected. The report highlighted the low skill level of teachers, and
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recommended that the MoE should select its teachers more carefully, beginning with
revising policies pertaining to their deployment and training (Academic Freedom
Watch in the Arab World, 2013). This issue likely touched on the MoE officials’
credibility in terms of teachers’ deployment, as the MoE takes responsibility for
providing qualified teachers. It is also possible that in rejecting Blair’s criticisms, the
establishment of the Kuwaiti government’s national policy might ensure that every
Kuwaiti’s citizen has the right to obtain a job and to decide the nature of this job
(Kuwait’s Ministry of Justice, 2011). A former minister of the MoE in Kuwait
officially announced the report’s rejection; it was argued that the report did not
reflect the reality of Kuwait’s education system. Moreover, the MOoE took
responsibility for teacher training, and established a specific department for this
purpose. It is possible that the MoE officials did not accept that their plan failed to
enhance teachers’ skills because such an accusation questions the authority of the
department, especially since, according to the Academic Freedom Watch in the Arab
World (2013), the report identified weaknesses in the training programmes.

Blair’s report observes that headteachers lack the authority to make vital education
decisions. It recommended that headteachers should have a wider degree of authority
to make decisions for their schools, especially regarding school improvement (Al-
Musaileem, 2010). This is another likely reason why the MoE officials rejected the
report, because it indicated that there were a number of higher-level problems that
led to weaknesses in education outcomes; it recommended that schools should have a
degree of decision-making autonomy, and this might have led MoE officials to feel
that a large part of the responsibility of the pupils’ weaknesses lay in their systematic
policies, and that these policies failed to provide high-quality school outcomes.
Rather than adopting Blair’s report, the MoE officials complained that the report
failed to recognise the strengths of Kuwait’s education system (Al-Meqatei, 2010).
Such claims require evidence, and the MoE officials should detail those positive

aspects of Kuwait’s education system in order to strengthen their defence.

Blair’s report also identified prevalent corruption amongst teachers. It indicated that
some teachers assign higher marks to pupils with powerful parents than they do for
pupils with ordinary parents (Academic Freedom Watch in the Arab World, 2013).
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Of course, such claims expose the dark side of any education system because such
practices oppose educational values such as equity. It seems that this claim also
failed to satisfy the MoE officials, who do not want the education system they lead to

appear in a negative light.

The report also attributed pupils’ low achievement levels to weaknesses in the
curriculum (Ayoub, 2012). The MoE controls the curriculum design through its fully
equipped and staffed Department of Curriculum. It is possible that in criticising the
curriculum, the MoE’s performance, as represented by the Department of Planning,
is being criticised as well. The MoE officials believe that their department can
provide pupils with a high-quality curriculum. This belief might constitute another
reason for rejecting the report’s claims, especially since the report did not indicate
the specific nature of this weakness; in addition, the report did not discuss the

subjects in which this weakness appeared.

Thus a culture of denial among the MoE officials is evident when considering their
reactions to Blair’s views, and when comparing the MoE officials’ views to those of
scholars and educators who accept Blair’s argument. This latter pro-Blair group
believes that the report articulates some of their feelings towards the problems of
Kuwait’s education system. My interviewees from the lower levels of the education
system (especially from schools) also echoed Blair’s sentiments. Al-Moqgatei (2010)
emphasises, to some extent, this contradiction. He indicates that it is possible that
officials in Kuwait prefer to hide the negative reality of the education system to
avoid portraying it as weak. Whether education officials accepted or rejected the
report, it has still been suspended since 2009 on the grounds that it represents a waste

of time, effort, and money.

In conclusion, the majority of the interviewees at district and school levels think that
the strategic plan is both inefficient and ineffective because it fails to produce
positive outcomes. Many issues could be considered in the strategic plan, and these
concerns could be applied to benefit school outcomes. However, this would depend
on the degree to which the strategic plan comprehensively includes and deals with

educational needs and problems. This issue is presented in the following section.
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5.3.2 The comprehensiveness of the strategic plan

The concept of comprehensiveness in this section refers to the degree to which the
strategic plan includes all of the issues related to educational needs. Thus, this
section focuses on the extent to which the strategic plan, in its centralised nature, is
comprehensive. To accomplish this, the investigation examined whether
centralisation enables the strategic plan to cover any and all educational needs that
arise, and it ensures that the education system in Kuwait includes all of the means
through which teaching and learning occur. The MoE gathers information about the
needs and issues of the education system and embeds them within the plan centrally;
lower levels are not involved in this process. Arguably, in order for all of these
elements to develop centrally, a strategic plan requires a degree of omniscience,

which is logically impossible.

The results revealed that the centralisation policy prevents the strategic plan’s
framework from taking into account many local issues, which are mostly the
demands of the Kuwaiti society and its schools. Moreover, the external (global)
issues that exert their demands are not considered either; these include benefiting
from developed countries’ experiences and employing technology in teaching and
learning. Most of the interviewees (18 out 22) disagreed that the centralised strategic
plan is comprehensive (see Table 20). The table presents the number of individuals at
each level of the educational management’s hierarchy who either agree or disagree
about the comprehensiveness of the strategic plan. Thus, 75% of the MoE officials
disagree that the strategic plan is implementable, while 83% of the district leaders
and 83% of the school leaders agree.

The interviewees attributed the incomprehensiveness of the strategic plan to the

following reasons:

1. Educational needs are incorrectly estimated.
2. The strategic plan cannot cater to society’s problems.

3. The strategic plan impedes learning from outside.
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Table 20: Interviewees’ perceptions of the comprehensiveness of the strategic

plan
Interviewees MOoE officials | District School Total
Managerial leaders leaders
level
Agree 1 1 2 4
Disagree 3 5 10 18
Total 4 6 12 22

Educational needs are incorrectly estimated

The first impact of the centralisation policy on the comprehensiveness of the
strategic plan reflects how the pupils’ educational needs are not fully covered by the
strategic plan because of its centralised bias. The principal issue in this case include
the degree of accuracy with which the needs of schools, districts, and parents are
estimated. The interviewees believed that if schools, districts, and parents were
involved in the development of the strategic plan, their actual needs would be
estimated more accurately, and the strategic plan would subsequently be more
comprehensive. This was emphasised in the response of Fauz, a headteacher at a
secondary school with 9 years’ experience. She was nervous when discussing the
impact of centralisation, and questioned whether the strategic plan was realistic, as

the following quotation makes clear:

...Even though the strategic plan is centralised, there should be a
degree of freedom to express what we need it to consider. The
Ministry can study these needs, then decide whether they are valid or
not. | think the best way to increase the degree of realism in the plan
is to make the objectives stem from people working on the ground.
This will make the priority more keenly felt, because these people
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know much more than those who are sitting in the Ministry that
decide and dictate our needs...

Moreover, the strategic plan focuses on quantitative issues more than on qualitative
ones. That is, many interviewees indicated quantitative issues, such as the number of
school buildings, pupils, teachers, and employees, are minutely considered in the
strategic plan whereas qualitative issues, such as pupils’ achievement, teachers’
skills, and curriculum quality, do not get enough consideration. This result is
supported by the first set of perceptions reported in the section that presented the
findings about the strategic plan’s efficiency and effectiveness; namely, the factors
that led to the inefficiency and ineffectiveness of the centralised strategic plan, as
demonstrated by the low level of pupils’ academic achievement, was caused by the
centralisation of resource allocation and the development of in-service programmes
for teachers. It was revealed that the centralised strategic plan does not properly
estimate the adequate provision of resources or determine the nature of the in-service
programmes. This situation highlights the incomprehensiveness of the strategic plan
because of its failure to estimate specific needs, and in its inability to provide
resources and programmes as a result. The interviewees further addressed this issue.

For example Nawal, a head of a department, said:

...The MoE exaggerates too much in focusing upon numbers such as
how much money they spend, how many pupils enrolled, how many
pupils and teachers within each school how many schools’ building
we have... I think there should be further focus upon how to spend the
money, how to teach pupils better and how to improve teachers’
performance... It is a matter of how to manage not how much we
have.

The strategic plan cannot cater to society’s problems

The second impact of centralisation on the comprehensiveness of the strategic plan
focuses on its coverage of society’s problems. The interviewees expressed the view
that the centralised strategic plan cannot cover all of society’s problems because the
MoE does involve lower levels of management in the process of problem

identification. According to the respondents, social problems could be addressed if
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stakeholders were involved, but this would contravene the MoE’s policy. The
interviewees provided examples of the problems that Kuwaiti society faced. The first
problem pertains to terrorist ideologies that affect unemployed pupils as soon as they
leave school. According to the interviewees, these problems are clear in Kuwait, but
are not tackled in the strategic plan — although education is the most important factor
in solving such problems. Abeer, a top district leader, commented:

...I believe that if the MoE gave me the opportunity to participate in
building the strategic plan, many problems could be addressed and
solutions could be suggested.

This quote indicates that although Abeer is a top district leader, she think that she
should participate in establishing the strategic plan’s goals in order to ensure that the

problems within the district that she leads are comprehensively addressed.

The strategic plan impedes learning from outside

Regarding the third impact of centralisation, it seems that there is a refusal to learn
from outside sources. Thus, the interviewees were certain that the MoE system
missed many opportunities to enlist outside help to develop the education system, as
they adopted a view that they could ensure obtaining optimal results. Many
developed education systems are decentralised; in particular, the countries to which
the MoE sends head teachers, deputy heads, and teachers in order to benefit from
their educational practices and experience are largely decentralised. The biggest
obstacle to applying similar innovations from these countries (such as the United
States, Canada, and the United Kingdom) is that their education systems are
relatively decentralised and the schools are relatively autonomous. In contrast,
Kuwait’s education system is centralised, so most of the ideas that seconded staff
bring back from these countries cannot be applied because to do so requires a degree

of freedom for teachers and headteachers.

The interviewees also made the point that centralisation is an obstacle to the use of
new technology, which might support pupils’ learning. Schools lack material
resources and cannot decide for themselves the nature and quantity of the material

resources they will receive. However, since the world is changing and technology is
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developing — including the technology used for learning — schools need to keep up
with these developments for the benefit of their pupils. According to the
interviewees, centralisation does not allow schools to choose the technology that they
need to achieve this purpose. Thus, the results indicated that the centralised strategic
plan impedes learning from external sources. Waleed, a department head,

commented:

...We can only catch sight of the technology in books and television.
We would hope, if we could, to choose it. In fact, the Ministry could
import this technology without our recommendation, but this does not
happen. | think the reason is that the MoE uses the wrong people to
decide our needs on our behalf...

The respondents do not think that the MoE’s strategic plan is comprehensive because
stakeholders and civil society institutions are excluded; the only people included in
the planning process are those who are already working in the field of education, and
who are located in the MoE. Puanmau (2006) is an advocate of comprehensive
strategic planning. He argues that it should take into account social, economic,
political, cultural, and spiritual environments. He also emphasises the need for

resources to be used for the benefit of the entire community.

It appears from Table 20 that, once again, some of the MoE officials have different
perspectives about the comprehensiveness of the strategic plan. The interviewee from
the MoE failed to provide realistic evidence to support the comprehensiveness of the
strategic plan. The interviewees initially mentioned that all educational elements,
such as teachers, curricula, and pupils, are considered in the education system. For

example, Norah, MoE official, indicated:

...If we look at the strategic plan, we will find the three educational
elements are broadly included... It is therefore comprehensive.

Norah provided relatively shallow responses about the comprehensiveness of the
strategic plan, which reflected his positive attitude towards this issue. However,

during discussions about various issues, such as complaints raised related to the

curricula, pupil achievement levels, as well as teachers’ qualifications and training
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issues, these interviewees began to raise their own concerns that related to these
areas. In addition, the MoE officials admitted that the strategic plan failed to include
appropriate technological resources to teach pupils. The only type of technology that
they mentioned was computers, but there is evidence that computers are only used to
study information technology, and have not yet been applied to support other

subjects.

To conclude, the interviewees believed that the centralised nature of the strategic
plan prevented it from being comprehensive. They argued that if more people
contributed to this plan, the actual needs and problems of the schools, and of society
as a whole, would be more accurately assessed, and new technologies would be
better applied to benefit the pupils. The interviewees showed a great tendency
towards the decentralisation policy, as adopted in many countries, as it allows
different parties to participate effectively in strategic planning to ensure that a given

societies’ needs are addressed, and its overall value is increased.

It is not sufficient that the plan be comprehensive, unless one takes into account the
factors that lead to the achievement of goals. The implementation of the plan requires
that the plan be adequate enough for the implementers to be able to enact it. These
abilities may be affected by policies that should facilitate the implementation
process. The following section investigates issues that may be regarded as obstacles

to exacting the strategic plan, in its centralised nature.

5.5.3. Implementability

The concept of implementation refers to carrying out the work. If this work is easy
and clear enough to be carried out smoothly and successfully, the work is
implementable, or able to be implemented. In this section, implementability refers to
whether the strategic plan is implementable or not. In addition, the centralised
framework of the strategic plan may (or may not) cause barriers to the successful
completion of the plan. Thus, this section focuses on factors that may affect the
implementation of the strategic plan, considering that the process of its development

is controlled centrally by the MoE. The implementation process of the strategic plan
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Is defined as the procedures and actions that are undertaken to achieve the goals and
objectives of the strategic plan (Mohammad, 2011). The centralised nature of the
strategic plan was viewed by the research participants as a barrier to successful

implementation of the strategic plan.

The majority of the interviewees (17 out of 22) agreed that a centralised policy
makes it difficult to exact the strategic plan (see Table 21). The table presents the
number of individuals at each level of the educational management hierarchy who
either agree or disagree with the implementability of the strategic plan. Thus, 25% of
the MoE officials disagreed that the strategic plan is implementable, while 66% of

the district leaders and 83% of the school leaders felt this way.

By analysing the responses of the interviewees who disagreed with proposition that
the strategic plan is implementable, three main impacts of centralisation on the

implementability of the strategic plan were evident:

1. Lack of clarity
2. Lack of resources

3. Rigidity of the plan

Table 21: Interviewees’ perceptions of the implementability of the
strategic plan

Interviewees’ | MoE officials District leaders | School leaders | Total

managerial

level

Agree 3 2 2 7
Disagree 1 4 10 15

Total 4 6 12 22
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Lack of clarity

The lack of clarity of the strategic plan represented a major concern for the majority
of the interviewees. Here, it is essential to distinguish between a lack of
understanding of the plan and a poor presentation of the plan to the implementers.
Some of the interviewees commented on both the vagueness of the plan and the fact
that they had not seen the plan in its entirety. Some of the interviewees indicated that
the MoE did not provide copies of the entire strategic plan to schools and districts, so
they were largely unfamiliar with the plan’s components. Other interviewees
indicated that they were unaware of the strategic plan’s objectives, or they had little,
if any, knowledge or understanding of the most appropriate ways to implement the
plan. These instances reflect the idea that a lack of clarity is the main issue when

implementing the strategic plan.

The interviewees emphasised that if lower-level management, such as schools and
districts, were involved in the strategic plan’s formulation, many ambiguous
elements would be clearer to them. | would argue, however, that the lack of
involvement of lower-level management cannot be held entirely responsible for the
lack of clarity in the strategic plan. The MoE could introduce the plan to all levels via
more accessible methods, such as through conferences or programmes, to clarify and
justify goals, objectives, and methods of achievement. It is clear that none of these

approaches were utilised by the MoE.

From the perspective of the interviewees, if the objectives and intended methodology
of the strategic plan were based on consultations with schools, it would be easier for
those working within the schools to understand the plan, as it would better reflect
their actual needs and desires according to their own experiences. Latifah, a head of a
department at a secondary school, provided a strong response regarding the extent to

which the strategic plan is understood:

Look, I would understand the plan if it included our frequent
problems with pupils and teachers. | would understand it if it included
our requirements for managing pupils and for successful teaching. |
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would understand it if it included solutions to the difficulties that we
witness during our service in schools...

Latifah continued her response by explaining the basis for her complaints, clearly
referring to centralisation as the reason for the lack of a better understanding of the

plan:

...I am not saying that these objectives are not weak. What | am
trying to say is that we are people who have spent our working days
with pupils and teachers for many years. If we were to be involved in
the strategic plan, we could introduce our problems and needs as we
have experienced and suffered for many years. It would be easy for us
to understand plans that take schools’ recommendations into account
when setting the objectives because they would then reflect the needs
with which we are familiar...

It is clear that her response refers to the approach through which the MoE, as the top
of the education hierarchy, informs the lower levels about the strategic plan’s
components. This approach, according interviewees such as Latifah, does not enable
the lower levels to participate in constructing the objectives for the strategic plan.
The interviewees indicated that this approach to constructing the plan would allow
others at the lower levels to better understand and accept it, making it easier to

implement.

Some authors have emphasised the importance of finding appropriate approaches to
deliver the strategic plan to the lower levels. For example, Al-Sakarna (2010) states
that theorists emphasise that in order for a strategic plan to be efficient, the lower
levels must first accept the plan because they are the ones who will implement it, and
are therefore accountable for meeting its goals and objectives. Because lower-level
management teams are the actual implementers of the plan, top-level management
should allow them to review the strategic plan in order to ensure that the lower levels
understand the plan’s the goals, objectives, and strategies. Management at the low-
level management should also be asked to provide feedback (Al-Sakarna, 2010).
Reviewing the strategic plan allows implementers to review the goals, objectives,

and strategies, while informing the top levels about whether they perceive the
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strategic plan as clear or vague. This, in turn, allows the senior management to make
changes or modifications to meet the recommendations made by the lower tier.
Mohammad (2011) emphasises this position, arguing that the MoE should distribute
the strategic plan to lower levels, as they are participants as well as implementers. In
other words, the lower levels should implement what they have helped to plan — an
approach that will make it easier for them to understand the strategic plan in a clear
and effective manner. Thus, both Al-Sakarna (2010) and Mohammad (2011) express
opinions that are in agreement with the interviewees’ perceptions that they need a
degree of involvement in the formulation of the strategic plan in order to obtain a

better understanding of its implications.

In conclusion, the interviewees referred to the following issues regarding their ability
to implement the strategic plan. In order to obtain an optimal implementation of any
plan, the directive itself should have a high degree of clarity, since the individuals
responsible for implementing the system, such as school heads and teachers; need to
understand all the elements related to the plan. Moreover, the plan should expresses
the actual needs of the educational system; if the plan is based on the actual needs “in
the field”, the implementers will guide their efforts according to the needs that they
have recognised throughout their careers, especially as they worked within schools
and would be better able to understand all of the objectives related to their actual
needs. The interviewees indicated that a centralisation policy reduces the clarity of
the strategic plan; consequently, this lack of clarity affects the process of

implementation of the strategic plan.

Lack of resources

A lack of resources appears to be the main cause of many concerns presented in this
section; this includes the interviewees’ concerns regarding the inefficiency and
ineffectiveness of the strategic plan. The interviewees claimed that schools lack
sufficient resources to teach their pupils, and they also possess ongoing concerns
regarding the bureaucracy of the system, especially when schools are trying to obtain
teaching materials. According to the participants’ responses, a lack of resources also

leads to implementation difficulties; the interviewees emphasised that they face
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problems in fulfilling the MoE’s requirements because of the lack of resources. As
mentioned earlier, districts and schools hold no authority when selecting the
resources that they need for educational purposes, whether for pupils’ learning or for
general school equipment. As a result, the implementation process cannot be fulfilled
because it requires more resources than have been provided due to the restrictive
centralised policy. Arguably, the bureaucracy that surrounds the obtaining of
resources also affects the quality of the resources. The MoE in Kuwait provides
schools with resources, as specific departments within the ministry coordinate with
the districts to determine resource allocation. Regardless of the quality of these
resources, schools have no choice but to accept whatever is sent to them, and they
must use these resources when teaching lessons. The implementation of any plan,
therefore, requires resources that are adequate enough to achieve the plan’s

objectives. Morad commented:

...I am not convinced by the quality of material resources which
teachers use to teach pupils. But, accepting them is better than having
nothing. Nobody should be blamed regarding pupils’ results...

Adel, the head of a science department at a middle school, complained of a shortage
of essential resources, particularly because science lessons include many experiments

and therefore require a variety of materials:

...If you have time, I can take you to see how poorly equipped our
science laboratories are because of the lack of resources. If | had a
budget and the authority to buy them, you would see how rich and full
of equipment and resources the laboratory could be. I am sure the
pupils would want to spend all day and all night at school...

It is clear from Morad and Adel’s statements that schools face problems when
implementing the strategic plan’s focus on increasing pupils’ achievement because,
in order to achieve positive results, the schools require sufficient materials; these
include human, material, and financial resources. The interviewees thus perceive the
strategic plan as difficult to exact because lower levels are not able to make decisions

regarding the quality and quantity of the resources, according to their knowledge.
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Rigidity of the plan

A third reason as to why ineffective implementation may be evident is that the
strategic plan might be too rigid or inflexible. Participants’ responses implied that
there are no opportunities for them to change or modify the strategic plan at any
stage of its formulation or implementation in response to any recommendations made
or the identification of weaknesses by lower-level management. As far as the
interviewees are aware, the MoE rejected recommendations to make changes to, or to
add or remove any objectives of the strategic plan if they were presented by
individuals working within the schools. In fact, according to the interviewees, if the
MoE were to accept recommendations from the lower levels, the MoE would have to
allow individuals at the lower tiers to participate in the development of the strategic
plan, which is not an option. This may cause problems because the interviewees are
convinced that any plan should be flexible enough to allow changes to be made, if
they are needed. In addition, there are instances where changes to the overall plan
may solve some of these problems. The interviewees believe that if they had the
chance to submit their recommendations, many problems could be avoided, thus

saving time, effort, and money. As Sanad, deputy head, pointed out:

...We are only allowed to implement the strategic plan. Even if we
expect problems, we cannot change the situation. Sometimes changes
are made, but only as reactions or responses to the consequences of
problems. I think an inflexible plan cannot achieve its goals...

Al-Sakarna (2010) indicates that it is essential to take into account the
recommendations of the low-level managers before the implementation of the plan
commences. Al-Sakarna states that obtaining feedback helps top-level managers to
discover any issues that may have been overlooked and, subsequently, these elements
could be incorporated into the refinement of the plan. By allowing lower-level
managers to participate in the formulation of the plan, the implementation process
would be supported because the consideration of their perspectives could lead to a
more thoroughly considered plan that would be associated with higher chances of
successful implementation (Al-Sakarna, 2010). Consequently, changes and

modifications to the initiative can be avoided because many considerations were
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identified during the plan’s formulation stage. Carrizo et al. (2003) argued that this
can be achieved by activating the information systems across the various levels of the
education system. For example, the information system within each level can gather
information from different stakeholders, who share an interest in education, by
arranging meetings or other methods of communication to obtain their perceptions,
suggestions, and recommendations for potential consideration in the strategic plan. I
would argue that this approach of gathering information is strongly connected to the
policy of a decentralised education system. A decentralised system is one where each
level within the educational structure conducts its own plan. In this case, each level
requires its own information system that would be used to gather information, and it
would be characterised by greater participation from the stakeholders (Carizzo et al.,
2011).

When discussing this situation with the interviewees, it appears as though this
situation is the complete opposite of the MoE’s policy of strategic plan formulation.
It was mentioned earlier that the MoE has appointed the Department of Planning and
Development as the entity that holds responsibility for plan formulation and
enactment. The final document of the strategic plan is issued once this department
has reviewed the plan and submitted it to the higher level for approval. Regarding
this practice, Al-Sakarna (2010) stated that when the top-level management involves
lower levels in the strategic plan’s formulation, this decreases the perception that the
strategic plan was only produced by those in the upper tier; instead, the plan becomes
a conglomeration of the expertise and experience of all levels of management. In
fact, all organisations face changes in their internal and external environments;
therefore, the organisation should be responsive to these changes, which could be
observed by any of its members. The interviewees articulated that the centralisation
policy prevents such changes from occurring, since alterations to any of the decisions
made can only be proposed by top-level management. Bader, a headteacher, provides
an example about a situation he experienced when he proposed changes that were

completely rejected by the MoE:
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... The same strategic plan has been applied for many years without
change. The same document is utilised from the beginning of the
implementation to the end. There is no option for conducting change,
and our suggestions are not taken into account. For example, there
was a recommendation from some educators to establish vocational
education in order to provide opportunities to pupils who want to
enrol in this kind of education as it would help them pursue their
future career goals. The MoE refused this suggestion, which might be
a good solution for pupils who graduate from school and do not want
to enrol in university. Instead, they are forced to enter other fields that
they do not like, such as the military, although they have a huge
amount of energy that could be supported by vocational education. |
think that they are wasting good potential professionals.

It is obvious that the interviewees want to participate in the strategic plan in order to
ensure flexibility. | suggest that involving a third party could be useful for increasing
the flexibility of the strategic plan. For example, several stakeholders could be
involved as their perceptions regarding the goals and objectives of the strategic plan
may be of benefit in the formulation and implementation stages. Stakeholders, such
as parents, can suggest issues that may not have been considered previously in the
development of the strategic plan; therefore, the fact that stakeholders may be

allowed to participate in these processes may reduce the plan’s rigidity.

Seven interviewees did not express concerns regarding the implementability of the
strategic plan. For example, the three MoE leaders indicated that the strategic plan of
the MoE is unique and costs a large amount of money. Two of the interviewees
seemed to ignore the lower levels’ concerns about this issue and continued to praise

the plan. For example, Saad said:

... This plan cost a lot of money and consumed a lot of time and effort.
Do you expect that we constructed a plan which is not implementable?

In my opinion, this raises the issue mentioned by some interviewees insofar as the
MoE appears to focus on the idealistic picture of the plan rather than on its
implementability. This issue was also raised by Al-Sharrah (2002), when he
mentioned that in some cases, the MoE focuses on the plan’s formalities rather than

on whether it is implementable or not. It can, therefore, be seen that those who read
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the document that outlines the plan will regard it as ideal on paper, but they will not

be able to judge its adequacy in terms of the implementers’ ability to carry it out.

The two interviewees from the districts and the other two from the schools did not
reflect any concerns regarding the strategic plan’s implementability. Their responses
did not reflect what was being asked of them. It seems to me that they did not want to
criticise the plan because they only focused on the need for training programmes
when implementing the strategic plan. Although this issue is important, the MoE
designed training programmes for the implementers within the six districts. |
discovered that these four interviewees did not join in these training programmes;
therefore, their responses have become less valid. However, training programmes
cannot be considered as indicators of the plan’s success. Rather, they can be regarded

as factors that assist the implementers in following through with the plan.

In conclusion, the results show that the interviewees regard the strategic plan as
difficult to implement. In my opinion, this is the most dangerous issue that faces the
strategic plan of an educational system because failure to implement the plan means
failure to attain its goals. The strategic plan is a long-term plan that needs years of
implementation, as well as a substantial budget. Failure means that many years of
work and money are wasted. Consequently, the whole education system could be in
danger.

The results indicated that there are barriers to the strategic plan’s implementation
caused by the centralisation policy. The following section investigates the MoE’s
policy regarding collaboration and participation with individuals inside or outside the

education system.

5.5.4 Collaborativeness and participativeness

This section focuses on the advantages of allowing centralised strategic planning to
become a collaborative and participative process. As previously mentioned, the
education system in Kuwait consists of three managerial tiers (MoE, districts, and
schools). This section considers the extent to which each of these tiers works

individually or collaboratively during the formulation of the strategic plan. It also
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explores the collaboration between the MoE, institutions, and stakeholders within
civil society. The results demonstrate that the centralisation policy that controls
strategic planning has resulted in ineffective collaboration between the three tiers of
the education system in Kuwait; specifically, effective collaboration does not seem to
exist between the MoE and the stakeholders or civil society institutions. The same
result can be observed when centralisation does not allow people from outside the
MOoE to share in their efforts to achieve certain aims.

As mentioned in chapter 3, collaboration in general implies that two sides willingly
combine their efforts towards achieving shared goals: “collaboration is a generic
term for an agreement to work together” (Lumby, 2009, p.125). However, in
organisational situations, collaboration can also refer to a type of business style
applied by professionals in order to achieve shared goals (Friend and Bursuck, 1996).
The interviewees focused on working together and on sharing thoughts and efforts
within the internal environment of the MoE and between the MoE and the external
environment. The majority of the interviewees (17 out of the 22) disagreed that the
centralised framework, including the strategic plan, offers those at the lower levels of
the educational system the chance to collaborate and participate (see Table 22). The
table presents the number of individuals at each level of the educational management
hierarchy who either agreed or disagreed about the collaborativeness and
participativeness of the strategic plan. Thus, 25% of the MoE officials, 66% of the
district leaders, and 100% of the school leaders disagreed that the strategic plan

involved opportunities for collaboration and participation.

The interviewees indicated that the centralisation policy is the cause of the isolation
and the sense of disconnection observed between the three tiers, as well as between
the MoE and the stakeholders. Two reasons for this can be drawn from the

interviewees’ responses:

1. Prevention of internal collaboration

2. Prevention of external collaboration
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Table 22: Interviewees’ perceptions of the collaborativeness and
participativeness of the strategic plan

Interviewees’ | MoE officials District leaders | School leaders | Total
managerial

level

Agree 3 2 0 5
Disagree 1 4 12 17
Total 4 6 12 22

Prevention of internal collaboration

The interviewees indicated that as long as the MoE continued to apply centralisation
to the formulation of the strategic plan, any effective ideas put forward by the lower
levels would not be considered, so any opportunity for them to benefit from the
formulation of the strategic plan would be reduced. It can, therefore, be seen that the
interviewees considered the centralisation policy as an obstacle to the
implementation of a collaborative approach. The interviewees indicated that they
were confident in their ability to enrich the strategic plan, if they were allowed to
participate in its formulation. Hajar, a district leader, commented:

...When | meet with my colleagues from other districts unofficially,
we share many ideas that would support the strategic plan and enrich
its implementation. | am sure that we can work together as a team;
everybody can help everyone else with ideas. [Hajar paused, then
continued] Do what we [indicates the MoE] want, that’s all...

Similar concerns can clearly be found in schools. Fahad expressed his desire to

participate in the strategic plan’s formulation as well:

...I believe that I and other headteachers should participate in this
strategic plan because we have long experience in schools. In
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addition, we need to inform and to be informed, inform the MoE
about our visions and to be informed about the strategic plan’s
implications. It is a matter of giving opportunity. | think the Ministry
of Education should expand the Department of Planning and
Improvement in a way that includes schools and districts
representatives. Each representative might coordinate between
schools and the MoE. These representatives could also gather
schools’ and districts’ ideas and suggestions and convey them to the
MoE. | think this is a good way of working together. Unfortunately,
there are no signs of any intentions to apply such an initiative because
this means reviewing regulations about decentralisation...

In this case, it can be seen that the interviewees believed that as long as teamwork
between the three tiers is not permitted, collaboration within the education system
does not exist. The interviewees indicated that making lower levels responsible for
implementation alone, with no involvement in planning, reduced the likelihood with
which the tiers exchanged their knowledge, ideas, and experiences with one another
in a collaborative effort that could enhance the initiative. The interviewees suggested
that if the MoE were to apply a teamwork-based approach, this could increase
productive collaboration between the three levels of management. Consequently,
according to the interviewees, the chance to benefit from ideas and experiences, and

the chance to suggest objectives and priorities, is reduced without collaboration.

The interviewees also described the quality of the decisions that might be achieved
through a collaborative approach. As Coleman and Bush commented, “quality
decisions emerge from a full utilisation of the knowledge and skills of team
members” (Coleman and Bush, 1994, p. 280). Thus, high-quality decisions can be
seen to emerge from teamwork, due to the fact that participation via this approach
implies that different actions are employed, such as seeking suggestions, agreeing,
disagreeing, and seeking clarifications about various elements of the plan (Everard
and Morris, 2004). True collaboration is demonstrated only within teams where all
members feel as though their contributions are valued, where the goal is clear, where
they share in decision-making, and where they sense they are respected (Cook and
Friend, 1996). According to the interviewees, centralisation prevented positive
interactions between levels. West-Burnham (1994) argues that effective strategic
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management demands a variety of approaches, including fewer roles for groups in
the formal hierarchy and more groups and teamwork situations at the bottom levels
of the hierarchy. This sentiment seems to be aligned with the interviewees’ claims
that when the top of the hierarchy (represented in this study by the MoE) is solely
responsible for decision making, it reduces the chance that team-working principles
and opportunities are applied. Meanwhile, Ugboro et al. (2011) argues that where
top-level managers, strategic managers, and unit managers work largely in isolation,
these individuals might sometimes pursue goals that do not match those set out in the
strategic plan. This supports the interviewees’ perceptions (such as those of Fahad)
that different managerial levels need to collaborate in order to seek additional
clarification and other beneficial contributions (as indicated earlier) that fall in line
with the statements of Everard and Morris (2004).

Prevention of external collaboration

The second issue is that centralisation in Kuwaiti education inhibits collaboration,
and this has to do with the system’s failure to involve the institutions and
stakeholders from civil society in the development of the strategic plan. The
interviewees indicated that centralisation meant that no one from outside the MoE
was involved. This also reduced the degree of collaboration between the MoE and
the institutions and stakeholders. The problem was evident between all three tiers,
depriving them of the chance to benefit from additional ideas and recommendations.
Saad, a highly placed leader in the MoE, was the only MoE official who agreed that
there should be collaboration and participation from different parties. Saad made the

following point:

... believe that in very developed education systems, civil society
institutions and other parties are completely involved in setting the
strategic plan. | believe also that we can benefit from their
participation, but the regulations of our MoE prevent that. For certain
reasons, we cannot involve them, at least at present, but | hope we can
in the future...

The regulations that Saad mentioned refer to the centralisation policy, implying that

the MoE was solely responsible for the formulation of the strategic plan, so other
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parties (such as civil society institutions) were excluded from this process. According
to this and other claims made by the interviewees from lower levels, it seems that the
respondents agreed that the centralised strategic plan did not support collaboration
between the ministry and other external parties in this process, and it also prevented
such collaboration between the three tiers of the Kuwaiti education system. Noor, a
deputy head, confirms this by stating that:

...The MoE imposes that no one from outside can effectively
participate in the strategic plan. The only thing they can do is provide
information such as statistics that the MoE need for planning issues. |
know that in some countries, even pupils could be involved in the
strategic plan. I think we need ages to reach that...

The interviewees indicated that the centralised policy prevented the outside
community from being involved in the formulation of the strategic plan via a
participatory approach. Involving different parties (such as stakeholders) would
require that their needs and situations be considered, so as to ensure that the planning
process included a broad range of participation (Puanmau, 2006). As defined in the
section that discussed theoretical perspectives, it is known that stakeholders are the
individuals who share in the interests of an organisation in order to achieve definite
aims, either individually or collectively (Johnson and Scholes, 2006). Within the
education system, according to this definition, each context includes its own sectors
and civil society institutions that hold interests in the educational system’s outputs.
Accordingly, the interviewees thought that it was necessary to address the

institutions, groups, and individuals who have interests in these areas.

Certain authors have expanded upon this concept by suggesting that stakeholders
should become more engaged in the strategic planning, and that their involvement
should not be limited to consultations. Hendrick (2003) maintained that stakeholders
should be involved in planning and decision-making processes in order to allow for
continued knowledge exchange between the stakeholders and the organisation; in
this way, stakeholders’ needs and wishes are more likely to be met. To apply
Hendrick’s perception here would that stakeholders should be allowed to participate

in the strategic plan; this would require that the policy of centralisation be revised in
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such a way that allows for wider participation and collaboration from various
stakeholders from both inside and outside the MoE. According to the interviewees,
since stakeholders were not involved in the strategic plan, the MoE missed many
opportunities to benefit from their ideas, which might not have been considered when
formulating the strategic plan. Thus, the interviewees believed that excluding
stakeholders prevented collaboration with people outside the MoE, and this
represented a weakness of the strategic plan.

In contrast to the interviewees who thought that the centralised approach of the
strategic plan was against the principles of collaboration and participation, five
interviewees believed that the centralised strategic plan did not contradict principles
of collaboration and participation. Initially, this seemed to me to be promising in
terms of obtaining results that might change the notion that centralisation is a process
where the decision-making power is limited to MoE officials. | expected to encounter
a degree of decentralisation in the formulation of the strategic plan, especially as the
five interviewees in question were from the MoE and its associated districts.
However, when looking at the responses, it appears that the policy still represented

an extreme application of centralisation.

Nadia was one of the interviewees from the MoE and she did not accept the claim
that centralisation in strategic planning does not allow for collaboration and

participation. Nadia stated that:

...Within each district, there is a small department for planning. The
MoE established these departments in order to facilitate the planning
process and utilise people as much as possible. This is evidence that
the MoE allows people from lower levels to contribute on the
strategic plan...

When | asked Nadia to be more specific and outline precisely what these departments
did in terms of participating in the strategic plan, | did not receive an answer. The
other two MoE official interviewees also made the same claim: they relied on the
fact that a planning department exists within each district. By comparing this claim

to the responses of the interviewees from the districts, especially from within one of
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the planning departments within a district, | drew a different conclusion. The
planning department interviewee indicated that his department only provided
statistics to the Department of Planning and Development, and he stated that he did
not participate in the formulation of the strategic plan. In addition, none of the other
interviewees within the districts supported the MoE officials’ claim that the strategic
plan encouraged participation. My interpretation is that the MOoE officials
interviewed in this study considered providing information as a kind of participation.
Furthermore, it is apparent that the MoE officials wanted the strategic plan to be

regarded as ideal rather than be criticised.

The two district leaders believed that the MoE involved them in making some
decisions in some instances. For example, Hajar indicated that:

...The MoE sometimes shares with us some decisions about some
issues. Some decisions require our approval, and the Ministry is not
able to move forward without us...

When | asked about the nature of these decisions, the two interviewees provided
examples of regular decisions that were being made (such as maintenance issues and
expanding the size of the management buildings), and that did not suggest that there
was any form of participation occurring during the enactment of the strategic plan.
Maintenance issues require that head teachers contact the district and discuss fixing
or redecorating parts of their schools with the department of the maintenance. The
district then contacts the MoE and waits for its approval. The only decision that the
headteachers make revolves around the time at which the maintenance work is
conducted. This issue is clearly related to regular routines rather than to collaboration

or participation in the strategic plan.

The results indicated that collaboration does not occur between the three tiers that lie
within the education system and the outside community. The following issue may
emphasise this result, as it focuses on the communicative capacity of the strategic
plan. If communication between the tiers is weak, it emphasises the weak

collaboration among them.
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5.5.5 Communicative capacity

Communicative capacity focuses on the extent to which the centralised framework of
the strategic plan’s formulation and implementation depends on healthy
communication between the MoE officials, district leaders, and school leaders.
According to the results, the centralised strategic plan prevented positive
communication from occurring between the three tiers of the education system. The
centralisation policy was evident in that the MoE sometimes applied downward
communication, which was seen as rather ineffective. The results showed that there
should be both upward and downward communication to serve the strategic plan’s

formulation and implementation.

The majority interviewees (18 out of 22) indicated that communication between the
three tiers of the education system was relatively weak (see Table 23). Thus, two
(50%) of the MoE officials disagreed with the communicative capacity of the
strategic plan, while 66% of the district leaders and 83% of the school leaders felt

this way.

The interviewees also indicated that there was a lack of productive meetings or any
other kind of contact between the three tiers regarding any educational needs and
problems that should have been considered in the strategic plan. For example,
according to the interviewees, there was no effective communication, which is
essential for supporting student learning and assessment, curriculum development,
and the ongoing improvement of teachers’ performance. The interviewees think that

the centralisation policy affects this issue through two factors:

1. Lack of downward communication

2. Lack of upward communication
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Table 23: Interviewees’ perceptions of the communicative capacity of the
strategic plan

Interviewees’ | MoE officials District leaders | School leaders | Total
managerial

level

Agree 2 2 2 6
Disagree 2 4 10 16
Total 4 6 12 22

The interviewees emphasised that communication pertains to healthy contact
between the managerial levels, and it includes the delivery and receipt of
information, while getting feedback from each other. Such practice seems to be
normal and leads to positive results, indicating that healthy communication exists
between the tiers in the education system. However, the situation in Kuwait seems to
be different. Sanad, a deputy head, described how school meetings are only

conducted with districts and not with all three tiers in the management system:

I do not think that what we do is a good example of communication.
Even during our meetings, we are mostly in a position of listening
rather than speaking. I do not mean that we do not speak at all, but we
mostly respond to questions and talk about regular issues such as
incidents and problems that occur during our workdays. | believe that
we have a lot to say if these meeting were arranged to listen to our
ideas, such as how to improve pupils’ levels. These meetings take
place mostly according to the district’s requests and not our wish...

Sanad’s quote illustrates that some interviewees focused on a specific kind of
communication. This was apparent when the interviewees used the expression
“healthy communication” when describing the nature of the discussions they thought
should take place. Furthermore, the interviewees indicated that schools mostly

communicated with the districts, and there was a lack of communication between
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schools and the MoE. This emphasised the fact that the district acts more as a

coordinator between the MoE and the schools than as a local authority.

The interviewees indicated that the MoE did not conduct meetings with schools or
districts to discuss issues that would be considered in the strategic plan. This was
because the plan was formulated by a team that was located at the top of the
hierarchy. According to the interviewees, the centralisation of the strategic plan was
one of the causes for the weakening of communication between the three tiers. My
main focus stems from this result. With further investigation into how this policy
impacted the communicative capacity of the strategic plan, | found the following
result from the interviewees’ responses: According to the lower levels, regular
meetings did not take place; if a meeting did take place, it would be arranged by and
for the higher levels, mostly between the schools and districts. The same situation
was observed between the districts and the MoE. Thus, the lower levels were not in a
position to decide the scheduling or subject of any meeting. The interviewees,
especially those working within the schools, indicated that because they were only
acting as implementers (while the MoE was the policymaker and planner), they
waited for higher levels to arrange meetings and to decide the purpose of those
meetings. The respondents also emphasised that if they were involved in the
construction of the strategic plan, then they would have been engaged in
communications throughout the entire process — beginning from the time the plan
was initiated, and following through to the implementation and assessment stages.

Taibah concisely summarised the issue of communication:

...Bringing my voice to the Ministry of Education is difficult. You
may say that | can tell them what | want during our regular meetings.
There is no chance to do so because the purpose of these meeting is
not for hearing us. People who meet with us are not those who should
listen to us or with whom we should discuss our opinions. | believe
that these meetings are important, but nobody can say that this
exemplifies good communication between schools and the MoE. |
also believe if the meetings involved discussing strategic plan issues,
this would be good communication because most if not all
educational issues would be discussed between all tiers of the
education system. ..
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In this way, the interviewees appear to be seeking a kind of communication that
ensured their contribution to the formulation of the strategic plan. According to
Windahl et al. (1992), communication involves the sharing of emotions, ideas,
perspectives, data, and knowledge. Riches (1994) suggests that communication
represents a constant flow of actions, reactions, questions, and answers in a dialogue
between minds. These two perspectives indicate that the concept of communication
implies that there are reactions between the different sides, and that there is an
exchange of knowledge between each of them. From this view, one can understand
what the interviewees meant when they said that they wanted ‘“healthy
communication”, because the meetings they attended with the top levels did not
support the exchange or sharing of ideas. Additionally, the interviewees made it clear
that they aspired to partake in a kind of productive communication, by which they
could discuss and suggest educational issues that might be beneficial to the strategic
plan. Riches (1994) commented that through effective and shared debates and
dialogue via concentrated communication, mutually agreeable outcomes can be

reached.

In addition, the interviewees suggested that the meetings with the higher levels were
conducted at the request of these levels. This clearly demonstrated that the MoE was
applying downward communication, flowing from higher to lower levels of the
organisation (Robbins et al., 2010). This approach requires that higher levels keep
lower levels informed regarding policies and processes in order to highlight areas
that require more work and to provide feedback on the performance of the lower
levels. However, the interviewees made it clear that the communication they
experienced with the MoE did not match this description. They stated that any of the
communications that took place only involved discussing basic issues, rather than

addressing any discussions surrounding the strategic plan. Aisha commented:

...We do not discuss anything relating to the strategic plan in our
meetings. When they want us they can easily reach us but the opposite
is more difficult...



202

Thus, the interviewees required more support in understanding the strategic plan via
effective communication from the higher levels. Ugboro et al. (2010) supports this
conclusion, stating that open and ongoing communication throughout an organisation
results in an improved understanding of the direction of the organisation.
Interviewees reported that upward communication — where information flows from
the lower levels to the higher levels, typically in the form of feedback regarding
problems or progress updates (Robbins et al., 2010) — did not occur, as
communication was organised by the top levels. This reduced lower-level managers’
opportunities to inform the top levels about the schools’ progress in terms of

achieving the goals and objectives of the strategic plan.

Six of the interviewees agreed that the centralisation policy applied during the
formulation and implementation of the strategic plan provided additional
opportunities for communication. All of the participants mentioned that there were
frequent meetings between the three levels, especially between the MoE and the
districts, and between the districts and schools. However, it would appear that all of
the interviewees were focused on the quality of the meetings, as viewed from their
own perspectives, in light of their own goals. As a former science teacher, | attended
many meetings with district officials, and occasionally with the MoE. From my own
experience of these meetings, | held relatively positive thoughts regarding the
communicative capacity surrounding the strategic plan. | was left with this
impression simply because | did not consider that the quality of these meetings was
based on what should be addressed, nor did I think that these meetings should have
addressed the educational issues that were, or should have been, included in the
strategic plan. By looking at Farah’s response (a district leader), it seems clear that

Farah shared my perception of the communicative capacity of the strategic plan:

... The centralised strategic plan does not contradict communication
between the managerial levels of the MoE. | meet with schools
frequently, and | meet with officials from the MoE. We discuss many
issues related to the educational process. The MoE is keen to meet
with us whenever needed. | do that with schools as well...
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This quote emphasises the claims made by other interviewees, who said that the top-
levels decided the time of the meetings by using downward communication;
however, the majority of the interviewees still regarded the meetings as
unproductive, as they felt that the meetings should involve deeper levels of

communication, including the exchange of ideas and feedback across the three tiers.

In conclusion, the majority of the interviewees view the centralised strategic plan as
lacking productive communication between the three ties of the education system.
The results indicated that the MoE applies downward communication so that the
lower levels are waiting for the timing of these communications to take place in
order to discuss any educational issues. In addition, the nature of this communication
puts the implementers of the strategic plans in the position of receiving orders, rather
than in the position of making decisions. This implicates that there is a degree of
bureaucracy within the MoE, which implies that lower levels are not able to handle
critical issues such as resource allocation. Alternatively, those in lower-level roles
should follow the MoE’s regulations and procedures in order to obtain any resources.
In the next section, the issues that result from the bureaucratisation of the centralised

strategic plan are discussed.

5.5.6 Bureaucratisation

The presentation of the findings in this section is slightly different to that of the other
sections. The reason for this is that all of the interviewees agreed that the centralised
strategic plan increases the presence of bureaucracy in the education system. This
unanimity can also be seen in the quantitative results. However, the investigation in
this phase indicated that the interviewees are split into two groups. The first group
perceived bureaucracy as a negative phenomenon, whereas the other group perceived

it as positive.

In this section, bureaucracy deals with the degree to which an organisation controls
resources and time, while making decisions related to resources allocation among the
lower levels, including schools. The results suggested that the centralisation policy of

the strategic plan increased bureaucracy which, in turn, affected the lower-level
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managers’ abilities to implement the plan successfully. Bureaucracy was seen as an
obstacle to the adequate provision of financial, material, and human resources to the

lower levels due to tough regulations.

The findings related to this theme highlighted that the interviewees had different
attitudes towards this issue, especially when they talked about concerns that arose
from bureaucracy. To elaborate, all of the interviewees agreed that the centralised
policy adopted in the strategic planning of the educational system in Kuwait
increased levels of bureaucracy. Where they differed on this issue was the degree to
which the bureaucracy positively or negatively impacted the strategic plan. The
interviewees’ description of this influence depended on how they evaluated the
consequences of the bureaucracy, which implied that there was a degree of control

resulting from the centralised framework underlying the strategic plan.

The first group of interviewees, which represented the majority of respondents,
expressed concerns related to bureaucracy that stemmed from the centralised
strategic plan. The results showed that the interviewees (16 out of 22), specifically
four district leaders and 12 school leaders, regarded the bureaucracy generated by the
centralisation as one of the weaknesses of the strategic plan. Further investigation
with the interviewees revealed two main reasons as to why the bureaucracy formed

in response to the centralised nature of the strategic planning process:

1. Inaccuracy in the amount and types of resources deployed;

2. Obstacles to obtaining resources.

Inaccuracy in the amount and type of resources deployed

The participants indicated that as long as there was a policy of centralisation in place
that encouraged bureaucratisation, there would not be equity because the entire
decision-making process regarding the amount of finances distributed belonged to
the MoE. The centralisation policy demanded that all schools receive the same
budget which is, in fact, an example of inequity. To elaborate, the budget provided to
schools in most cases is insufficient according to the interviewees, because schools

are not able to participate in budget-setting. Moreover, the respondents expressed
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opinions regarding equity that were more negative: they stated that providing all
schools with the same amount of budgetary resources was unfair because schools
differed in terms of size, the number of pupils, the number of teachers, and the
number of staff. These individuals believed that it was not logical that schools with a
larger number of pupils received the same budget as schools with fewer pupils. They
expressed similar opinions regarding the numbers of teachers and the size of their
schools. Bader, a primary school headteacher, indicated his disagreement to the equal
distribution of financial resources in the context of the centralisation policy, stating
that:

...1 do not know why the MoE provides the same amount of money to
all schools. Of course there are differences, and | think this is a big
mistake. It is unfair to equalise schools with a big number of staff and
pupils with schools with fewer staff and pupils. You can find that
some schools face shortages in financial resources, and you cannot
imagine the long path that we have to follow in order to get more.
Ironically, some schools are able to save money at the end of the
academic year and more than that; the MoE rewards them for that...

The respondents also voiced their concerns regarding the quality of teachers and staff
deployed to various schools, according to the MoE’s regulations, which gives all
applicants the opportunity to have a job. According to the respondents, this method
of deployment adversely affects the quality of work being provided within districts
and, most importantly, within schools. The participants noted that some schools and
districts required the deployment of highly-qualified staff and teachers; however, the
bureaucracy — which places complete power in the hands of the MoE — does not
provide schools and districts with the option of selecting or setting criteria for the
quality of teachers needed. The interviewees indicated that only the schools and
districts really understand the matters concerning the quality of staff and teachers
required, due to their direct experience with and knowledge of issues within their
own workplaces. The respondents also articulated that the MoE deployed teachers
and other employees randomly, resulting in a situation where the majority of
applicants are placed to work at specific schools, and as a result, this increased the
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possibility that unqualified applicants were deployed as teachers. Fahad, a deputy
head, expressed annoyance with this issue, stating that:

...I am responsible for technical issues within this school; I deal with
teachers daily and attend their lessons for assessment purposes. It is
disappointing when 1 find that the performance of some teachers is
weak. If | had the authority, 1 would first fire about ten percent of the
schools’ teachers and replace them with more qualified teachers,
according to the needs of the school...

Thus, the centralised nature of the strategic plan is regarded as reason for inequity
between schools. According to the interviewees, the policy of centralisation controls
resource allocation, and the MoE is ultimately responsible for this process. This
situation is perceived as a negative consequence of the centralised strategic plan
high-level officials should take into consideration each school’s needs in order to

successfully implement the plan.

Obstacles to obtaining resources

The interviewees, at the time of investigation, emphasised the negative impact of
withholding resources, which they mentioned as the results about the efficiency and
effectiveness of the strategic plan were being presented. The respondents were
concerned that following the procedures to obtaining resources acted as an obstacle
that prevented resources from being procured and delivered within appropriate
timeframes. The interviewees expressed that the MoE should facilitate the process of
obtaining resources by reviewing some policies that put schools in critical situations
throughout the academic year. Morad, a headteacher, described issues that one

school encountered at the beginning of the last academic year:

...Last year was the first year of this school, which is very new. We
came to the school and we found it empty. Would you believe it if |
told you that many teachers sat on the floor because they did not have
desks? The computer lab was empty, so we could not teach pupils
certain lessons. It took a long time before the MoE responded to our
repeated requests to fully equip the school. Can you imagine the
impact on teachers’ motivation to teach lessons and how much
tension was created? If | had access to sufficient money and the
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authority to buy resources, | would solve this problem within a few
days...

Thus, the centralised strategic plan is seen to increase bureaucracy because the
MoE’s regulations require schools to follow specific steps in order to obtain
resources. The first group of respondents perceived this situation as negative, and
suggested that bureaucracy acted as an obstacle in obtaining resources for the plan’s

implementation.

The other group of interviewees (6 out of 22) — specifically four MoE officials, and
two district leaders — perceived bureaucracy as having a positive impact, and they
considered it to be a strength of the strategic plan. The justification for this appeared
to be that bureaucracy offers a sense of control, which leads to equity; this is similar
to the general thoughts and attitudes expressed towards the centralisation policy. The
interviewees justified their opinions and argued that the level of control the system

provides to the MoE is positive because it ensures the following:

1. Equity in allocation of financial resources;
2. Equity in staff and teacher deployment.

Equity in allocation of financial resources

The first point focused on controlling financial resources in such a way that there
were no differences between schools or between districts in terms of the amount of
the financial resources received. As mentioned earlier, the MoE allocated all
resources (including finances) equally among schools and districts. The MoE
adopted a specific approach to obtaining resources, requiring that certain chains of
procedures be followed. At the beginning of each academic year, each district
receives exactly the same budget funding, but schools are budgeted according to
academic stages. All primary schools received the same funding at the beginning of
the academic year, and the same principle of distribution is applied to middle and
secondary schools. Saad, a manager within the MoE, was an advocate of the
centralisation policy, reflecting on his a positive impression regarding the MoE’s

policies on resource allocation:
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...Believe me, unless all schools are treated equally, there would be
inequity in facilities like financial resources. We cannot deal with
schools in this way unless we make that decision here at the ministry.
If each school asked for a specific amount of money, we would spend
double what we spend using our policy. I think the Ministry provides
schools with a sufficient amount of money compared to some of other
Arabian Gulf countries...

The respondents in this group seem to agree with the policy of centralisation, at least
in terms of resource allocation, as well as the specific procedures required to
distribute these resources. While these procedures are perceived by the first group as
a cause of inequity, this group thinks that utilising this approach will ensure equity
between schools. It is clear that this group misunderstands the meaning of equity.
While they believe that equity is when schools are provided with equal amounts of
resources, it does not make sense that all schools are equal in their needs for these
resources. Thus, resource allocation should be based on criteria that ensure that all

schools obtain sufficient resources according to their needs (Al-Bustan et al., 2003).

Equity in staff and teacher deployment

The second point revolved around the deployment of staff and teachers. The
interviewees indicated that the centralisation policy provided guaranteed
opportunities to obtain jobs, which were distributed equally between staff and
teachers. As the MoE was responsible for the deployment process, all applicants who
applied for different jobs were deployed and sent to schools or districts, or even to
the MoE itself. Schools and districts did not have the authority to reject any potential
teachers or staff. This was considered, according to the interviewees, an issue of
social justice between Kuwaiti citizens. Nadia, a leader working at the MoE, was one
of the supporters of this deployment method, and she perceived bureaucracy as a
healthy practice that organised the work effectively. Nadia commented:

...We as a central authority should deploy employees to provide
districts and schools with a sufficient number of teachers or staff. |
believe that if this mission were delegated to the districts and schools,
many applicants would be rejected. This would lead to some
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problems, such as an increase in unemployment. So it is better if we
hold the authority on this matter...

It seems that the bureaucratic structure of the MoE in Kuwait, according to the
results, has several characteristics. First of all, the interviewees indicated several
times during the interviews that the MoE had a hierarchical structure through which
all departments were staffed and equipped. Second, each department included
employees who were hired according to their individual specialisations. Third, all
departments were required to follow the MoE’s rules and regulations in terms of
fulfilling tasks and duties, such as enacting the strategic plan. Finally, all members of
the MoE were treated equally insofar as tasks were allocated according to
specialisation. The bureaucratic structure of the MoE enabled it to maintain greater
levels of control over the strategic plan, which also implied that it made decisions
regarding the resources and the delegation of authority over the formulation of the
plan. The Department of Planning and Improvement, which is fully staffed with
personnel and equipped with resources, is responsible for the formulation of the

strategic plan.

In conclusion, two groups of interviewees expressed different attitudes towards the
control that centralisation provides to MoE. The first group thought that bureaucracy
resulting from centralisation affected work positively, while the second group
thought that it affected it negatively. This contradiction is examined as a problematic

issue in the discussion section.

The results indicated that the strategic plan is not the only area affected by the
centralisation policy. The following section demonstrates that the workplace
environment is shaped by the centralised top-down approach of the plan’s
implementation; in this light, it may be affected negatively. The top-down policy
implies that the implementation stage should follow the MoE’s regulations in terms
of any decisions that are made regarding the implementation requirements.
Therefore, the workplace can be described as healthy or unhealthy according to the

implementers’ feelings, which are shaped by the centralised framework of their jobs.
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5.5.7 Workplace environment

The workplace environment includes the conditions in which employees work. These
conditions may be affected by the policy of the work which, in turn, shapes the
individuals’ behaviours within the workplace. For example, employees’ autonomy
may be restricted by the managers’ policies; therefore, the workplace can be

perceived as a restrictive environment, implying a lack of autonomy.

Thus, this section investigates whether the centralised nature of the strategic plan
affects the workplace environment. The results demonstrated that the centralisation
policy dominating the strategic plan did not create or maintain a healthy workplace
for individuals in the lower levels. The centralisation policy that controlled the
strategic plan led to some restrictions across the lower levels that negatively affected

the workplace environment.

The majority of the interviewees (16 out of 22) indicated that the work environment
was negatively affected by the policy of centralisation (see Table 24). The table
indicates that none (0%) of the MoE officials disagreed with the idea that the
workplace is healthy; in addition, 66% of the district leaders felt the same way. At
the other extreme, all (100%) of the school leaders perceived the workplace as

restrictive and unhealthy.

Table 24: Interviewees’ perceptions of the workplace environment of the
strategic plan

Interviewees’ | MoE officials District leaders | School leaders | Total

managerial

level

Agree 4 2 0 6
Disagree 0 4 12 16

Total 4 6 12 22
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The interviewees, especially those working at the lower levels (such as school
leaders), became emotional when they reported how they did not feel as though they
were regarded as valuable educators who require a healthy workplace environment.
Similarly, the results illustrated that some of the district leaders expressed the same
concerns. An interesting result that could be deduced from these concerns is that only
those in the lower levels (who are considered to be the implementers of the strategic
plan and of the MoE’s policies) suggested a need for a healthy workplace
environment that did not exist due to the centralised policies that were in place. The
features of the workplace were shaped according to the MoE’s policies. The
interviewees identified several aspects of the workplace, whether in schools or in
districts, that reflected the state of an unhealthy work environment:

1. Role ambiguity;
2. Their creativity is discouraged;

3. Their leadership behaviour is diminished.

Role ambiguity

The results showed that role ambiguity was one factor that affected the workplace.
Role ambiguity implies that lower levels are not fully aware of their roles in the
implementation of the strategic plan. The basic reason behind why these feelings
emerge emanates from the centralisation policy that prevents lower levels from
participating in building the plan. In addition, the top-down implementation approach
causes ambiguity in the actual roles involved, since there is no description for tasks

and duties that the lower-level implementers should fulfil.

In this section, however, the respondents reported that this issue also negatively
impacted their feelings towards their workplace. They stated that the centralised
framework underlying both plan formulation and implementation made their roles
relatively ambiguous in the implementation process. They also admitted that they
know very little about their roles in the implementation of the strategic plan. One of
the most popular interpretations of role ambiguity found in the literature is provided

by Kahn et al. (1964), who describe it as being a situation where an employee’s job,
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responsibilities, or role is insufficiently predictable or not specifically outlined. Tang
and Chang (2010) state that lack of clarity of information regarding roles can lead to
role ambiguity. It is concerning that the interviewees expressed that the centralised
nature of the strategic plan did not clearly set out the distribution of roles between
districts and schools. As a result, the implementation process results in an unhealthy
workplace because individuals lack the clear roles they need to achieve the strategic

plan’s goals.

Regarding districts, the participants stated that their currently acted as coordinators
between the MoE and the school, and that this situation had existed since the
establishment of the districts. The respondents further reported that they lacked
knowledge about their actual roles within the district as implementers of the strategic
plan; this is what Al-Sakarna (2010) described as “roles distribution”, which takes
place during the strategy building stage. The participants also said that the MoE did
not clarify the districts’ roles in relation to the implementation of the strategic plan;
rather, the MoE left them to manage their own regular routines and to observe the

schools within each district. Ali spoke about his role as a leader within a district:

...What | am practising is according to the name of the job for which I
was appointed. Nothing is clear regarding my role in the strategic
plan...

Farah described the same situation:

Yes | am the head of the mathematics department within this district.
But if anybody asks me what | am doing with regard to the strategic
plan implementation, I would say I do not know...

The same situation is apparent among interviewees who worked at schools. In my
opinion, their current responsibilities are far more critical than the responsibilities of
those working in districts because they are dealing directly with pupils’ teaching and
learning. Moreover, headteachers’ responsibilities are even more essential, as they
are responsible for all of the elements of the day-to-day running of schools, such as
issues related to teachers, staff, and pupils. Furthermore, a headteacher is the
professional leader of the school, and he or she is responsible and accountable for
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guiding the school to achieve its goals (Wilson, 1999). This distinguishes the
position of headteachers from other leaders in the educational system. Latifah, a

school headteacher, spoke emotionally about her role within the school:

... Technically, as | am a headteacher, | should have a clear role in this
strategic plan. I am here as an employer, not as a planner and not even
as an implementer. Yes, | can say that. | may implement the strategic
plan indirectly because I execute orders. But | am not sure what are
these orders aimed at in terms of whether they are a part of the plan or
not. Things are mixed and | do not know what is expected from me to
do...

Another interviewee, Fahad (a deputy head), said:

Believe me no one knows his role as implementer. Everybody knows
his job and tries to do it sincerely. But, it is not clear to us how we
should behave as implementers...

It is clear from these responses that some interviewees lack a clear picture about their
roles within their workplaces. The respondents articulated that the MoE formulated
the strategic plans in a centralised approach, and did not clarify their roles as
implementers in order to carry out the plan. According to Schaubroeck et al. (1993),
the process of defining roles is dependent on the successful communication between
both definers and receivers in the workplace. Centralisation increases the MoE’s
obligation to clarify the role of the lower levels in the implementation process, but
because this obligation was unmet, the interviewees attributed their role ambiguity to
their lack of involvement in the formulation of the plan. According to those in the
lower levels, if they were involved in the planning process, they would have had a
better understanding of their roles. This statement depends on the assumption that
increased participation from employees would allow them the opportunity to decide

the best ways in which to fulfil their responsibilities (Schultz and Schultz, 2002).

Because of vagueness of their roles, interviewees were concerned regarding the issue
of achieving the strategic plan’s goals. This was clear when they indicated that it is
important for them to achieve the initiative’s aims. Unless they understand exactly

what is required from them, they are not able to satisfy pupils, parents, and the
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media. Consequently, it is clear that they feel under pressure to provide a successful
Kuwaiti society for their children’s future. Bader provided an interesting statement;
as a headteacher, he usually meets parents after issuing exam marks. Bader repeated
what one parent told him when she criticised the school because her son’s marks

were weak:

...One of the parents told me: what are you people doing? Are you
really working to support our pupils’ learning? What is exactly your
plan? You should tell your teachers to be honest and work sincerely...

Bader continued:

...I know that she did not know what | was thinking because my answer
would be: I do not know what | am really doing...

The interviewees believe that their participation in the formulation of the strategic
plan will help them better understand their roles because, according to some
interviewees, working together implies making agreements regarding the role of each
individual or group. This understanding will make it easier for the lower levels to
comprehend the expectations of the top-level managers. According to Fauz (a
headteacher), participating in the formulation of the plan will help to clarify the roles

of those in the lower levels:

Headteachers are people in the field; I think they will be more familiar
with their roles in the implementation of the strategic plan if they are
familiar with the plan itself. 1 think participating in the plan’s
formulation is enough for me to understand my role in the
implementation stage, especially when the plan expresses exactly what
we think are typical educational needs, which we are familiar with
from our long time working at schools...

Kalid, a district leader, said:

...If leaders within the district and representatives of schools worked
together alongside the MoE, I think this will lead to a better definition
of the roles of each level because people within each level know exactly
what they want, and therefore, how to achieve it...
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Thus, role ambiguity is seen to affect the implementers within their workplace
because the interviewees do not have clear ideas about what should be done
regarding achieving the goals of the initiative. The following issue represents another
characteristic of the centralised workplace: employees’ creativity might be affected

by the centralised framework of the work environment.

Their creativity is discouraged

The interviewees perceived the workplace as a stifling environment where they could
not apply their creative ideas for the benefit of their work. For example, the
interviewees reported that certain aspects of creativity, such as creative problem
solving and generating original ideas at work, were not permitted under the current
work restrictions. It was common for the lower-level workplaces to receive ideas and
approaches about managing their work via top-down policy implementation. Lower
levels, therefore, were put in the position of being policy receivers, and they were
required to implement the instructions they received from top levels. Aisha, a
headteacher, complained about not being allowed to utilise creative ideas:

...Within the school, there are many minds; sometimes | find creative
ideas coming from teachers but we are not able to adopt them. Not
only are we not allowed, but if we do something we think is good for
our pupils, we might be punished. This happened when some teachers
within the department of mathematics developed a new approach as
an extra means to support pupils understanding some lessons. The
district questioned me about it and reduced my salary for one month.
Is this a healthy workplace?

Due to their lack of autonomy in their work environment, restrictions were placed on
the lower level employees’ actions within these spaces. The workplace environment
was one of the factors that the interviewees thought affected the extent to which they
could benefit from applying their creative ideas. Indeed, modifying a workplace
environment to encourage greater autonomy leads to an increase in the emergence of
creative ideas. This is evident in research that suggests that workplace environments
either encourage or act as barriers to creativity (Shalley et al., 2000). The
interviewees articulated that if those at the top levels provided them with a degree of
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freedom to make decisions during the implementation of the strategic plan, more
creative ideas would emerge, leading to more successful achievement of the plan’s
goals and objectives. This claim is supported by Oldham and Cummings’s (1996)
interpretation of the concept of creativity, where creative performance is interpreted
as the ideas, products, and processes that are original and have the potential to be
relevant or specific to an organisation. Oldham and Cummings emphasised the
difference between organisational innovation and creative performance. In their
interpretation, the term “creative performance” refers to definable things — such as
ideas or products — that are individually created. In the context of this present
investigation, organisational innovation refers to the effective auctioning of these
things within the intended organisation. Therefore, the organisation can benefit from
creative ideas if it allows the lower levels to make decisions independently. This is
reliant on the MoE’s ability to put into practice more collaborative ways in which to
achieve these goals and objectives, allowing for the encouragement of creative
abilities within different levels of the organisation.

Their leadership behaviour is diminished

The interviewees identified another issue that was affected by lack of autonomy in
the workplace, and which consequently affected the workplace environment in
general. This issue is related to their own leadership behaviours at work. The
interviewees described the leaders of their schools and districts as regular employees
rather than as true leaders, because the restrictions imposed on them by centralisation
did not allow for the presence of leaders (such as headteachers) within these lower
levels to act as leaders. Centralisation imposed a hierarchy that placed all authority
figures within the higher levels. Moreover, the interviewees indicated that the
managers of schools and districts lacked the capacity to take on decision-making
roles and responsibilities. This situation, according to the interviewees, did not
reflect the concept of leadership roles within the workplace. As a result, there were
no advantages available that would encourage leadership behaviour in the workplace
in either schools or districts. One of the interviewees provided an example to
demonstrate this. Ali, who worked as a leader at one of the districts, believed that he

possessed the characteristics of a leader, but he was not able to behave like a real
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leader. He had a negative attitude towards being the head of a large department that
includes a large number of staff. This department was considered to be the main

office for all of the English-language departments within the schools. Ali said:

..I attended many courses to improve my leadership skills.
Ironically, this kind of course is strongly supported by the MoE. It is a
waste of money and our time because you will not find a real leader at
any of the six districts or even at schools. | do not understand why
they want people to attend such courses and at the same time restrict
their roles as leaders. But for me, | do not care about the purpose of
the ministry in providing such courses. | only care about developing
myself...

When | asked Ali to give me an example, he responded:

Sometimes | feel upset because the district’s managers do not let me
take full responsibility to lead my department like | want. | am
familiar with my job and familiar with my abilities; therefore, 1 am
confident about my approach to managing people working at my
department...

The interviewees expressed that they, as leaders, were not satisfying their desire to
act like real leaders because of the restrictions and limitations associated with the
MoE’s policies. The centralisation policy that controlled the strategic planning of the
MoE, and that was extended to impose top-down policy implementation, did not
support autonomy at work. The respondents articulated that they needed to work
independently without being told exactly what to do and how to do it. In addition, the
participants explained how school activities were controlled by schools and districts.
The MoE was able to change the activities when it felt that changes were required,
and schools could not refuse. The districts were required to share their programmes
with the MoE, which held all of the authority to make decisions regarding these
programmes. The interviewees also discussed how any new ideas that were presented
reflected the choices made by the higher levels; this prevented the use of creative
ideas that could have potential to benefit pupils’ learning. This situation emphasises
that the centralisation policy was applied in an extreme manner in certain areas. In

some education systems, such as in Qatar, school leaders are provided with a degree
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of autonomy to deal with some issues according to their areas of expertise (Supreme
Council of Education, 2005). Such autonomy was not provided to any of the schools
or districts in Kuwait. It was apparent from their responses that the participants had
some level of awareness and knowledge about the roles of headteachers in
neighbouring countries, such as Qatar. Bader, a headteacher, indicated that

centralisation prevented school leaders from exercising autonomy:

...Headteachers’ careers in other countries are highly considered to be
autonomous, but our country does not provide that unfortunately. We
need years and years to reach their level of educational practices. You
can add this situation to what | told when you asked me to describe the
policy of the Ministry of Education...

The implications of the concept of leadership include that leaders require a degree of
autonomy that enables them to act like credible leaders. Some authors have provided
a general definition for leadership roles, where leaders influence people's behaviour,
while setting goals and setting out the process by which these aims are achieved
(Yuki, 2006). A broader explanation comes from the meaning of educational
leadership, which identifies the main characteristics and tasks of leaders. Southworth
(cited in Bollington, 1999, p. 153) illustrated that leadership is related to goal
achievement, as groups work and apply authority in an ethical manner. Cheng (1996)
described the roles and tasks of leaders, as exemplified by the ways in which they
lead and control; from the classical theory of management, a leader’s roles are based
on the policies, rewards, punishments, instructions, or rules that are employed in
order to lead followers. Therefore, it seems that leaders must be able to thoroughly
understand themselves, their colleagues, and the institution in which they are
working. School leaders in particular are required to maintain flexibility with regard
to curricula, schedules, and staffing. As long as head teachers are unable to address
staffing issues without having to consider political issues, seniority, and pecking
order, they are limited in their ability to staff their schools to most accurately meet
the needs of their students (Snell, 2013). Furthermore, it is important that leaders
respond to their followers' requirements in order to motivate them to work

effectively. Of major concern to an effective leader are the methods and processes by
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which they successfully influence their followers. Methods of setting goals,
clarifying meanings, and achieving goals are central issues to leadership (Cheng,
1996, p. 104).

It is clear that the interviewees were not able to effectively fulfil their leadership
roles at school due to their lack of autonomy. The centralisation policy demanded
that the workplace be shaped by Ministry regulations, and that all elements of the
schools be controlled by top-level regulations. As a result, the interviewees described
their workplace environment as unhealthy due to the lack of encouragement or

support for their creativity or their leadership behaviours.

The other group of interviewees (6 out of 22) did not mention any concerns
regarding their work environment (see Table 24). None of the participants
representing the MoE officials expressed concerns regarding this issue. The most
likely for this is that these officials were the policymakers whose working
environment was largely unaffected by such regulations. The workplaces most
affected by centralisation were those at the bottom of the hierarchy. The MoE
applied a top-down approach of policy implementation that, according to the

respondents from the lower levels, affected the workplace environment.

Two district leaders did not think that the workplace to which they belonged was
affected by centralisation. It seemed that they did not share the same feelings as the
other interviewees from the same level. When considering the position of these two
individuals, | found that both of them were recommended for appointment as
undersecretary assistants within the MoE. These appointments would place them at
the top of the hierarchy among the other policymakers within the MoE. 1 think that
these two respondents did not want to expose their feelings regarding the districts
that they led, as their current circumstances may have made them reluctant to let their
districts appear to be unhealthy working environments. Given their current positions,
it seems likely that they would want to present a positive impression of the districts
that they led. Additionally, other interviewees indicated that many employees within
the districts left their jobs due to dissatisfaction with the strict regulations and with

their “boring jobs”, as they described them.
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In conclusion, the results indicated that the Kuwaiti education system is extremely
centralised; the MoE makes all decisions in a highly top-down approach. Moreover,
the results identified a number of great concerns regarding how the strategic plan is
controlled by extreme centralisation. Many issues emerged as consequences of the
centralisation policy, and these matters fell within the seven main issues under
investigation. It seems that most of the district- and school-level leaders are
unsatisfied with the current policy that controls the education system. This concern is
reflected in their descriptions of the negative issues that resulted from the
centralisation policy. The major concerns reported by the interviewees revolved
around issues that had an impact on educational outcomes, such as a lack of
resources and the need to participate in the strategic plan in order to ensure that it
covers most of their needs. In addition, district and school leaders believe that the
bottom-up implementation of the strategic plan affects their own performance within
their work. The work becomes restrictive when it is run under a highly centralised
framework, as lower-level management professionals (in the districts and schools)
face difficulties when understanding their roles. A clear understanding of their roles
enables them to set goals for themselves and utilise their abilities to fulfil their duties
in a creative manner. Consequently, these leaders become unable to attain the plan’s

goals, which are strongly connected to the schools’ outcomes.

In contrast, the MoE officials showed positive attitudes towards the centralisation
policy, and they did believe that this kind of policy affects the strategic plan’s
effectiveness. The MoE officials did not criticise the MoE’s policies in the plan’s
formulation and implementation. This illustrated how the top-level management — as
policymakers — did not attempt to showcase the strategic plan in a negative manner.
Rather, they attempted to defend the MoE’s policy in managing the education

system.

The next chapter discusses the policy of centralisation, as adopted by the MoE. It
also explores the reasons as to why the government of Kuwait adopted this policy. In
addition, the next chapter outlines the seven issues of the centralised strategic

education plan, and connects these issues to the literature. Finally, it also investigates
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the ways in which the MoE applies centralisation, highlighting the organisation’s
responsibility as a policymaker, which makes all of the decisions related to education

using a highly top-down approach.
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Chapter 6: Discussion

6.1 Introduction

The main aims of my research are to address the nature of the current policy that
controls the education system in Kuwait and to identify its characteristics. In
addition, this research aims to highlight issues associated with the centralisation
policy regarding the formulation and implementation of the strategic education plan
in Kuwait. Moreover, it aims to address the impact of the centralisation policy on
each of these issues. This section discusses the research findings, beginning with a
discussion of the extent to which the centralisation policy is employed within the
Kuwaiti education system. Afterward, it discusses the issues that resulted from the

centralisation policy in the strategic plan.

6.2 Research question 1:

(How do the research participants characterise the education system in
Kuwait?)

The findings indicated that the Kuwaiti education system is extremely centralised.
All educational issues, such as resources, pupil assessment, and educational
planning, are entirely controlled by the people at the top of the educational hierarchy,
as represented by the MoE. In many education systems, both centralisation and
decentralisation policies appear to be part of a continuum, such as in the Qatari
education system, which applies a centralisation policy, while at the same time
providing a degree of decentralisation (Supreme Council of Education, 2005). This
means that decentralisation can appear within a centralised system, and vice versa.
Shah (2010) argues that, as concepts, decentralisation and centralisation are not
paradoxical, so applying one does not automatically mean disregarding the other.
Centralisation and decentralisation do not necessarily oppose each other and should
not be described in black and white terms. The issue, therefore, is not whether to use
centralisation or decentralisation; rather, the issue lies in what should be centralised
and what should be decentralised (Hanson, 2003). The results of this research

suggested that nothing is decentralised in the education system in Kuwait, and there
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are no signs of delegating authority to the lower levels of that hierarchy across any of
the most vital educational issues, such as for resource allocation and professional
development planning. Therefore, it appears that the Kuwaiti system can be

described as being extremely centralised.

In order to ensure the credibility of the claims regarding the hyper (extreme) use of
centralisation to control educational issues within the Kuwaiti education system, it is
important to clarify the meaning of the expression “extreme centralisation”, and to

consider the characteristics of an organisation that is run under that type of policy.

Centralisation and decentralisation are policies that deal with authority or power
inside any organisation. The word “power” is connected to the control of making
decisions regarding the organisation’s components, policies, and inputs. For
educational organisations, power is connected to the control of decision-making
processes with regard to financial, material, and human resources (Gibton, 2003). In
order to confirm that the education system in Kuwait is centralised, it is necessary to
locate the power within the education system and to identify whether a higher or
lower level within the hierarchy holds that power. According to the results, all
decisions, such as those indicated by Gibton, are made by the MoE which, in many
education systems, is commonly considered to be the top responsibility of the
educational hierarchy. Therefore, in this study, the results indicate that the MoE
holds the decision-making power within the Kuwaiti education system, and it is the
absolute system controller. As Weber (1947, p. 152) notes, this situation clearly

occurs when:

The probability that one actor in a social relationship will be in a
position to carry out his will despite resistance, regardless of the basis
on which this probability rests.

The emphasis on hierarchical decision-making also appears in the literature that
describes the concept of centralisation. For example, Al-Ahmad et al. (1994) defined
centralisation as a style of authority in which the educational departments are
arranged hierarchically from the higher levels to the lower levels, with each level

receiving decisions and tasks from the level above. This is characteristic of a
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centralised organisation that adopts a hierarchical structure. Therefore, the direction
of authority travels from the top levels to the lower levels, as a form of top-down
decision making. This description precisely illustrates the decision-making policy
used within the Kuwaiti education system: the MoE applies a strict top-down
approach in which it makes and disseminates decisions that affect people in the lower
levels of the hierarchy. | would suggest that this does not explain whether the
decision is made entirely at the top level, or if it is sometimes delegated to the lower
levels (which, in turn, may pass the decision on to even lower levels). However, in
order to describe an organisation’s policy as being one of “extreme centralisation”, it
is still necessary to determine the location of the key decision-making authority and
to examine whether or not that authority is concentrated entirely at the top level,
putting lower levels in a position of only receiving and implementing the decisions
made by others. Lauglo (1995) explains the policy of centralisation from this
perspective, pointing out that the central authority concentrates on decision making
in a wide range of matters, “leaving only tightly programmed routine implementation
to lower levels in the organisation” (Lauglo, 1995, p. 6). Al Jaber (2002) also
confirms this point by specifying the location of authority, indicating that the
decision-making process is, therefore, principally controlled through centralisation
by the highest authority within the overall hierarchy.

Taken together, these three interpretations to the concept of centralisation provide a
clear perspective as to how to determine whether an organisation is hyper-
centralised. One can do so based on the role that top-level management plays as the
absolute authority, as well as on the role that the lower levels play as decision
receivers. This top-down approach is the decision-making approach that most
resembles the decision-making structure that the results of this research identified
within Kuwait’s MoE. It seems that the MoE in Kuwait applies an extreme
centralisation approach because the MoE is the absolute controller of any decisions
that are made, and the people working at the lower levels of that educational
hierarchy, such as the people who work in the districts (and even lower, the in the
schools) are the recipients of the MoE’s decisions that are handed down in a top-

down direction. This result is in line with earlier reports about the nature of policies
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that control the education system, as outlined by Al-Jabr (2002), Helal and Al-
Sharidah (1999), Al-Sarraf (1997), Al-Hadhood (1996), Al-Ahmed et al. (1994), Al-
Hamdan (1992), and Al-Mesaileem and Jassim (1992).

In looking for an example to cite that serves as an adequate comparator to Kuwait, |
found an apt case in France. In that country, aspects of centralisation fully control the
general structure of the education system, including school building maintenance, the
setting of national examinations, curricular content, and teachers’ recruitment and
training (Cole and John, 2001). | would argue that this situation is in line with the
results of this research in that resource allocation is totally controlled by the MoE;
this will continue to be the case as long as the MoE continues to act as the sole
decision makers, and as long as lower levels of management simply remain in their
positions as implementers. However, in the French education system, initiatives
towards decentralising the education system took place and the government started to
apply partial decentralisation to help manage education (Derouet and Normand,
2009).

Another point about such policies can be found when examining more decentralised
systems, such as the British education system. Schools in Britain have greater
autonomy than schools in Kuwait. British educational reform culminated in the
establishment of self-managing schools that operate within “collaborative school
management.” This approach involves the integration of goal setting, policymaking,
planning, budgeting, implementing, and evaluating. Collaborative school
management, where appropriate, encourages the involvement of staff, students, and
communities in decision making, and focuses on the primary functions of schools:
teaching and learning. It enables school management to be organised around
programmes that facilitate and support optimum school working patterns (Caldwell,
2002). This situation, which is contrary to what occurs in the Kuwaiti education
system, supports the claim that the educational system in Kuwait is centralised,
particularly when considering the facilities that decentralised systems provide to

schools, as can be seen in the British approach to education management. Thus, the
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British and Kuwaiti education systems are on opposite ends of the centralisation-

decentralisation spectrum.

The reason why centralisation is adopted in Kuwait appears to be politically based.
Since the establishment of the state of Kuwait, one ruler has led the country, and all
political issues are controlled by the “Shaikh.” Furthermore, this model of national
leadership remained stable until the discovery of oil in Kuwait. Oil production
quickly transformed the nation from being a very poor country into being a very
wealthy country, and the Ministry of Finance became responsible for billions of
dinars. The ruler of Kuwait was the only person who was able to make decisions
about any economic and financial issues; therefore, it can be seen that the need to
control the massive wealth with which the country was previously unfamiliar has
increased (Crystal, 1995).

It seems likely that the increase in wealth in Kuwait paralleled the increase in the
government’s control over the financial income of the country. As a result of the
absolute control of the ruler of Kuwait, the culture of centralised control increased,
especially within the different sectors of the country, and the government adopted
control over the ministries, including the MoE. Therefore, the concept of
centralisation stems from the dominance of the Kuwaiti government. Consequently,
other sectors have started to apply centralisation, beginning from their establishment,

mirroring the dominant culture of centralisation of control (Al-Sharrah, 2002).

In conclusion, the education system in Kuwait is clearly managed according to an
extremely centralised policy. Although there are some calls from scholars (and
especially in the 1990s) to start thinking seriously about decentralisation, the

government is still not responding and is maintaining its use of centralisation.

After discussing the current policy of controlling the education system in Kuwait, the
following section presents a discussion of the issues that were regarded as the results

of centralisation policy on the strategic plan’s formulation and implementation.
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6.3 Research questions 2, 3, and 4:

e What issues does centralisation in educational policy raise for the formulation
and implementation of strategic education planning in Kuwait?

e What are managers’ perceptions about the implications of these issues for
both policy and practice?

e What reasons do managers provide for their perceptions regarding the

centralised strategic plan?

6.3.1 Efficiency and effectiveness of the strategic plan

The results of this research demonstrated that the centralised strategic plan is both
inefficient and ineffective in terms of producing a high level of outcomes. As
mentioned earlier, the issue of effectiveness emerged during the in-depth interviews,
when the efficiency of the strategic plan was discussed. Therefore, there are no

quantitative results regarding the effectiveness of the strategic plan.

6.3.1.1 Efficiency of the strategic plan

The questionnaire results revealed that there are significant differences between the
respondents within the three managerial tiers of the education system (the MoE,
district, and school levels). When asked whether the current educational system in
Kuwait is effective and efficient, the MoE officials maintain a position of being
“undecided” about this issue, whereas the district and school leaders maintain their
position where they are in disagreement with this sentiment. These findings were
confirmed by the interviews, where it was found that only the MoE officials differ

from the other groups in the same way, as revealed by the questionnaire responses.

In general, the questionnaire indicated that the majority of participants disagree with
the idea that the strategic education plan is efficient. This finding is also confirmed
by the interviews, where the majority of the interviewees also disagreed with the

issue of the efficiency of the strategic plan.

Regarding the causes of the inefficiency of the strategic plan, as identified in the
interviews, the results highlighted that the centralised strategic plan negatively
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affects school outcomes, as evidenced by pupils’ low levels of achievement (Al-
Humood, 2012; Al-Ramzi, 2009). In addition, the results suggest that there is a gap
between the given resources and the quality of school outcomes because the
resources are insufficient and inadequate for teaching the lessons. In this way, the
results demonstrated that the resources given have failed to produce a high level of
outcomes. Here, the concept of efficiency refers to the ratio between outputs (as
represented by pupil achievement) and inputs (as represented by the lowest cost of
resources) (Levaci¢, 2002; Anderson et al., 2001; Bell, 2000). | would argue that, if
the available (minimum) resources can be used successfully to produce positive
results, this would suggest that the quality of these resources is acceptable. However,
the results showed that the minimum level of resources provided is insufficient and
inadequate. The problem of inefficiency, therefore, seems to lie in both the quantity
(minimum) and the quality (type) of the allocated resources because the available
resources cannot be employed successfully to the benefit of pupil achievement
levels. According to the definition of efficiency, as previously mentioned, the
education system can be efficient when it reaches positive outcomes, which result
from using the least amount of resources. The situation in Kuwait identifies that
using the least amount of resources failed to deliver high-level outcomes. At this
point, it is important to question the impact that the centralisation policy has on the
efficiency of the education system. In other words, why does the centralised strategic
plan not ensure that high-quality resources be provided, which could ultimately
produce good results? In Kuwait, the policy requires that the MoE decide the amount
of funding and the material resources to allocate to each school. The MoE distributes
funds to schools equally at the beginning of every academic year. In my opinion, it
does not make sense that all schools should receive the same amount of financial
resources; there is no doubt that there are differences in each school’s needs. In
addition, material resources may fit specific schools’ needs and not fit other schools’
needs. Furthermore, schools with large numbers of pupils and staff differ in their
needs when compared to schools with smaller numbers of pupils and staff. From this
perspective, the policy of centralisation seems to impede the ability to obtain
appropriate resources for each individual school. Therefore, at least some schools
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will fail to successfully apply available resources to meet the needs of their pupils
and to enhance their learning.

The interviewees attributed this problem to the centralised nature of the strategic
planning, which does not ensure that the schools will obtain a sufficient quantity and
high quality of resources because the MoE currently allocates resources to all schools
according to its own method, regardless of the actual needs of the schools. When the
top authority applies this type of approach, lower-level management personnel are
unable to make decisions regarding the amount of resources they need during action
planning, which requires consideration and decision making regarding the resources

required to meet the goals of the plan (Glover, 2000).

The findings from this research suggest that if the strategic plan allowed lower levels
in the hierarchy to participate in making decisions regarding the resource allocation
process, their actual needs would be better estimated and, therefore, resources could
be applied more accurately in order to support the achievement of high-quality
results. Cheng (1996) argues that by involving schools in making decisions, the tasks
required of school management are decided based on the characteristics of each
individual school, and so they are more likely to meet each school’s specific needs.
Bush (2000) supports the idea of allowing schools to make decisions regarding
financial resources. He indicated that in some decentralised systems, there is a belief
that individuals working in field directly — such as teachers in the education system
working directly with pupils — are more likely to make relevant and accurate
decisions regarding spending, in comparison to management, whose work is far
removed from where the money would actually be spent. Scurati and Paletta (2009)
support this perspective, commenting that allowing schools to make decisions
regarding the quantity and quality of financial resources would lead to improved
efficiency at those schools. They emphasise that participation would require the
enabling of headteachers to lead dialogues and debates during decision-making
processes, and to take into account board and faculty decisions; it would also require
that the necessary resources for projects and initiatives be provided. These comments

are in line with the results of this research, which suggests that schools need to make
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decisions regarding the quantity and quality of resources because they are familiar
with their own needs and are aware of the best ways in which to apply these

resources to meet those needs.

Even if lower levels were able to address the amount and kind of resources they
need, it is important to consider whether affording them that type of decision-making
authority would necessarily ensure good use of those resources and successfully
support high-quality outcomes. Hanson (2003) disagrees with this notion,
commenting that decentralisation in resource allocation allows schools to purchase
resources freely, as they desire. This freedom can lead to unstructured management
and a lack of control over finances (Hanson, 2003). Moreover, Lyones (1985)
commented that centralised planning ensures efficient management, as the MoE will
be able to allocate resources in a way that conserves resources. It is obvious that
these perceptions are focused on saving resources rather than on ensuring the
appropriate use of resources in order to support high-quality outcomes. The issue of
efficiency is not merely limited to saving resources; it also implies using the least
amount of resources possible to deliver positive outcomes. As mentioned in the
presentation of the findings section, Ofsted describes efficiency as the effective use
of available resources in order to achieve the best possible educational outcomes for
all pupils (cited in: McAlees, 2000). Therefore the least available resources should be
accompanied by their “best” use. Consequently, it can be seen that those who work
directly with pupils are more likely to know the best ways of utilising resources for
their teaching process (Bush, 2000; Simkins, 1998). However, there is no guarantee
that all teachers are uniformly committed to ensuring the best use of resources in
order to produce high levels of achievement. | would suggest that the solution is to
apply a system of accountability, whereby teachers are accountable to the MoE and

other stakeholders in order to achieve the goals of the strategic education plan.

6.3.1.2 Effectiveness of the strategic plan

The issue of the effectiveness of the strategic plan is similar to the issue of the plan’s
efficiency. However, the effectiveness of the plan focuses on reaching the desired

outcomes without focusing on the costs of the resources dedicated to that purpose
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(Shcreens, 2000). The results indicated that the outcomes do not reflect the desired
goals of the strategic plan of the MoE, which represent the desired goals of the

Kuwaiti society.

The participants focused on one factor that affects school outcomes: the centralised
in-service programmes. The strategic plan of the MoE includes several goals that are
required to guide efforts towards increasing pupil achievement. According to the
results, the professional development policies follow the general policy of the (highly
centralised) plan. Therefore, the MoE’s in-service professional development

programme remains centralised.

The results confirmed that the centralisation policy that currently controls the in-
service programmes has affected the quality of teachers and, as a consequence, it has
affected pupil achievement levels. Therefore, it can be seen that a relationship exists
between teacher training and positive pupil achievement (Caena, 2011; Rahman et
al., 2011; Santagata et al., 2011; Swington et al., 2010; Colbert, 2008).

The in-service programmes are designed in a centralised manner. It is logical that a
systematic process be employed to identify any needs that should be met by specific
types of programmes. The MoE’s top-down approach requires that the Department of
Development and Improvement accurately identifies the needs of the educational
system, and that it designs a variety of programmes to meet those needs. However,
the evidence illustrates that relatively few in-service training programmes take place
each academic year, and those programmes are broadly similar in content (MoE,
2000). This can be attributed to the inadequate way in which these programmes
address the schools’ needs, because excluding schools from suggesting the kinds of
programmes they think they need impedes the provision of sufficient programme
variety. While schools are able to address the actual needs of the training
programmes for staff and teachers (Metwali, 2004), there is no evidence that the
MoE allows schools to suggest the training programmes they need. Consequently,
the MoE policy regarding its training programmes does not appear to meet the actual
needs of the schools. Therefore, the top-down policy applied in Kuwait can be seen

as impeding the provision of adequate teacher training programmes.
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This finding suggested that there should be wider participation from the lower levels
(such as the schools) to participate in designing the training programmes based on
their knowledge of their actual needs. This is supported by Al-Hamdan and Al-
Shammari (2008) whose study in Kuwait examined the potential to involve
headteachers of secondary schools in the planning of in-service programmes; their
results highlighted that there is a need to involve headteachers in planning these
programmes, while developing productive relationships between schools and the

personnel responsible for planning the in-service programmes.

The results of Al-Hamdan and Al-Shammari’s (2008) study, alongside the results of
this research, suggest that schools should have a voice in deciding the nature of the
in-service programmes. | would argue that this approach does not necessarily
guarantee high pupil outcomes. Even if schools were empowered to decide the nature
of the training programmes in cooperation with MoE, it would not automatically
guarantee that pupil achievement levels would increase. This is due to the fact that
when designing the content of the in-service programmes (in addition to the content
that is developed, which is informed by the actual needs of the teachers), other
factors should be considered. These other factors include choosing qualified and
appropriate instructors, utilising technology for training, and supporting the
programmes with appropriate resources. These elements can all be considered as
characteristics of an effective in-service programme (Yigit, 2008; Teacher Training
Agency, 2005). It seems likely that if decentralised training programmes do not
address these types of issues to improve teachers’ skills, this would affect the
teachers’ learning and, consequently, it might affect pupils’ learning. Therefore, the
development and provision of in-service training programmes is not only a matter of
the policy employed to control the in-service programmes; it is also a matter of
meeting the actual needs of the teachers and students while employing the best
means through which to improve skills and knowledge. Programme quality is a
concern that would be shared by both centralised and decentralised in-service

programmes.
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However, the current situation in Kuwait seems to be that the Department of
Development and Improvement failed to provide appropriate programmes because
the needs of the schools were insufficiently surveyed. It was found in this research
that lower levels, such as schools, believe that they can address these needs more
accurately. As the schools’ needs are not met by the top-down approach, this
situation has generated a desire in the interviewees to be able to handle the task of
deciding the nature of the programmes, especially given that the schools are strongly
familiar with their own training needs. The lower levels in the hierarchy are not
empowered to participate, so it is easy for them to blame the MoE’s policy of

centralisation for their poor professional development.

6.3.2 Comprehensiveness of the strategic plan

As revealed by the questionnaire results, significant differences exist between the
MoE officials, district leaders, and school leaders’ perceptions with respect to the
comprehensiveness of the strategic education plan. While both district and school
leaders maintain a position of being in disagreement with the idea that the strategic

plan is comprehensive, the MoE officials hold a position of agreement in this regard.

The interview findings differed slightly from those of the questionnaire. Although
the questionnaire results indicated that the MoE officials believe that the strategic
plan is comprehensive, they adopted the opposite position during the qualitative
study. However, the district and school leaders remained at the same position of

disagreement throughout both processes (the interviews and the guestionnaires).

I would suggest that the reason for this finding might be that the MoE officials failed
during the interviewees to provide realistic evidence to support the
comprehensiveness of the strategic plan. Asserting that the strategic plan is
comprehensive requires evidence and examples that demonstrate the aspects of
comprehensiveness, and this is one area that the interviews attempted to investigate.
For example, during the discussion of various issues, such as complaints relating to
the curricula, pupil achievement levels, and teachers’ qualifications and training

issues, the interviewees began to highlight problems related to those areas. In this
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way, the MoE official interviewees conceded to the incomprehensiveness of the
strategic plan.

The majority of the questionnaire participants disagreed with idea that the strategic
plan was comprehensive; this result was confirmed by the interviews. The
interviewees attributed their disagreement to the notion that the centralisation policy
affects the comprehensiveness of the strategic plan through three points. First,
educational needs are incorrectly estimated. Second, the strategic plan cannot cater to

society’s problems. Finally, the strategic plan impedes learning from the outside.

In relation to the needs and problems of society, it seems that the top of the hierarchy
of the education system in Kuwait did not accurately address the actual needs and
problems when analysing the internal and external environments of the education
system. | think this issue is strongly linked to the centralised approach of holding the
planning process within the top levels of authority, because the MoE does not allow
participation from anyone inside or outside the education system. Ghenem (2008)
comments that gathering data about needs and problems should depend on utilising
different sources of information, such as schools, civil society institutions, and
parents. | would argue that as long as centralisation prevails to the extent that it
prevents members of a society from participating in the formulation of the
educational strategic plan, it is reasonable for the findings of my research to conclude

that the MoE’s current strategic plan is not comprehensive.

To ensure the comprehensiveness of the strategic plan, the planning group should
include members from various specialisations, positions, and with a wide variety of
experiences (Bantel, 1993). In my opinion, the most vital stage of the strategic
planning process, which ensures the comprehensiveness of the strategic plan, is data
collection and the analysis of the organisation. This stage includes the process of
identifying the needs, problems, and priorities that will be addressed by the plan
through the development of adequate objectives. | would argue that this stage
requires the involvement of personnel from several levels of the organisation in order
to accurately identify and address all the needs and problems in the plan. In addition,

the members of a civil society and a number of experts can provide information and
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recommendations regarding areas that could be essential to society; therefore, these
perspectives could be included in the strategic plan. Consequently, the plan could be
described as being comprehensive once it covers all the needs and problems that
have been raised by people in different fields and positions, and who have various
interests in developing the education system. Al-Hareeri et al. (2007) support this
result, stating that in order to be considered comprehensive, the strategic plan should
include input from all organisational levels and, therefore, it should identify and
address a wide range of issues, potential problems, as well as general and specific

needs, and it should also consider all available resources.

In order to benefit from the experience of other education systems, it may be useful
to consider what approaches those systems found to be successful or unsuccessful.
This is what Korea accomplished when its education system benefited from
considering the opinions of different parties when it attempted to reform Korean
language textbooks. The Korean MOoE collected information from teachers,
principals, parents, and the education systems of other countries in order to
comprehensively canvas the need for reform (Lee, 1997). The Korean experience
indicates that utilising people from different levels from both inside and outside the
organisation made the project more comprehensive and, therefore, a similar approach
could make the strategic plan more comprehensive. Of course, this cannot be
achieved without involving a wide range of people and the sharing of decision

making through a bottom-up approach.

The third reason for the incomprehensiveness of the centralised nature of the
strategic plan is that it impedes learning from outside sources. In the Kuwaiti context,
evidence of this can be seen in the refusal of officials within the MoE to accept Tony
Blair’s report about the education system in Kuwait (Al-Mogatei, 2010). Blair’s
report suggests that the education system in Kuwait is weak and that those
responsible for education should think about how to improve the situation. It is likely
that because Blair is British, and therefore coming from a different culture,
educational officials in Kuwait did not acknowledge his recommendations regarding

improving the education system in their country. This may relate to the belief that
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any analysis of the education system is more accurate when it comes from insiders
rather than from outsiders. Moreover, one MoE official argued that Blair’s report
failed to reflect the reality of Kuwait’s education system,; that is, it drew a veil over
the system’s positive aspects (Al-Mogatei, 2010). This argument illustrates, to some
extent, that MoE officials believe that any criticism of the education system would be
more effective if it accounted for both the strengths and weaknesses of the education
system; this can be achieved if the individuals evaluating the education system fully

understand how the system operates in daily life.

The results indicated that the centralised strategic plan is regarded as a barrier, as it
does not allow the educational system to benefit from technology that other contexts,
such as Western countries, utilise in their education system for teaching and learning.
With this centralisation, experts and stakeholders are excluded from addressing the
best means by which to help achieve the plan’s goals (Hussain, 2006). This situation
seems to be similar to the Kuwaiti context. | suggest that benefiting from outside
experience is important enough to be included in the strategic plan’s agenda,
especially if it leads to the enhancement of pupils’ learning. Davies and Ellison
(2004) concur, commenting that successful planning considers the experiences from
outside of an organisation’s own environment. Additional perceptions demonstrate
that using technology, such as computers, in teaching pupils increases opportunities
for pupils to look at global information which, in turn, can have a direct and positive
impact in the classroom (Carnoy, 2005). Therefore, allowing such opportunities
requires being open to a variety of perceptions and suggestions regarding which
technologies are most appropriate; these perspectives may emanate from different
stakeholders. However, decisions regarding the use of technology cannot be achieved

within an extremely centralised system such as Kuwait.

Some authors, such as Lahloob (2012), think that decentralisation, which often
considers outside experiences, may lead to losses in local identity. This may be a
reason for the continued centralisation in many conservative countries in the Middle
East, such as in Kuwait. Yamani’s (2006) comparative study of the national

education development paradigms in the Middle East highlights a challenge that
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educational experts, who are seeking to promote educational reform, should pay
close attention to when attempting to move towards a process of decentralisation. At
the heart of the issue is the fear that the widespread acceptance of ideas from
Western contexts may not be appropriate for education systems in certain Middle
Eastern countries. Therefore, these systems prefer to maintain their centralised
policies as an attempt to protect local culture and religious beliefs. Middle Eastern
educators have long held fears that if future generations are too heavily influenced by
the West, the culture and religion of their own countries may deteriorate (Yamani,
2006).

In the case of Kuwait, I do not think that the education system needs to be too
concerned about this issue, as can be seen from the Western-based K12 schools that
exist throughout Kuwait, the scholarship plans that send hundreds of Kuwaiti
students to the West to obtain the most up-to-date education, and the various local
projects that adopt Western paths of working and business management methods.
Kuwait has also adopted new plans in which higher education institutions based on
Western education systems are welcomed into the country. Some examples are the
American and Australian Universities in Kuwait that were established years ago.
Therefore, openness to Western experiences does not seem to threaten the Kuwaiti
society and, in fact, it can be useful for the development of the Kuwaiti education
system, as certain technologies can be employed, experts can facilitate educational

planning.

Thus, a centralised strategic plan can be regarded as an obstacle to identifying the
needs and problems of society and the country’s education system. In addition, the
educational system may be failing to benefit from outside experiences. An alternative
policy that has the potential to better facilitate these issues would utilise a degree of
decentralisation that could ensure that the needs and problems within the system are
more accurately addressed, and this would increase the comprehensiveness of any
strategic education plans. In addition, that type of policy employed would provide
more effective consideration to outside experiences which, in turn, could be applied

to benefit the education system.
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6.3.3 The implementability of the strategic plan

The questionnaire results indicated that there is a significant difference between the
three tiers of the education system in Kuwait with regard to the implementability of
the strategic plan. The MoE officials were undecided about whether the plan could
be implemented, while the other groups (district and school leaders) rejected the
possibility that the strategic plan could be implemented properly.

The results of the interviews differed slightly from the results of the questionnaire, as
only the position held by the MoE officials was different. While these individuals
were unsure about whether the strategic plan was implementable during the
questionnaire, they largely supported the idea that the plan could be enacted
successfully during the interviews. The other two groups maintained their position
that the plan could not be implemented successfully — a belief that was reflected in

both the interviews and the questionnaire.

The overall understanding of these results is that it seems that the MoE officials
fluctuate in their opinions regarding whether it was possible to implement the
centralised strategic plan. When it comes to the questionnaire, these individuals seem
to conceal their feelings regarding this issue. In the interviews, however, they were
required to reveal their position directly to me. I would, therefore, suggest that they
preferred not to describe the strategic plan as being difficult to implement because
they are responsible for its formulation. This speculation is supported by Al-Ajmi
(2008), who stated that in some cases, planning leaders lack transparency regarding
how they describe any of the weaknesses of their plans. Al-Ajmi suggests that the
reason for this is that they do not want to highlight any weaknesses because they do
not want to be blamed for them, and they do not want these weaknesses to be used
against them. Thus, it is possible that the reason behind the participants’ perceptions
lies in the idea that MoE officials are focused on satisfying the government, as
represented by the Supreme Council of Planning, which requires that the MoE set the
strategic plan. Therefore, it is not possible that these individuals would establish a
plan and then indicate that the plan as unable to be implemented. | would suggest

that more credible comments would come from people who are responsible for
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implementing the plan (districts and schools), because they are directly exposed to
the difficulties and constraints associated with the plan.

The general result of the questionnaire regarding the whether the strategic plan can
be implemented falls in line with the general result of the interviews: the participants
think that the strategic plan of the MoE is difficult to implement. The reason behind
this perception can be described in three points. First, the strategic plan lacks clarity,
resulting in the implementers being unfamiliar with the components of the plan
because of centralisation. Second, the centralised nature of the strategic plan impedes
the ability of schools to obtain the appropriate and sufficient resources needed for
implementation. Third, the centralised strategic plan is rigid in nature and does not

adequately respond to change.

Regarding the impact of centralisation on the clarity of the strategic plan, it is largely
agreed that in order for the plan to be successfully implemented, it is logical to
assume that the plan and its objectives should be clear to the implementers
(Mohammad, 2011; Al-Sakarna, 2010; Al-Ajmi, 2008). Therefore, this increases the
MOokE’s responsibility to clarify the plan for implementers, such as schools and district
managers; furthermore, the MoE must also clarify the plan to society and other
stakeholders. Lower levels are responsible for implementing the strategic plan and
for meeting its objectives and goals; therefore, they must accept a plan in order for it
to be implemented efficiently (Al-Sakarna, 2010). Consequently, top-level
management should enable lower management levels to review the strategic plan in
order to be sure that they clearly understand its strategy, goals, and objectives. In the
Kuwaiti education system, the MoE is the only authority responsible for developing
the plan, and it does not apply noticeable methods to deliver the plan to districts and
schools. It is not reasonable to expect that a plan be effectively implemented when
those who are responsible for its implementation do not fully understand its

components and objectives — or, indeed, their own roles.

The findings from my research supported the idea that the centralised framework that
controls the formulation of the strategic plan is one of the reasons for the vagueness

of the plan. The results also suggest that participation from various levels within the
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education system would ensure better lucidity of the plan. This is supported by Al-
Qatameen (2002), who indicated that with participation, staff, teachers, and
stakeholders will be aware of the plan’s objectives, as well as aware of the general
standards of the MoE, which is the guiding “map” for establishing the school’s plan.
Al-Ajmi (2008) stated that tensions during the implementation stage might result
from the exclusion of lower levels from the process of the plan’s formulation. He
argued that the people required to implement the plan should accept and understand
it before the implementation phase, and this can be achieved by involving them in the
plan’s formulation. Al-Hareeri et al. (2007) also suggested that the strategic plan
should not be built in isolation from those who are required to implement it. They
described that broader consultations should take place between senior managers and
implementers during the formulation stage. According to Al-Hareei et al. (2007), this
will increase opportunities for the implementers to accept the plan and, as a result,
task ambiguity could be avoided during the implementation process. Consequently,
participation in the formulation of the strategic plan helps the implementers develop
a wider understanding of the plan, and this can be regarded as a factor that facilitates

effective implementation of the plan.

I would argue, however, that it is unfair to generalise and to level all blame for the
difficulties experienced during implementation of the plan at the centralisation
policy. It is important to consider how senior managers deliver plans to the lower
levels. Mohammad (2011) states that several methods could be employed to
introduce strategic plans to the implementation body. First, conferences may take
place to discuss the strategic plan. Second, meetings with the implementers’
representatives can be conducted in order to provide a wider explanation of the
plan’s objectives and the implementers’ roles (Al-Tabeeb 1999). Third, the MoE can
create manuals that include guidance for those who are required to implement the

plan.

The research findings have also highlighted that none of arrangements noted above is
currently applied. In fact, there is no evidence that the MoE follows any specific

approach or uses any specific method by which to clarify the plan. It can, therefore,
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be seen that the top educational authority in Kuwait has failed to introduce the plan
to lower levels in a clear and effective manner. Consequently, it could be suggested
that the top authority ignored the fact that introducing the plan clearly to those who
are required to implement it is essential to the success of the plan. At this point, |
would suggest that the problem seems to lie with the people at the MoE rather than
with centralisation itself, because as long as they are holding authority over the
plan’s formulation, they are responsible for finding best ways to deliver the plan to
implementers. It appears that certain individuals are reflecting one of the negative
features of centralisation, as they are not fulfilling their duties properly. Al-Farra
(2003) believes that the strategic plan’s implementation calls for senior managers
who believe in the values of the strategic plan, and who can facilitate the means that
will ensure good implementation. Windham and Peng (1997) reported that education
plans fail when the authority is concentrated at the centre and, specifically, with
individuals who are not interested in achieving its goals or attaining educational
success. | would suggest that centralisation becomes damaging when centralised
authority is practiced in negative ways, as indicated by Windham and Peng (1997). If
the top authority utilised effective methods to clarify the plan, it is likely that there

would be fewer concerns surrounding centralisation.

It is also likely that negative behaviour exhibited by the personnel within the MoE
who are responsible for the formulation of the plan leads the implementers to believe
that the centralisation policy impedes clarification of the strategic plan. It can be seen
that in most situations, the implementers tend to criticise policy rather than criticise
behaviour. This perception is supported by Al-Ateeqi (2004), who stated that
Kuwaiti top-level managers that work at the MoE keep themselves busy with
managerial tasks. In addition, she argues that within the policy of centralisation, it is
difficult for those who act as ultimate policy and decision makers to maintain a focus
on all educational issues. Therefore, Al-Ateeqi suggests that top-level managers
allow low levels, such as schools, to handle more of the duties. Al-Ateeqi views
decentralisation as the solution, and she does not suggest other solutions. It is also
likely that people in the lower levels, who act as implementers, know how they are
best able to understand the plan. Therefore, the implementers believe that if they
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participated in the formulation of the strategic plan, they would be more familiar
with it and would, therefore, understand what is required of them; this is highly

apparent in the results of this research.

The findings further demonstrated that the centralised strategic plan of the MoE
caused a lack of appropriate resources needed for the plan’s implementation. One of
the most vital issues to the success of any plan is the availability of appropriate
resources (Al-Sakarna 2010; Al-Ajmi 2008; Devi 2005). From the points articulated
in my research, it is evident that the education system failed to produce a high level
of outcomes across public schools because of the centralised nature of the strategic
plan. This is in line with the issue of the plan’s implementability. As long as schools
are required to implement the strategic plan, several kinds of resources (such as
financial, material, and human resources) need to be dedicated to teaching and

education activities.

Regarding the issue of resource shortages, the findings supported the idea that
centralisation acts as an obstacle to obtaining appropriate resources dedicated to the
purpose of implementation. This situation is supported by Al-Sharrah (2002), who
argued a decade ago that one of the problems of educational planning in Kuwait is a
lack of resources, such as qualified teachers and staff, in addition to insufficient
financial resources for schools. Al-Melaiji (2011) reports that strategic planning
requires the presence of leadership that supports the implementation stage by
providing resources according to the plan’s goals and objectives. Yet, evidence in
Kuwait indicates that the MoE, which is responsible for resource allocation, does not
consider providing resources according to the goals and objectives of the strategic

plan.

An example of this can be found in the objective that seeks to improve the ability of
Kuwaiti pupils to use technology in order to be equipped to work with global
technological development (MoE, 2003). Ayoub (2012) has studied problems in the
education system in Kuwait and has indicated that the MoE has shown ignorance
towards providing pupils with the means to learn how to use information technology.

Ayoub has raised a problematic issue, noting that even though the MoE’s education
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budget is quite large, the Kuwaiti education system fails to produce high outcome
levels. To return to the earlier results of this research (see pages 163-164); | would
note that while resources are available, they are beyond the reach of the schools. This
is because the MoE provides schools with a fixed budget every academic year, which
is insufficient (as indicated by the results). In addition, while the schools are required
to request material resources, such as technology, from the MoE when they need
them, the MoE does not properly respond to most of those requests. It would,
therefore, seem that the centralisation policy totally controls the allocation of
resources, to the extent that schools are unable to obtain resources according to their

needs.

The way in which centralised resource allocation affects the ability to obtain
sufficient resources in Kuwait is likely to be due to the gap between the MoE
officials and those who are required to implement the plan. Previous research in
Kuwait, which has investigated whether there is a productive relationship between
the MoE and the implementation system, has confirmed the results of the current
study. Two decades ago, Al-Hamdan (1992) reported that there was a need to
establish an effective relationship between the MoE and the schools in order to solve
the schools’ problems and address their needs regarding the implementation of the
strategic plan. Al-Hadhood (1994) has also stated that there is a gap between the
MoE and those who are required to implement the plan. Al-Sharrah (1997) has
emphasised that the needs of the implementation process seem to be neglected, as
there is a gap between the MoE and the schools. Al-Sharrah (2002) has confirmed
this perception when noting the problems in educational planning in Kuwait. He has
also argued that there is weak communication occurring between the MoE and the
implementers of the strategic plan, which ultimately weakens the implementation
process, because many needs (such as a need for qualified teachers and financial
resources) are not met. Therefore, it seems that while the situation is stable, the top
authority is still not meeting the needs of the lower levels, as they are unable to
provide material resources and qualified human resources, which would ensure

successful implementation of the plan.
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This finding is somewhat ironic given that Kuwait is a wealthy country and the MoE
has billions of funds in its budget (Ayoub, 2012; Al-Ramzi, 2009). It does not make
sense that such a rich country, which spends billions on education, has schools
complaining about resource shortages. Dietrichson (2011) indicates that when
resources are insufficient, public organisations are not expected to spend more than
their allocated resources. Dietrichson has argued that the organisation as a whole
lacks resources and, therefore, it allocates resources in limited amounts. However,
the situation in Kuwait indicates that the MoE controls a significant portion of the
budget, but the schools do lack resources, as indicated by the results of this research.
Therefore, it seems that the problem lies in the centralised method of resource
allocation that has been adopted by the top authorities. Thomas (2001) comments
that the key disadvantage of centralised policies of this sort is that the allocators are
distanced from the receivers, and so they lack the detailed knowledge required to

understand the needs of individual departments.

In the UK, the situation in the education system is quite different from the situation
described above. The UK education system applies a decentralised resource
allocation method, which responds to the need for resources throughout the academic
year based on the schools’ needs. The UK approach to resource allocation is centred
around local authorities, and schools are enabled to make spending decisions
(Anderson, 2002; Levaci¢, 2002; Thomas, 2001; Blandford, 1997). It seems that a
move towards decentralised resource allocation would offer a better response to a
school’s needs (Brown, 1990). The results of this research suggest that the research

participants perceive decentralisation to be a solution to their problem.

Regarding the third issue, which is the rigidity of the strategic plan, the findings
supported the notion that the centralised strategic plan is rigid and inflexible because
the top authority did not involve wider participation from the lower levels and the

stakeholders during the plan’s formulation or implementation.

Strategic plans should be flexible and responsive to environmental changes from
both within and without the organisation (Al-Ajmi, 2011; Mohammad, 2011; Al-
Sakarna, 2010; Rudd et al., 2007). According to the participants’ responses, there is
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no evidence that the MoE made any changes to the objectives of the strategic plan
between its preparation of the final document and the time that my research was
conducted. It seems that given the extremely centralised education system in Kuwait,
the strategic plan cannot be modified or changed, except if the top authority desired
to so initiate these revisions. In addition, the results indicated that the
recommendations made by people in the lower levels of the hierarchy are not taken
into account during the plan’s implementation. The centralised nature of the strategic
plan appears to neglect many recommendations for changes and revisions because
the decision-making authority is concentrated at one level (Ghenem, 2010). It is
likely that a greater diversity of opinions is required in order for the plan to be
described as being responsive to the internal and external environment. Indeed,
diversity of opinions is reduced in the case of a centralised strategic plan because the
scope of participation is reduced (Mohammad, 2011). Andersen (2000) states that
despite the claim made by certain components of the strategic plan, planning is still
required in order to develop new initiatives and to oversee adaptive strategic actions;
dependency on a centralised strategic planning process does not sufficiently support
the plan’s goals. Anderson supports the results of this research in emphasising that
lower-level managers in a centralised education system cannot make decisions that

support improved responsiveness to changes.

It is possible that the problem of rejecting changes to the strategic plan originates
from the weak planning skills of individual MoE officials. An interesting study that
supports this possibility was conducted in Kuwait by Al-Hamdan and Al-Bakheet
(2007). They investigated the degree of awareness that MoE officials demonstrated
regarding strategic planning implications and concepts. Their research revealed that
the MoE officials had weak knowledge of planning requirements, along with weak
planning skills. Al-Hamdan and Al-Bakheet’s study notes that the lack of knowledge
amongst the education planners in Kuwait might be the reason for the lack of
resources and the vagueness of the plan. This implies that when authority is given to
poorly trained and poorly skilled people, these types of problems are more likely to
occur. Again, the problem seems to stem from the people who hold the authority
rather than from the centralisation itself. | would suggest that when the top authority
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that formulates the plan lacks planning skills, wider participation can be useful,
especially from those who have been trained to manage strategic planning. The
interviewees in my research emphasised repeatedly that they are able to enrich the
plan if they are allowed to participate in its formulation, especially if the MoE
provides training programmes for school leaders and teachers to learn strategic
planning skills. Thus with decentralisation, the chances of involving qualified
planners might be increased.

Another study conducted by Al-Duaige (1994) in educational districts and schools,
revealed that education district managers and school headteachers are capable of
conducting education plans according to their knowledge and skills. Although the
Al-Dauige study was conducted about 20 years ago, | would still consider its
findings to be valid, as the MoE provided district leaders and schools with training
programmes aimed at improving planning skills. In addition, many of the
interviewees in my research confirmed that they have attended training programmes
in order to improve their planning skills. Therefore, the evidence supports the need to
shift some authority to those people in the lower levels who show acceptable
planning abilities. That finding is supported by Al-Dauige’s (1994) study of people,
within districts and schools, who showed good planning skills, as well as by Al-
Hamdan and Al-Bakheet’s (2007) study.

Based on the results and evidence from researchers and authors, it seems that the
strategic plan of the MoE is encountering some difficulties that directly affect
implementers within Kuwaiti schools and districts, and that these difficulties result
from the centralisation policy and the working practices of those who hold authority

over the formulation of the plan.

6.3.4 Collaborativeness and participativeness

Regarding this issue, the questionnaire findings revealed that the MoE officials
agreed that the centralised strategic plan allows for collaboration and participation

from lower managerial levels, such as schools and districts, in addition to allowing
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for participation from outside parties and stakeholders. The research also indicated
that the other two groups (district and school leaders) disagreed with this issue.

The interview findings confirmed this result, demonstrating that all three tiers hold

the same position they held in the questionnaire.

The general understanding of this finding is that the MoE officials tend to see the
strategic plan as being built according to a collaborative approach, whereas the
district and school leaders perceive the strategic plan as being very closed and
unsupportive of wider participation from other levels of the education system or from
outside stakeholders. This is interesting given that collaboration and participation are
issues that cannot be proven or denied, as these elements are dependent upon
individual perceptions. I would argue that this view depends on each level’s
understanding of the concept of collaboration and participation, or the degree to

which they utilise each process.

The general finding of the questionnaire regarding this issue indicates that the whole
sample perceives the centralised strategic plan as an impediment to collaboration and
participation. The interviews also indicated the same general results: the majority of
the interviewees disagree with the collaborative and participative nature of the
strategic plan. The interviewees described two kinds of collaboration that are
prevented by the centralisation policy that controls the strategic plan. First, internal
collaboration with stakeholders within the MoE is limited. Second, external
collaboration with stakeholders is also limited. Thus, the MoE’s policy prevents
participation from wider stakeholders in the strategic plan’s formulation. This
situation reflects how the extreme centralisation adopted by the MoE prevents
participation from different stakeholders. Most of the research conducted in Kuwait
that analysed the strategic plan emphasised this result, indicating that the MoE
should allow for wider participation from stakeholders inside the education system
(such as from teachers, headteachers, and district leaders), in addition to stakeholders
outside the education system, such as religious societies (Al-Sharrah, 2002; Al-
Sahrrah, 1997; Al-Hadhood, 1994; Al-Hamdan, 1992). Therefore, it appears that
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these studies tend to recommend that the MoE’s policy of educational planning
should be revised by inviting wider participation from different parties.

The tendency towards making revisions in order to allow participation from other
levels has been confirmed by a recent study that was conducted to investigate the
reality of the strategic plan of the MoE in Kuwait from the perspectives of
headteachers (Al-Mathkoor, 2011). That study’s findings indicated that there is a
need to spread a culture of participation among officials within the MoE, as a
response to the need to involve a broader range of participants in the formulation of
the strategic plan. In addition, that study supports the results of my study insofar as
the centralised nature of the strategic plan causes a lack of inclusion of the actual
needs of the Kuwaiti society (Al-Mathkoor, 2011). As such, it seems that
collaboration with different parties will increase the chances that the plan will

accurately meet the needs and problems of the Kuwaiti society.

The quantitative and qualitative results of this research indicate that the strategic plan
is not comprehensive, and it does not include all the needs and problems of the
education system, or of Kuwaiti society. It seems likely that one of the solutions to
this problem would be to adopt a collaborative and participative approach to building
the plan. This proposed solution is supported by a number of studies that encourage
the idea that strategic planning should be based upon a collaborative and
participative approach (Ugboro et al., 2010; Lumby, 2009; Hendrick, 2003; Kim,
2003).

Although studies in Kuwait have recommended wider participation from
stakeholders, 1 would consider such a step to be critical and deserving of careful
consideration, for several reasons. First, there is no evidence that stakeholders in
Kuwait (such as families) are aware of education planning and the importance of
building networks with schools. The aim of network development is to involve
stakeholders in order to increase participation in such a way as to enrich the strategic
plan. If a lack of awareness exists among the stakeholders, their participation would
be pointless. Second, involving stakeholders requires accessing information systems

across the three tiers of the education system. According to Al-Mathkoor (2011) the
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information system in the education system in Kuwait is weak and needs to be
improved. It is also important to consider developing the information system within
the MoE, districts, and schools. Third, since the participation of stakeholders requires
a degree of decentralisation in decision-making (Wholstetter, 2003), it is difficult to
assume that stakeholders will make decisions effectively without being aware of the
effects of decentralisation and the sharing of power. Productive collaboration with
stakeholders requires preparedness (Adelman and Taylor, 2006); therefore,
awareness of participation and its values should be spread amongst all the

stakeholders.

According to my research findings, and the findings from studies conducted in
Kuwait about the importance of collaboration and participation, it seems that this
issue of collaboration among stakeholders would solve some of the current problems
in the education system which would, in effect, better meet the needs of society. In
this case, there is a need to switch the current policy of centralisation in strategic
planning to decentralisation, in order to enable wider participation from different
parties. A central aim of decentralisation is to increase the roles of individuals
working outside of the central field of education, especially those of parent or
community representatives and elected local authorities (De Grauwe et al., 2005).
Adelman and Taylor (2006) support this argument, indicating that collaboration
between families, communities, and schools allows for all of these elements to be
better positioned, so as to reduce problems and optimise results. Consequently, it can
be seen that collaboration enables communities and schools to develop essential
strategies and resources that support caring and safe schools and communities. In
turn, such organisations promote success within and beyond the classroom for young
people and their families (Adelman and Taylor, 2006, p.1). In order to accomplish
this in Kuwait, the current policy of centralisation in strategic planning needs to be
changed to a decentralised system so as to enable wider participation from different

parties.

Some theories fall in line with the collaboration principles that facilitate participation

from different stakeholders. For example, the MOoE in Kuwait may apply the
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principles of social capital theory, which states that benefits may be offered from
different parties in the strategic plan’s formulation. Social capital theory is one of the
theories that strongly support collaboration and participation. Bourdieu (1986, p.

248) has defined social capital as follows:

The aggregate of the actual or potential resources which are linked to
possessions of a durable network of more or less institutionalised
relationships of mutual acquaintance and recognition, or in other
words to membership of a group which provides each of its members
with the backing of the collectively-owned capital, a ‘credential’
which entitles them to credit, in the various senses of the word.

The link between Bourdieu’s assertions and the results of my research appears in the
implications of his definition to social capital theory, as he focuses on the
distribution of power, either within or between societies, by applying social capital
principles. Catts and Ozga (2005) note that social capital leads to connect social
life’s fragmentations by linking communities from their own environment to wider
one. Thus social capital enables collaboration between all participants that are
capable of enriching the strategic plan from inside and outside the education system
would be an ideal way to apply social capital theory to strategic planning in
education. This would lead to improved participation through collaboration, which
might enhance collaboration between the stakeholders and enhance the reciprocity of

responsibilities.

Social capital theory implies that individuals work better together in an environment
of mutual trust (Tsang, 2009; Coleman, 1988). | think this is a critical issue in the
case of building strategic plans. During the exploratory interview phase of my
research, | gained the impression that the MoE officials do not trust the people in the
lower levels, especially the head teachers, to participate in the formulation of the

strategic plan. One of the MoE officials commented:

...Who are headteachers to participate in strategic planning? We are
talking about strategic planning not a simple plan. Head teachers are not
qualified to participate in such big processes...



251

This quote emphasises that certain MoE officials do not believe in the stakeholders’
abilities to contribute to a strategic plan. This culture of exclusion seems to be one
reason why schools are not involved in the decision-making process related to the
formulation of the strategic plan. This is supported by the tendency of people in the
lower levels to recommend decentralisation of the education system in Kuwait — a
tendency that is also found in the recommendations made by education scholars.
Although most of the interviewees have recommended that decentralisation should

be taken into consideration, this does not appear to be the norm.

Indeed, social capital theory requires that productive communication occur between
education entities, while support is provided from the wider community, in order to
build productive relationships aimed at unifying efforts for the sake of developing a
strong strategic plan. The following section discusses the communicative capacity of

the MoE’s strategic plan.

6.3.5 Communicative capacity

The quantitative results of the communicative capacity of the strategic plan indicate
that there are significant differences between the three tiers of the Kuwaiti education
system. The MoE officials agree with the issue of the communicative capacity of the
strategic plan, whereas the district and school leaders disagree with this issue. The
findings from the interviews confirmed this, and the three groups maintained the

same positions they held in the quantitative study.

The MoE officials seem to have a positive impression regarding the plan’s
communicative capacity, as they think that the centralised strategic plan does not
present an obstacle to facilitating communication across the different levels of the
MokE, nor does it affect the MoE’s communication with the outside community. The
district and school leaders believe that communication is ineffective; they think there
is a need to enhance productive communication between the three tiers of the

education system.

In addition to the interview findings, the results from questionnaire indicated that

centralised strategic planning does not ensure productive communication between
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levels within the MoE. Although strategic planning is an ideal means of
communication by which the organisation can share information via a reciprocal
process with the stakeholders (Al-Hareeri et al. 2007), there is no evidence that the
MoE officials utilise this aspect in the development of the strategic plan. | question
how a strong strategic plan could be formulated without building a wide network of
communication across all levels of the organisation. | suggest that in most extremely
centralised systems, top-level managers still need to communicate with all levels of
the organisation in order to effectively reach every level that may affect or be
affected by the plan. In addition, it is impossible for an individual, a group, or an
organisation to exist without communication that supports the exchange of meaning
(Robbins et al., 2010). This raises an essential issue, which is how a strategic plan
characterised by unproductive communications can include the actual needs and
address the actual problems of the plan without engaging in productive

communication between all levels within an organisation.

Based on the findings, in Kuwait, downward communication takes place between
levels of the education system because the MoE’s officials hold responsibility for
deciding the time and nature of the communication. Yet, the findings indicated that
despite the existence of this approach, communication remains unproductive and it is
simply used to respond to routine issues, rather than for being proactive. The nature
of downward communication is that top-level managers actively communicate to
lower levels regarding the assignation of goals and the provision of task instructions,
employee information, policy and procedural communications, and the provision of
feedback regarding problems and performance (Luneburg, 2010; Robbins et al.,
2010; Cunneen, 2008; Hanson, 2003). | suggest that these issues cannot be seen to
represent unproductive communication simply because such issues are crucial and
reflect the healthy use of communication. Therefore, it seems that the nature and
implications of communication reflect the top-level managers’ awareness of what
should be done. Thus, when managers utilise communication to discuss technical
issues rather than regular routine issues, this indicates that these individuals (who
have the authority to communicate) are aware of the organisation’s priorities. In

effect, this means that discussions surrounding these issues should take place with



253

other tiers within the organisation. As long as these issues are not included during the
process of communication between the organisational tiers, MoE officials seem to
neglect engaging in productive communication. As a result, issues can stem not only
from centralisation, but also from ineffective communication emanating from the
people who hold authority and who are required to communicate effectively with
people in the organisation’s lower levels. In addition, centralisation is seen as a
policy that increases communication between levels of the organisation (Al-Ajmi,
2010; Ghenem, 2008). This is because all organisational levels should receive
instructions from the top authority, which provides information and reports about its
progress, and arranges meetings for discussions. Therefore, it seems that productive
communication is dependent upon the MoE officials’ beliefs about the nature of the

issues that should be handled through effective communication

| again refer to Al-Hamdan and Al-Bakheet’s (2007) study about MoE officials’
awareness and skills with respect to planning. The authors’ results showed that MoE
officials lack the awareness and skills necessary to formulate educational plans. The
authors recommended that MoE officials undergo specific training programmes in
order to develop their knowledge about educational planning. One of the essential
strengths of effective planners is their ability to communicate with the wider
organisation and to build effective cross-organisational networks in order to attain
the goals of the plan (Ghenem, 2008). Centralisation is, therefore, likely to present a
barrier to communication if the top authority does not make decisions regarding the
crucial issues that should be included in direct or indirect communication. The point
here is that the top authority is the only tier empowered to decide how and when to
communicate with the organisation’s lower levels. Therefore, they are required to
utilise their authority to conduct productive communication; otherwise, it is likely
that the centralised authority will appear to impede the ability of lower-level

management to communicate with the top-level officials.

The findings of my research demonstrated that the other kind of communication
(upward communication) is not utilised because of the centralised nature of the

strategic plan and its top-down implementation. Again, one cannot generalise such
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findings, especially as MoE officials expect feedback from the plan’s implementers. |
would argue that upward communication should be conducted, even in centralised
systems. The upward approach implies that the lower-level managers inform the top
tiers about their progress towards achieving the organisation’s goals, while
expressing their feelings about the work to their direct managers and informing them
about their ideas for improvement (Luneburg, 2010; Robbins et al., 2010). Clearly,
such an approach enables the people in the lower levels to practice participation in a
democratic framework, as long as they are able to offer suggestions for

improvements to the top-level managers.

However, my research findings revealed that the lower levels are not empowered to
make decisions regarding improvements. In this case, suggestions for improvements
are often eliminated during communication; yet, the MoE still needs to support
upward communication for other purposes, such as for addressing problems and
obtaining information about available resources (Puanmaum, 2006; Hajji, 2002). If
the MoE does not create specific events to communicate these issues, communication
within the system is regarded as weak. Consequently, it can be seen that upward

communication is impeded by the policy of centralisation.

I suggest that both downward and upward forms of communication are required in
order to formulate the strategic plan and to invite others to participate in the process.
The strategic plan’s formulation requires the MoE to communicate with the people in
the lower levels as implementers in order to deliver their policies and instructions, as
well as to clarify their expectations. The implementers need to communicate with the
MoE officials in order to discuss their progress, problems, and resource issues.
Regardless of the policy adopted in the strategic plan’s formulation, I think both

approaches can be utilised.

6.3.6 Bureaucratisation

The questionnaire findings indicated that the respondents from across all three tiers
(MoE officials, district leaders, and school leaders) agreed that the centralised

strategic plan established the bureaucratic control over resources allocation. This
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result was confirmed in the interviews, in that all of the interviewees agreed about

the strategic plan’s bureaucratisation.

The general findings of the questionnaire regarding bureaucratisation have been
confirmed by the results of the interviews. The results indicated that all of the
interviewees agreed that the MoE’s education planning policies represent that
bureaucracy has prevailed within the MoE’s departments. However, there is variation
between the interviewees’ responses in how they perceive the impact of bureaucracy
on education. The two different perceptions revolved around resource allocation and
equity — the majority of the interviewees perceived bureaucracy as negative policy
that affects the level of equity in obtaining resources; in addition, schools also face
difficulties when trying to obtain resources. The minority think that the bureaucratic
structure of the MoE ensures equity between schools in terms of resource allocation;
furthermore, they also believe that bureaucracy ensures equity across human resource

allocation.

Regarding equity in resource allocation, schools and districts receive financial,
material, and human resources depending on the MoE’s policies and regulations that
control this process. The hierarchical structure of the MoE includes specific
departments and experts that make decisions regarding resources. The establishment
of these departments, which are fully staffed and equipped, enable the MoE to
maintain greater control over the strategic plan, which also implies that the MoE
makes decisions regarding resource deployment and the delegation of authority in the
formulation of the plan. The bureaucratic structure of organisations ensures that any
supports and problems associated with resource allocation are identified more
efficiently (Robbins et al., 2010, Hanson, 2003). The idea is that with large
organisations, there is a need to ensure that decisions are made within specific
departments in order to make decisions within a short period of time through the
establishment of a standing operating system (Hanson, 2003). Generally, centralised
resource allocation is regarded by some authors as a policy that provides equity
between schools, because each school should follow the same regulations and

procedures set out by the top authority (Ghenem, 2010; Al-Bustan et al., 2003).
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At first glance, it appears that the MoE benefits from the bureaucracy that resource
allocation requires, as this approach uses experts from specific departments who
ultimately deal with this process in order to ensure the best ways to determine
resource allocation. Yet, the interviewees indicated that bureaucracy tends to
generate the greatest amount of inequity between schools regarding the kind and

amount of resources used.

My research findings addressed the MOoE’s policy of resource allocation among
schools. All schools receive the same amount of resources according to its
educational level (i.e., all primary schools receive the same amount of resources).
This issue is perceived by the minority of interviewees as an issue related to equity
between schools with respect to resource allocation. Moreover, teachers and staff are
deployed according to the MoE’s criteria. The staff and teachers are distributed to
certain schools without any clear or apparent method. According to the minority of
interviewees, there is also a kind of equity evident when the MoE provides all
applicants with the opportunity to be deployed, and all schools should receive
sufficient numbers of staff and teachers. Equity implies that when schools have
similar needs, they should be provided with similar resources (Levaci¢, 2000);
conversely, when schools have different needs, they should be provided with
different resources that are best aligned with each school’s needs (Levaci¢, 2000).
Thus, “needs” are regarded as the foundation upon which resource allocation
processes should be built (Anderson, 2002; Levaci¢, 2002; Levaci¢, 2000). While the
minority of interviewees believes that the MoE’s approach in resource allocation
ensures equity by proving schools with the same amount of resources, it seems that
these individuals lack of knowledge about the meaning of equity. | would argue that
what is regarded as equity by the minority of interviewees is not valid. In my point of
view, it is impossible to treat all schools as though they have similar needs and
should get the same amount of resources. Indeed, the numbers of pupils and staff
members within a school, as well as the actual size of a school’s building, should be
taken into consideration when allocating resources. Yet, the MoE does not consider
these differences in the deployment of resources. Equity is simply “analogous to
fairness and justice” (Levaci¢, 2000, p. 14); the injustice associated with providing
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schools with fixed types and amounts of resources (as provided to the school each
academic year) may fit some schools but not others due to the differences in each
school’s needs. In this case, bureaucracy seems to produce inequity in resource
allocation among schools in Kuwait. Thus, the centralised strategic plan is unable to

allocate resources fairly to each school in order to achieve the plan’s goals.

The findings illustrated that bureaucracy impedes a school’s ability to obtain
resources in an appropriate amount of time they need to follow long and time-
consuming procedures to accomplish this. Bureaucracy is seen as a process where the
lower level’s needs are met after long routines and procedures are completed
(Robbins, et al., 2010; Al-Bustan et al., 2003). This perception supports the results of
my research, which revealed that bureaucracy is a barrier to obtaining resources in an
appropriate amount of time. In addition, through my own experience in working as a
science teacher in a school for seven years, | would like to outline some problems
encountered by that particular school as a result of centralisation. The following
examples also reflect the limited roles of school leaders in Kuwait, and they
demonstrate how bureaucracy acts as an obstacle to resource acquisition.
Specifically, there were difficulties experienced in the effective provision of
equipment for science laboratories, due to delays that often resulted from the
bureaucracy that arose as a consequence of centralisation. First, science teachers
evaluated the requirements of their schools’ laboratories and informed the
headteacher at their school, who wrote a letter to the educational district, which then
transferred this letter to the MoE. The MoE then studied the proposal before making
a decision, and they distributed the appropriate resources in response. These
procedures required long periods of time to complete, which led to difficulties when
teaching lessons due to a lack of scientific materials in the laboratories. This situation
was confirmed by one of the interviewees who encountered the same problem (see
page 206). Thus, this problem seems to be prevalent within the education system,

and it appears to be a consequence of the highly bureaucratic structure of the MoE.

It seems that the problem of resource allocation is referred to that the MoE does not

apply bureaucracy to ensure control and equity. Although the results indicated that
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there is inequity in resource allocation because of the bureaucratic structure of the
MoE, there might be another reason behind this problem. | wonder about how an
organisation such as the MoE in Kuwait, which established a hierarchical structure
that includes fully staffed and equipped departments in each tier, makes decisions
about resources in the same way each academic year. From the interviews, | obtained
a clear picture about the nature of the structure of the MoE. First of all, the
interviewees indicated several times during the interviews that the MoE had a
hierarchical structure through which all departments were staffed and equipped.
Second, each department included employees who were hired according to their
individual specialisations. Third, all departments were required to follow the MoE’s
rules and regulations in terms of fulfilling tasks and duties, such as those associated
with the strategic plan. Finally, all members of the MoE were treated equally insofar
as tasks were allocated according to an individual’s area of specialisation. With all of
these departments and experts, the MoE still allocated resources equally for each
school each academic year. The issue lies in that the MoE utilises the same approach
and allocates the same amount of resources, but it has not identified clear criteria
associated with staff deployment, although the deployment does involve specific
departments and experts. In my opinion, this practice does not require the
establishment of tens of departments or the deployment of hundreds of experts. This
contradiction in the MoE’s policies and practices raises an important question: If the
MoE adopts the experts’ roles within the departments involved in resource allocation
in a clear, bureaucratic framework, will that ensure equity and provide sufficient

resources in an appropriate timeframe?

The answer to this question may help identify the actual cause of inequity in resource
allocation, and it may help determine whether this cause stems from the bureaucracy
itself, or from other factors such as political agendas. In both cases, the main obstacle

to resource deployment is centralisation, which ultimately controls this process.

6.3.7 Workplace environment

The questionnaire findings highlighted that the MoE officials hold positive attitudes
towards their workplace, whereas district and school leaders have negative attitudes
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towards their workplaces. This finding is confirmed by the interviews, during which
all groups reflected the same attitudes that they had expressed in the questionnaire.

The overall understanding established from this finding is that the MoE officials, as
decision makers, are not affected by the workplace, which is run under a centralised
framework. The MOoE officials, who hold the power and control, are not the
implementers of the strategic plan, and in this way, they are not affected by its
policies during either the formulation or the implementation processes. Therefore,
the strategic plan’s implementers (district and school leaders) perceive the workplace
in a different way than the MoE officials do. The implementers of the strategic plan
receive orders and tasks, which flow from the MoE, and they are required to fulfil
them in accordance with the MoE’s policies. Therefore, the workplace reflects a
framework that is shaped by the centralisation policy, which may affect the
implementers of the strategic plan. As a result, those who implement the plan in a
top-down approach have different perceptions about the workplace than those who
formulate the approach.

The general findings of the questionnaire regarding workplace environment
illustrated that the sample population in the study displayed negative attitudes
towards their work. The same finding was found during the interviews. The
interviewees identified three conditions associated with the workplace that result
from a top-down plan of implementation: role ambiguity, discouragement of their

creativity, and diminishment of their leadership behaviours.

Regarding role ambiguity, the interviewees from districts and schools reported that
their workplace, which is run in accordance with a highly centralised framework,
renders their roles as implementers of the strategic plan ambiguous. They feel that
they lack the knowledge of how to meet the goals of the plan. The interviewees also
expressed that school leaders do not receive sufficient information about the strategic
plan, nor do they know what the MoE expects from them as school leaders. This
means that they do not have a clear understanding of their roles in the
implementation process. District leaders do not receive adequate information about

the various components of the strategic plan, and the MoE does not clearly
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communicate the role that the district should be playing in the implementation
process. This vagueness make implementers feel that they are unable to meet the
MoE’s expectations because they cannot clearly determine their roles and
responsibilities. This finding is supported by many researchers, who found that a
correlation existed between role ambiguity and an inability to achieve goals related
to the job (Tang and Chang, 2010; Eys and Carron, 2001; Gist and Mitchell, 1992).

The findings also demonstrated that participation in the formulation of the strategic
plan increases the districts’ and schools’ knowledge about the goals of the plan, as
well as their own roles, supporting a healthier workplace. With participation, the
strategic plan’s implementers will be able to discuss, suggest, and recommend issues
relating to and included in the plan. They will be able to find the best ways in which
to achieve the plan’s goals according to their level of familiarity with the plan’s aims
and their own roles. This finding is supported by researchers who argued that
increased participation from employees would allow them the opportunity to decide
the best way in which to fulfil their responsibilities (Singer, 2011; Schultz and
Schultz, 2002; Smith and Brannick, 1990). Therefore, it can be seen that the
workplace environment seems to be more healthy and productive when the
implementers of the strategic plan have a clear idea about their own goals and
responsibilities. Supporting this idea, researchers have addressed the remarkable link
between the establishment of clear goals and roles within the workplace. For
example, Lunenburg (2011) argued that the establishment of clear goals allows
employees to grasp what achievements to work towards, as well as to determine how
to reach those aims. Locke and Latham (2002) added that clear and specific goals
have a positive impact on employees’ attitudes towards their jobs. Al-Mehailby and
Al-Jabr, (2002) indicated that headteachers, who have clear goals and roles,
demonstrate a high level of performance in their jobs. These perceptions are in line
with the findings of my research, which suggest that the workplace environment will
be more positive when the implementers have clearly defined responsibilities.
Therefore, it seems that the centralised framework of the strategic plan, in terms of
both its formulation and implementation, shapes the negative workplace environment

that arises as a consequence of the development of ambiguous roles. The
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implementers need to participate in the plan’s formulation in order to become more
familiar with the goals of the initiative, as well as to determine their own roles in the

enactment of the plan.

According to Kahn (1964), role ambiguity creates a situation where a given
employee’s job, responsibilities, or roles are insufficiently predictable or not
specifically outlined. The problems of role ambiguity seem to result from the fact
that the top-level managers, who formulate the strategic plan, do not provide districts
and schools with clear information and guidance about how to implement the plan.
Therefore, the centralisation policy increases the obligation of the MoE officials to
clarify the expected roles of lower-level managers in the implementation phase of the
strategic plan. Again, it seems that the problem of role ambiguity is not only caused
by the centralisation policy; it is also caused by the MoE officials failing to consider
role clarification for implementers. The nature of the centralised strategic plan
implies that the MoE officials are responsible for the plan’s formulation; in addition,
the plan’s implementation process is conducted in a top-down approach. Given that
the MoE officials are decision makers, they hold full responsibility for finding an
appropriate means through which to deliver the plans to the implementers, while
defining the lower-level managers’ roles and tasks. The negative aspect of the
centralisation policy can be seen in situations where individuals at the central level
do not accomplish their roles effectively. The successful definition of a person’s role
is dependent on a smoothly-run working environment, and on the effective
communication between role definers and role receivers (Schaubroeck et al., 1993).
In this way, it is possible to criticise a centralisation policy where decisions are made
by people who do not communicate effectively with lower levels, or who fail to
provide individuals in the lower levels with clearly identified tasks and goals. In
addition, if the MoE adopted a bottom-up approach to policy implementation, it is
likely that the implementers of the strategic plan will become more familiar with
their roles. In general, bottom-up approach first identifies key agents at a local level,
and then engages them in discussions about their goals, strategies, activities, and
contacts (Morris and Scott, 2003; Sabatier, 1986). In doing so, the bottom-up
approach develops a network of contacts, which can be used to map the individuals
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at local, regional, and national levels who are engaged in both governmental and
non-governmental programmes, particularly in the areas of planning, financing, and
execution (Sabatier, 1986). Thus, it seems that the bottom-up approach enables the
implementers to become vital players when deciding upon the appropriate methods
of implementation that are required, and that are aligned with their abilities within
the workplace, especially since these implementers tend to be more aware of their
own needs. Consequently, this likely has a positive impact on their performance

within the workplace.

Regarding the second point related to creativity in the workplace, my research
findings revealed that the workplace is restrictive to the extent that creative ideas
cannot be employed because the implementers lack autonomy at work. It seems
likely that working independently leads to the emergence of more creative ideas. In
addition, working in a centralised environment that is focused on top-down
implementation of the strategic plan impedes the plan’s implementers from utilising
creative thinking; however, it should be noted that creative thinking may produce
ideas that will be beneficial to the achievement of the plan’s goals. Hirst et al. (2011)
argued that centralisation, formal rules, and procedures regulate and control
employees’ behaviours and discretions in their work. The authors’ perception
supports the interviewees’ claims, insofar as the centralised framework adopted in
the workplace obliges employees to follow the MoE’s regulations; the employees are
unable to behave and think independently, and they cannot produce creative ideas in
the workplace. Moreover, my research highlighted that the MoE adopts a top-down
approach to the strategic plan’s implementation. Furthermore, the MoE sets formal
rules, and it requires that districts and schools follow them. When following formal
rules, implementers’ freedom is decreased, and the chance that the MoE can benefit
from creative ideas is reduced (Raub, 2007); Craft (2010) states that it does not make
sense that the education system encourages teachers to work creatively while finding
creative solutions to problems, yet officials still enforce and adopt centralisation and
bureaucracy to manage the system. In Craft’s view, creativity at work requires a
certain degree of freedom so that the implementers of the strategic plan can think
creatively. It seems that decentralisation would better support independent thinking
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amongst implementers, who could then produce more innovative ideas. Researchers
support this opinion, indicating that the high demand for creativity in the workplace
also requires that a high degree of autonomy within the workplace be present (Hirst,
etal., 2011; Shalley, et al., 2001).

The centralised nature of the workplace environment does not encourage autonomy,
and as a result, creativity is effectively discouraged. According to my experience as a
science teacher, | noticed a situation that reflected how centralisation affects the
production of creative ideas. In response to a lack of substitute teachers, the school’s
headteacher suggested a useful way to benefit from the classes of absent teachers by
preparing a room inside the school provided with proper educational resources so
that students might independently develop effective skills — including thinking skills.
The intention behind this idea was to encourage pupils to employ their time usefully,
rather than leaving the pupils without lessons when the teacher was absent. This idea
was declined entirely by the ministry because any ideas regarding educational
activities should originate from the MoE, and schools are only required for activity
implementation. Another reason for the refusal was that the idea would require
providing resources, and the headteacher is not able to make decisions regarding

resource allocation.

The findings revealed that the interviewees (as implementers) expressed their desire
to work independently and creatively. In my opinion, whether or not these needs are
met depends on individuals’ needs within the workplace. It seems likely that the
workplace is unhealthy for those who feel that their work is restrictive. Maslow’s
(1970) hierarchy of needs theory also seems to support the perception that autonomy
has a positive influence on job satisfaction. According to Maslow (1970), self-
actualising people do not depend on the world around them, other people, cultural
factors, or general extrinsic satisfaction for their own satisfaction; instead, they
depend upon their own development and the ongoing growth of their own potential.
In this respect, Maslow’s theory emphasised that individuals require freedom at their
workplace to encourage creativity. Research also indicates that to satisfy the need for

self-actualisation, employees should exercise their full abilities (Robbins et al., 2010;



264

Hanson, 2003; Schultz and Schultz, 2002). Other researchers perceive autonomy as
the main factor that facilitates creativity (Craft, 2010). These perceptions align with

my research findings in that the centralised workplace restricts creativity.

Regarding the third finding, interviewees asserted that their leadership roles are
diminished because of the top-down approach used to implement the strategic plan.
This finding implies that the workplace becomes unhealthy when it does not provide
the managers with the freedom to behave as real leaders. All of the interviewees are
leaders within their workplaces; they reflect a high desire to control their employees
and staff. Leadership implies that the leader can influence his/her followers (Bush,
2007; Cheng, 1996). In examining education leaders in Kuwait within the
implementation body, one can notice that they are not empowered to manage their
schools or to control human and financial resources. They are not able to suggest the
ways in which school budgets are spent, and they are not allowed to manage teams in
order to set plans or make decisions regarding their schools’ improvement. It seems
that leaders lack influence over their followers. The workplaces in both the districts
and schools are controlled by the MoE’s policies and regulations. When considering
leaders’ roles, it can be seen that they are only implementers of the MoE’s policies,
and they do not have a voice or control over the methods used to achieve goals.
School leaders (as implementers) cannot build teams within their workplaces to
achieve the strategic plan’s aims. This situation demonstrates how in their
workplaces, the interviewees appear to be followers rather than controllers. It seems
that the interviewees (as leaders) seek autonomy in order to feel that they are leaders
in their workplaces. In general, Palestini (2011) notes that an individual who seeks
autonomy or supervisory responsibility in his/her work is likely to demonstrate a
need for power. This power enables managers to act as real leaders and to become
the ultimate controllers of their own jobs (Western, 2012; Schultz and Schultz, 2002;
Hanson, 2003). It seems likely that power cannot be achieved, except if top
authorities change their policies and regulations in such a way as to provide leaders

with the power necessary to lead their workplaces.
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Given that the interviewees indicated that they need autonomy to act as real leaders, |
would suggest that empowerment is needed to create a healthy workplace, and it is
also required when responding to leaders’ desires to behave as real leaders. It is
possible that leaders as implementers will complete several actions. First, they will
be able to set goals and guide staff to achieve them collaboratively. This is because
one of the characteristics of good leaders is the ability to work collaboratively
(Moos, 2012; Cardno, 2009; Bush, 2007; Lumby, 2002; Bollington, 1999). Second,
leaders will be able to select staff according to specific needs. Third, they will able to
inspire their followers and guide them to achieve the strategic plan’s goals (Al-
Mehailby and Al-Jabr, 2002). Fourth, they will be able to employ resources
according to a school’s particular needs. These features can only be achieved if the
MoE moves from highly centralised policies to decentralisation, or even to a lesser
degree of centralisation; as a result, districts and school leaders would be afforded
more freedom (Schultz and Schultz, 2002). The centralised nature of the strategic
plan’s formulation and implementation seem to affect the workplace insofar as
implementers (such as district and school leaders) are not able to behave as real

leaders, as they do not have much, if any, autonomy over their own work.

In conclusion, centralisation and decentralisation are policies that are utilised to
manage education systems. It is difficult to make judgements about whether a given
policy is successful or not. The education systems should utilise the policy that best
fits their specific contexts, while defining the responsibilities of all the parties
involved in the education system. On the one hand, when education systems adopt
centralisation, the top tiers of the educational hierarchy are largely responsible for
any decisions that are made, and they have to clarify these decisions to the lower
levels; they also have to facilitate the processes associated with enacting any of these
policies and decisions. On the other hand, when education systems adopt a
decentralised approach, the individuals in lower-level management positions are
increasingly more responsible for meeting the goals and standards set by individuals
in the top levels. In effect, district and school leaders become accountable for
meeting the general goals and aims of the education system, as these individuals are

now a part of the decision-making process.
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Chapter 7: Recommendations and Conclusions

7.1 Introduction

The purpose of my research was to explore MoE officials’, district leaders’, and
school leaders’ perceptions about the effectiveness of Kuwait’s strategic education
plan policy and processes. First, my research aimed to identify the nature and
characteristics of the policy that controls Kuwait’s education system in general, and
the strategic education plan in particular. Second, my research sought to identify the
issues that resulted from the use of centralisation to formulate and implement a
strategic plan. Third, this research aimed to explore the research participants’
perceptions regarding the seven issues associated with the centralised strategic
education plan. Finally, this research aimed to identify the reasons behind each of the
issues that resulted from the centralisation policy by obtaining the interviewees’
justifications to their perceptions.

My research addressed the following questions:

1. How do the research participants characterise the education system in
Kuwait?

2. What issues does centralisation in educational policy raise for the formulation
and implementation of strategic education planning in Kuwait?

3. What are managers’ perceptions about the implications of these issues for
both policy and practice?

4. What reasons do managers provide for their perceptions regarding the

centralised strategic plan?

This chapter consists of five sections. The first presents the main results of the
research. The second section presents a number of recommendations for improving
the strategic plan of the MoE in Kuwait based on the research findings. The third
section presents suggestions for future research. The fourth section presents the
limitations of the current research. Finally, the chapter presents a summary of my

research findings. The final section presents the summary of the research.
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7.2 Contribution to knowledge

Initially, this research focused on the effectiveness of Kuwait’s strategic education
plan in light of the policy that controls it. This research adds knowledge regarding
the reality of educational planning in developing countries, specifically in the
Kuwaiti context with a centralised system of control of educational planning.
Research in Kuwait (such as Al-Hamdan and Al-Bakheet, 2007; Al-Sharrah, 1997;
AlHadhood, 1994; Al-Hamdan, 1992) has investigated some issues regarding the
strategic plan in general. However, my own research is more specific, and it is the
first study to link issues pertaining to the strengths and weaknesses of the strategic

education plan to the centralised policy that enacts it.

This study investigated the effectiveness of Kuwait’s strategic education planning
initiative from different perspectives across different levels in the Kuwaiti education
system: among MoE officials, district leaders, and school leaders. Thus, this research
includes diverse perspectives from both the education policymakers and those who
implement the plan day by day. As a result, this research ensured that the issues
regarding the effectiveness of the strategic education plan would be associated with
its formulation and implementation processes, as well as with the plan’s
implementers themselves — all in light of a policy that controls the education system
in Kuwait. This provides researchers rich information about how strategic education

plan in Kuwait is formulated and implemented.

This study reveals how policymakers and the strategic education plan’s implementers
perceive the policy that controls this process, according to these individuals’
positions in the system. Thus, researchers can benefit from these findings in
identifying the best way forward when formulating and implementing an education

plan.

7.3 Main findings of the research

Initially, the research findings confirmed the current policy that controls the
education system in Kuwait. The results highlighted that the centralised education
system in Kuwait is extreme, and that the MoE is the ultimate decision maker. The

MoE adopts a centralised approach to control resource allocation, in-service
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programmes for teachers and staff, pupil assessments, curriculum development, and

educational planning.

My research identified seven issues of the centralised strategic education plan in

Kuwait;

Efficiency and effectiveness of the strategic plan
Comprehensiveness of the strategic plan
Implementability

Collaborativeness and participativeness
Communicative capacity

Bureaucratisation

N oo g bk~ w D

Work environment

These issues are seen as problems that result from the centralised nature of the
strategic plan that affected the education system’s outcome. Within each issue, the
research results identified a number of reasons as to why these issues can be viewed
as weaknesses in the centralised strategic plan. Thus, my research found that the
centralisation policy, in both the formulation and implementation of the strategic
plan, is an obstacle to the strategic plan’s effectiveness. Additionally, it identified the
relationship between the weaknesses of the strategic plan and the MoE officials’
practices as the ultimate decision makers. Finally, it was concluded that the
implementers of the strategic plan tend to participate in decision-making activities to
obtain a degree of autonomy within their workplace in order to identify the best ways

to achieve the strategic plan’s goals.

7.4 Recommendations from the research
According to my research findings, | would recommend the following actions:
1. The strategic education plan should be constructed in a participatory

framework. Districts, schools, outside stakeholders, and community members

should participate in the strategic plan’s formulation.
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11.

12.
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There is a need to establish an effective information system within the MoE,
districts, and schools in order to provide the strategic plan with realistic
information stemming from stakeholders in the field.

There should a precise estimation of the schools’ needs, and resources should
be allocated to schools based on these needs, thereby ensuring equity between
the schools.

Schools should spend their resources based on their needs, instead of
following the MoE’s strict regulations on how to spend these resources.

The MoE should appoint teachers based on their qualifications. It would be
useful if teachers are appointed within each district. In this way, the districts
would be able to appoint the appropriate teachers and allocate them to
schools according to the school’s needs.

The in-service programmes for teachers should also be designed according to
the schools’ needs. Schools should participate in planning the in-service
programmes in order to ensure that these programmes fit their specific needs.
The MoE should develop methods to deliver the strategic plan to both
implementers and outside stakeholders.

The MoE should identify appropriate stakeholders who can effectively enrich
the strategic plan.

There should be effective collaboration between the three tiers of the
education system, and there should also be collaboration between the
education system and its outside stakeholders.

The MoE should communicate with the lower levels effectively, engaging in
both downward and upward communication between the three tiers.
Bureaucracy should be reduced, especially in regard to the allocation of
resources; the number of routine procedures should also be reduced.

For plan implementation, lower levels (such as districts and schools) should
obtain a degree of autonomy to set their own directives based on their

knowledge of the best ways to achieve the plan’s goals.



270

13. The MoE should activate a system of accountability where lower levels are
accountable for ensuring that positive results are obtained in the strategic
plan.

14. MoE officials should be enrolled in training programmes to develop their
planning skills.

15. The Department of Planning and Improvement should deploy experts in
educational planning, rather than rely on regular employees, in order to
ensure that the strategic plan is formulated by well-trained individuals, as
well as by stakeholders in the field.

16. Information about the components of the strategic plan and the MoE’s
policies, visions, and goals should be disseminated occasionally among all of
the organisation’s tiers in order to build an awareness of the plan and its
goals.

17. An evaluating system should be established in order to follow up on the
strategic plan’s progress, while identifying the problems and assessing the

achievements of the plan’s goals.

7.5 Suggestions for future research

This research identified several issues that were seen as consequences of the
centralised strategic plan. I suggest that future research could investigate the impact
of centralised strategic planning on each of these issues. For example, a study could
investigate the impact of centralised strategic planning on schools’ efficiency and
effectiveness in greater depth and with more focus. The same approach could also be
applied to the rest of the issues discussed in this research.

There is a need to conduct an analysis of the stakeholders in Kuwait in order to
precisely identify those who are especially interested in education. In addition, future
research could investigate the potential benefit of involving stakeholders in the

strategic plan’s formulation.

There is a need to investigate the best way forward with regard to the policy of

controlling the education system in general, and the strategic plan in particular.
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Future research might investigate the potential advantages of the decentralised
education system in Kuwait. It might also examine the potential advantages of

decentralised strategic education planning in Kuwait.

While the policy guiding the implementation of the strategic plan adopts a top-down
approach, there is a need to investigate the impact of this approach on achieving the
plan’s goals. Future research might also delve into the potential advantages and
disadvantages of the bottom-up implementation approach of the strategic education
plan. It might investigate how the implementers respond to the policy of

centralisation in terms of job satisfaction.

7.6 Limitations of the research

This research included several limitations:

1. There were difficulties in accessing information within both the MoE and the
districts, because of the strict procedures for this imposed by the MoE. These
procedures have to be followed before each visit. Moreover, the head of the
Department of Information Systems has to personally sign his approval
giving access to the information systems. This was time consuming and
especially difficult since my time was limited (I had to finish my field work
and return to the UK in a specified timeframe).

2. Some of the interviewees were only able to meet with me for a short time
because of their busy schedules. This resulted in few interviews, which were
relatively condensed, and required careful time management. Other
interviewees asked me to split the interview into two so that they could be
conducted at different times.

3. The research sample included leaders in the MoE, the districts and schools.
The schools included head teachers, deputy heads and department heads.
Teachers were not included in this research. | hoped that all of the leaders at
the various schools would provide informative responses, as they represented
the lowest level in the education hierarchy. The heads of the departments

work as leaders and as teachers within the school, so | hoped that the heads of



272

the department would represent teachers; however, teachers (as representative
of lower levels of management) may have different thoughts.

7.7 Summary

This research sought to identify the issues that resulted from adopting centralised
strategic education planning in Kuwait. The findings demonstrated that the strategic
education plan of the MoE in Kuwait has several weaknesses. In addition, my
research revealed that there is a need to consider every individual, whether from
inside or outside the education system, who can enrich the strategic plan. It is hoped
that the formulation of the MoE’s strategic plan will involve the input of qualified
experts in education planning so as to further guide the development of this initiative,
rather than depending solely on the insights of MoE officials, whose qualifications
and level of awareness of the issues at hand may not be of benefit to the overall aims

of this directive.
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Appendix (1): Research design

Phase (1) Qualitative Phase (2) Quantitative Phase (3) Qualitative
Research Question
Method of Sample Time Method of Sample Time Method of Sample Time
Inguiry Inguiry Inguiry
. How do the research Semi- (22
participants characterise the Semi- structured | (4) MoE Officials
education systemin Kuwait? | structured interviews (6) D. Leaders
interviews (12} 5. Leaders
(12) August-
(2) MoE Officials | November
> Whatlssucs doos e (4)D. Leaders 010 0 October-
centralisationin educational | structured (6) 8. Leaders T I:l;'rlc,jh
policy raise for the interviews B
formulation and + FEEEE FEEEE
implementation of strategic || Literature
education planning in
Kuwait?
. What are managers’ (188)
perceptions about the (30} MoE December-
implications of theseissues FEEAE EEAEE EEEEL Questionnaire | Officials March
for both policy and practice? (48)D. Leaders 2011 SO R
(120)5. Leaders
. Whatreasons do managers Semi- (22
provide for their perceptions D S EEEEs S EEE S structured | (4) MoE Officials
regarding the centralised interviews (6) D. Leaders
strategic plan? (12} 5. Leaders
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Appendix (2): Phase 1 interview schedule

Pre-pilot
Interview schedule (A)

Post-pilot
interview schedule (B)

Brief description about
the interviewee’s job:

Years of experience

Daily routine

Duties

Responsibilities

Roles

e Description of current strategic
plan:

Means of formulating the
strategic educational plan
Means of implementation
Policies and regulation of
the strategic educational
plan

Strengths

Weaknesses

¢ Brief description about the
interviewee’s job:
- Nature of the job
Years of experience
Daily routine
Responsibilities
Roles
¢ Description of Kuwaiti educational
system:
- Managerial structure
- Policies formulation approaches
- Ways of making/delivering
decisions
e Description of the strategic
plannlng of the MoE:
Policies and regulations of the
strategic plan
Nature of the plan’s policy
Policy of formulating the
strategic plan
Their roles, if any, in the plan’s
formulation
Ways of implementation/role
distribution
e Implications of the strategic plan:
- Concerns/general complaints
- Justifications
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Appendix (3): phase 3 interview schedule

Pre-pilot
interview schedule (A)

Post-pilot
interview schedule (B)

oT

he policy of leading the Kuwaiti

education system

oD

iscussion of the issues being

investigated:

Efficiency and effectiveness of the
strategic plan
Comprehensiveness of the strategic
plan
Implementability
Collaborativeness
participativeness
Communicative capacity
Bureaucratisation
Work environment
Alternatives

and

¢ The policy of leading the Kuwaiti
education system:

Nature and extent of the policy.
Ways of making decisions/who
makes them? Examples.
Characteristics of the centralisati
on.

Description of the framework of
strategic plan. Formulation/ways
of delivery/implementation polic
ies.

e Discussion to the issues of
investigations: (questions/follow-
up questions/probes)

Efficiency of the strategic
plan

Comprehensiveness
Implementability
Collaborativeness and
participativeness
Communicative capacity
Bureaucratisation

Work environment
(feelings/concerns)

e Impact of centralisation

Consequences of
centralisation for each issue
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Appendix (4): the questionnaire

Questionnaire to obtain views on strategic educational planning in the State of
Kuwait

The aim of this questionnaire is to get to know your opinion regarding the pros and
cons of the strategic plan of the Ministry of Education, which is within the
requirements for obtaining a doctoral degree in educational planning.

Your participation in answering the sections of this questionnaire may lead to finding
the most appropriate methods and policies to reform the educational planning in
Kuwait. Please answer all the questions starting from the cover page which contains
questions related to your personal data, moving to the following pages and try to
provide answers to each of the sections of the questionnaire.

Thank you very much for dedicating some of your time to fill in this questionnaire.

Name (optional): ---------=--=mmmmeme e

The managerial level of your position (Ministry/ Districts/ School):
BT[] o e —

Educational DiStriCt: ==-=-==-=nmnmmmmm e oo oo e

Gender (male / female): -=--=-=-mmmmmm oo e

Researcher: Eisa Mohammed Al Kandari
University of Leeds (UK)

School of Education/Educational Management
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NO

Statement

Strongly
disagree

Disagree

Undecided

Agree

Strongly
agree

Centralised strategic planning has
succeeded in solving increasing
pupils’ achievement.

There is a significant integration
between the inputs of the plan
(sources and potential) and its
outputs of qualified graduates.

The centralised strategic plan had
succeeded in providing educational
outcomes appropriate to the
requirement of the local market in
Kuwait.

The Strategic Plan of the Ministry of
Education lacks clarity.

The objectives of the centralised
strategic plan lack full clarity.

The Ministry of Education provides
executive bodies with the necessary
information and instructions on how
to implement its strategic plan.

The Central Authority symbolised
by the Ministry of Education lacks
clear vision relevant to the strategic
plan.

The executive bodies are not fully
aware of their role on the
implementation of the strategic plan
developed by the ministry.

The ministry does not provide the
executive bodies with all the
resources needed for implementing
the strategic plan.

10

The centralised nature of the
Ministry of Education’s strategic
plan can be described as difficult to
implement.

11

The strategic plan based on
centralisation reflects accurately the
needs of the Kuwaiti labour market.

12

The centralised strategic plan
ensures covering the essential needs
of the executive bodies.

13

The strategic plan based on
centralisation does not reflect the
aspirations of the Kuwaiti society.

14

The centralised strategic plan is
incompatible with international
modern trends in education.

15

The centralised strategic plan does
not benefit from other countries’
experiences.

16

The centralised strategic plan does
not prevent complying with the
international technological
development.

17

The centralised strategic plan limits
the creativity of the executive
bodies’ personnel.
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No

Statement

Strongly
disagree

Disagree

Undecided

Agree

Strongly
agree

18

The centralised strategic plan does
not serve independency at work.

19

The centralised strategic plan has a
negative influence on the
employees’ performance at work.

20

The centralised strategic plan
changes according to the changing
needs of schools and educational
departments.

21

The centralised strategic plan does
not respond to the constant changes
in the educational field.

22

The centralised strategic plan is
subject to modification of the
monitoring committees.

23

One of weakness of the centralised
strategic plan is not engaging the
educational departments in the
planning process.

24

One of weakness of the centralised
strategic plan is not engaging
schools in the educational planning
process.

25

There MoE involves the civil
society’s organisations in the
strategic plan formulation process.

26

The channels of communication
between the Ministry and the
executive bodies can be considered
relatively weak.

27

The Ministry follows up regularly on
the implementation of the
educational plans.

28

The Ministry provides an effective
alternative mechanism to meet with
the executive bodies.

29

The centralised policy for the
strategic plan ensures justice among
all the educational entities, such as
justice in the distribution of financial
and human resources.

30

The centralised planning policy
avoids overlap in of the executive
bodies’ roles.

31

The centralised planning policy does
not ensure providing a healthy
working environment.

32

The centralised planning policy
controls financial resources.

33

The centralised planning policy
helps save efforts.

34

The centralised strategic planning
policy responds to the lower levels
needs quickly.

35

The centralised strategic plan takes
into account all aspects of
educational development in Kuwait.
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No Statement Strongly Disagree Undecided | Agree | Strongly
disagree agree

36 The centralised strategic plan does
not ensure using the entire means of
data collection necessary for
developing educational plans.

37 The centralised strategic plan
contributes to solving most of the
educational problems in Kuwait.

This research requires carrying out personal interviews with a sample of executives
and employees in the Ministry of Education based on the results of this questionnaire.
If you are willing to participant in these interviews, please insert a mark in the box:
agree [ disagree [
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Appendix (5): the information sheet

Research Information Sheet for Participants
Title of my Research:
“Perceptions of the Effectiveness of Kuwait’s Strategic Education Planning
Policy and Processes”’

e You are invited to participate in this research, as is explained below. Please
spend a few minutes reading this explanation in order to understand the
reason for conducting this research. This may help you to decide whether to
take part in this research. If you need any further explanation, please do not
hesitate to ask at any point.

e In this research, I will try to obtain a full description to the policy which
controls education system in Kuwait including the characteristics of this
policy. Moreover, | will analyse the current process of educational strategic
planning in order to identify issues of strengths and weaknesses, which may
are resulted from the Ministry of Educations policy in the management of this
process. This research will be conducted in three phases. The first and third
phases require using interviews for data collection whilst the second phase
depends on a questionnaire. The duration of the three phases is approximately
12 months.

e You have been chosen as a participant of a sample, which is believed, will
enrich the research data.

e You have the right to decide whether you wish to participate in this research
or not. Also, you have the right to withdraw from this research at any stage.
This will not affect any benefits that you are entitled to in any way. You do
not have to give a reason for your withdrawal.

e You might be involved in this research three times according to the three
phases of the research and according to the selection of the research sample.
Each interview may take an hour, as it requires answering open-ended
questions, while the questionnaire may take 30 minutes to answer the close-
ended questions. It is expected that you will give clear answers without any
bias, and support your answers with evidence and relevant examples.

e Whilst there are no immediate benefits for those people who participate in the
research, it is hoped that this work will help to improve the best practice of
educational planning in Kuwait that will lead to providing the community
with the best quality of graduates.

e This research will try, as much as possible, to protect your identity and retain
your anonymity. Pseudonyms will be given to all of the participants in this
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research. All of the information will be utilised only for the benefit of this
research. However, you should be aware that there is still some possibility of
you being identified, please bear that in mind while giving your accounts.

e You will be asked to provide information about the Ministry of Education’s
policy in the strategic plan’s formulation and implementation. This
information will help in establishing the strengths and the weaknesses of this
process. As a result, this information might be useful in improving the current
strategic planning in Kuwait.

e You will be informed about the research results in the final stages of this
research.

e The audio and/or video recordings of your activities made during this
research will be used only for analysis and for illustration during conference
presentations and lectures. No other use will be made of them without your
written permission, and no one outside the project will be allowed access to
the original recordings.

e If you require any further information or explanation, please contact me via
the following telephone number or email address:

Eisa M A AlKandari
Tel: 99612355
E-mail: alkandaril1l@yahoo.com
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Appendix (6): the consent form

Title of my Research:

‘‘Perceptions of the Effectiveness of Kuwait’s Strategic Education Planning

Policy and Processes”’

Researcher Name: Eisa AlKandari

1.

I have read the Information Sheet for this study and have had details of the
study explained to me.

My questions about the study have been answered to my satisfaction, and |
understand that 1 may ask further questions at any time.

| also understand that | am free to withdraw from the study at any time, or to
decline to answer any particular questions in the study.

| agree to provide information to the researchers under the conditions of
confidentiality set out on the information sheet.

I am aware that my answers might include some criticism of the Ministry of
Education and | agree to provide such answers.

| wish to participate in this study under the conditions set out in the
Information Sheet.

I consent to the information collected for the purposes of this research study
to be used for any other research purposes .

Participant’s name

Participant’s signature

Date

Contact details

Researcher’s name

Researcher’s signature
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Appendix (7): Details of the exploratory sample

Phase (1)
Pseudonym Gender Tier Status In
Institution
Ahmad Male MOE Leader
Huda Female (1 male/1 female) Leader
Hassan Male Leader
Ali Male Educational districts Leader
Sara Female (2 males/2 females) Leader
Mariam Female Leader
Yousif Male Head teacher
Salman Male Deputy Head
Jassim Male Schools Head of
(3 Male/ 3Female) Department
Zainab Female Head teacher
Laila Female Deputy Head
Dana Female Head of

department
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Appendix: (8) Details of the in-depth interviews sample

Phase (3)
Pseudonym Gender Tier Status in Institution
Saad Male MoE Leader
Majed Male (2 males/2 females) Leader
Nadia Female Leader
Norah Female Leader
Khalid Male Districts Leader
Ali Male (3 male/3 female) Leader
Nasser Male Leader
Abeer Female Leader
Hajar Female Leader
Farah Female Leader
Morad Male Head teacher
Bader Male Head teacher
Sanad Male Schools Deputy Head
Fahad Male (6 males/6 females) Deputy Head
Adel Male Head of Department
Waleed Male Head of Department
Fouz Female Head teacher
Aisha Female Head teacher
Taibah Female Deputy Head
Noor Female Deputy Head
Latifah Female Head of Department
Nawal Female Head of Department
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Appendix (9): A part of interview with MoE official (Arabic version)
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Appendix (10): A part of interview with MoE official (English

version)

Eisa: Hello, sir. Thank you for giving me some time to conduct this interview.

Saad: You’re welcome. I’m pleased to participate in your research and | hope | can

give you the information that you need.

Eisa: As you know, my name is Eisa AlKandari, and | would like to interview you in
order to discuss some issues regarding Kuwait’s education system and the strategic
education plan. This interview is divided into two sections: first, I would like to
discuss with you the nature of the policy, which controls the education system in
Kuwait; and second, I will discuss with you some issues regarding the effectiveness

of the strategic education plan.

Saad: Okay. As you wish; I’m ready.

Eisa: Could you please tell me what your job, duties, and responsibilities are?

Saad: (This response is withheld in the interests of preserving interviewee
anonymity).

1. Discussion of the nature and extent of the current policy that controls the

education system in Kuwait

Eisa: What is the policy that the MoE utilises to control the education system in

Kuwait? I mean, how does the MoE make decisions regarding education issues?

Saad: Are you referring to whether we are utilising centralisation or

decentralisation?
Eisa: Yes. | mean what’s the nature of this policy?

Saad: Well, since the establishment of the education system in Kuwait, the MoE
holds all responsibility with regard to all education issues. The MoE includes experts
in different specialisations who are capable of making all decisions regarding
education. This makes the MoE capable of leading the education system, while
covering all its needs by distributing the work across several specialised departments.

Thus the MoE takes care to make all decisions regarding the education system in
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Kuwait, while drawing education policies, which should be implemented by districts

and schools.

Eisa: Could you please explain what the education issues are and how the MoE

controls them?

Saad: By education issues, | mean everything related to education in Kuwait such as

the curriculum, different kinds of resources, and pupils’ assessments.

Eisa: Could you tell me about the ways in which the MoE makes decisions regarding

these examples?

Saad: Okay. The MoE is responsible for creating the curriculum for all subjects. The
Department of Curriculum within the ministry (building number 2) is responsible for
this item. We have different sub-departments for all subjects. These departments
include experts who are highly qualified in curriculum development. These sub-
departments construct committees that include different individuals in order to work
on curriculum projects. All of these people belong to the Department of Curriculum,
as do some directors who were derived from districts as specialists in some subjects.

Eisa: Does that mean that these directors participate in curriculum design?

Saad: Yes, but they’re selected by the Department of Curriculum and they’re
required to follow the MoE’s policies regarding curriculum design. The MoE hires
these individuals because they have extensive experience in their subjects. These
people are supposed to be well-known as experts, and the Department of Curriculum
is very careful to hire them, as they are able to enrich the curriculum. Resource
allocation is one of the MoE’s responsibilities. We deploy teachers and all employees
within the districts and schools.

Eisa: Could you explain how this is conducted?

Saad: For example, teachers who want to have a job should apply at the Department
of Human Resources, as this is the department that sets all the policies and conditions
of teachers’ deployment. After studying the applications, the Department of Human

Resources make decisions regarding the applicants’ acceptance. After that, the
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department sends the candidates to districts that, in turn, send them to schools

according to the school’s needs.
Eisa: Could you explain these needs?

Saad: Yes. | mean the candidates mostly distributed among schools according to the
shortage. For example, when schools lack teachers of English, the district will give
that school the priority to receive new deployed English teachers, and so on.

Eisa: What if schools reject a specific, newly deployed teacher?

Saad: Schools can’t reject any new teacher because they already got the job when
the MoE accepted them to work as teachers. So there should be a strong reason for
rejecting them, such as criminal behaviour, or in the event that teachers don’t co-
operate with the school’s management. But this requires specific procedures where
schools write letters to the district to which they belong; the district writes a letter to
the MoE explaining the case. The MoE then makes a decision regarding this issue via

the Department of Statutory Affairs.

Pupils’ assessment is the responsibility of the MoE. The different exams, especially
for secondary schools, are unified, and the Department of Curriculum within the
MoE designs these exams at the end of first and second semesters. The exams are
designed by experts who design them with the cooperation of directors within the
districts.

Eisa: How about the exams during the academic year, such as those that take place

weekly or monthly?

Saad: The schools design these, but they don’t represent pupils’ major assessment
because the bulk of marks can be obtained by the centralised exams, which are
designed by the MoE.

Eisa: Do you think the MoE’s policy of pupils’ assessment is effective- and why?

Saad: Yes, I think it is effective. We should guarantee that the exams are valid and
highly reflective of pupils’ achievements. The MoE hires experts especially for this
purpose. I think we are able to follow up pupils’ level of achievement; as a result, we

can make a judgement as to whether schools are doing well with teaching pupils or



319

not. This can be obtained simply by looking at exam results. | think a lot of countries
with strong education systems use centralised exams effectively, and they’re happy

with its results.

Eisa: How about the strategic education planning? Could you tell me about the

policy of formulating the strategic plan?

Saad: The strategic plan is also managed by the Department of Planning within the
MoE, which constructs committees from different qualified personnel in order to

formulate a strong education plan.
Eisa: Do you have an idea about members of this committee?

Saad: Those are people who represent different departments within the MoE, such as
the Department of Planning and Improvement, Department of Curriculum,
Department of Finance and Department of General Education. The committee
sometimes hires people from districts, such as directors, in order to benefit from their

experience.
Eisa: Could you explain — what are the actual roles of these directors?

Saad: These people help the committee identify education needs in order to include
them in the strategic plan because they are, to some extent, close to the schools

themselves.
Eisa: Can they make decisions regarding the plans’ goals and objectives?

Saad: | don’t think so. They only provide the committee with information and

suggestions. But the committee decides which suggestions are appropriate or not.

Eisa: Tell me about the implementation process. How do schools implement the
strategic plan?

Saad: Mmm, schools implement the plan according to the MoE’s standards.
Eisa: Could you explain that further?

Saad: For example the MoE, via districts, provides schools with annual plans, as a
part of the strategic plan. This annual plan should be met. The MoE provides schools
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with resources in order to meet the objective of the annual plan and, as I told you, the
MoE controls resource allocation.

Eisa: Can schools set their own strategies to implement the strategic plan?

Saad: | don’t think they’re able to do that because we control resource allocation and
all other education issues. If they’re able to set their own strategies for
implementation, this means that they’ll be able to decide on the amount and type of

resources. This is not possible at this time.

Eisa: So, the MOoE controls both the strategic plan’s formulation and the

implementation processes?
Saad: Yes.
2. Discussion of issues that were identified in the exploratory study

Eisa: Okay, in the light of this centralised strategic planning, | would like to discuss

with you some issues regarding both the formulation and implementation processes.
Saad: Okay.

Eisa: Can you tell me about the efficiency of the strategic plan?

Saad: Well, I think we have a strong and efficient strategic plan.

Eisa: Could you elaborate on that?

Saad: Okay. The strategic plan was formulated by highly qualified experts, and the
MoE dedicates a large amount of the budget to ensure that all experts and facilities
will be provided to the benefit of the strategic plan. In addition to that, the
Department of Planning cannot approve a strategic plan that is not potentially

efficient.
Eisa: Okay. What do you think about pupils’ levels of achievements?

Saad: Mmm... | understand that there are concerns regarding this, but I think there
are many reasons for that. | think teachers are not doing well with teaching pupils
and we are suffering from their levels. The MoE provides them with many high-

quality training programmes, but they’re still weak. You can see how educational
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experts complain about teachers’ skills. They’re certainly not playing the roles of real
teachers.

Eisa: But you have mentioned carlier that the MoE is responsible for teachers’

deployment. Why can’t you just choose qualified teachers carefully?

Saad: This is one of education’s crises in Kuwait. We are forced to accept all
applicants who want to have a job because national policy requires that all Kuwaiti
citizens have the right to be employed in any job they want, and you know that
teachers’ chances to work as teachers in the other ministries are limited. This is a

clear article in Kuwait’s constitution.

Eisa: Do you think that the MoE’s policies ensure the efficiency and effectiveness of
the strategic plan?

Saad: Yes, look, as | told you, this plan was formulated depending on highly
qualified experts, and the MoE spent a large amount of the budget on that. I think it’s
unfair to describe the plan as inefficient or ineffective when it’s taken a long time
and hard effort for it to be formulated. All procedures were carefully adopted in order

to ensure that the plan would yield good results.

Eisa: Do you have an idea about the schools’ perceptions of the strategic plan

regarding the efficiency and effectiveness of the strategic plan?

Saad: No, but I think it’s worth investigating their perceptions and finding out their

suggestions.

Eisa: | gathered information from many districts and school leaders about the
strategic plan, and they think that the centralisation policy prevents them, as
implementers, to obtain sufficient resources because resource acquisition is highly
bureaucratic. They’ve also mentioned that the centralised nature of the strategic
plan’s formulation led to the fact that many needs are unmet in the plan. They think
that these issues have affected the plan’s efficiency and effectiveness given that the

pupils’ levels of achievement are low.

Saad: Well, | think there are number of issues that should be considered when we

formulate the plan. | think there should be a precise estimation of the various needs,
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and the MoE should provide resources according to these needs in order to benefit
pupils’ learning. I am not saying that the plan is inefficient, although there are
problems. But it needs changes from time to time, and we should respond quickly to
these changes. | know that our pupils’ achievement is low and we should do
something regarding that, and the plan should ensure that as well. Schools still
complain about resource shortages. | think we should think seriously about this

because | believe that this complaint did not come from a vacuum.
Eisa: What do think about this complaint? What’s the reason for that?

Saad: | can’t make a judgement right now. This needs to be studied in a way where
we can evaluate situations. We should know whether resources are adequate and we
should think about the best ways of providing them if there is really a need for them.
But, at this time, we can’t say that our policy of resource allocation is wrong just
because schools complain about that. At the same time, | believe that there is a

problem, and we should look for a solution.

Eisa: Okay. I’ll move to the second issue now. Could you tell me about the

comprehensiveness of the current strategic education plan?

Saad: Mmm... In my opinion, although the MoE is keen to make the plan as
comprehensive as possible, | think we still need to include as much as we can in
order to make the plan rich and cover all we need in order to prepare students for the
future. | think that many things can make this plan more comprehensive, but note
that | am not saying that the plan is poor or bad. What | meant is that there are many

things that might improve this plan and make it more comprehensive.
Eisa: Could you tell me what these things are?

Saad: For example, the plan didn’t respond to the local market in Kuwait and, as you
can see, there’s still a shortage in providing the local market with graduates that work
in many fields. The government is still importing different personnel to work in some
public and private sectors in order to respond to their needs. | think this raises the
point that the education system should provide the local market with graduates in

order to cover the needs of different Kuwaiti qualifications.
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In addition to this point, there are still social problems that need to be solved by
education, such as crime and drug addictions, within our youth. These issues can be
solved if the education system focuses on them seriously and dedicates much effort,

studying the reasons for these problems and finding the best ways to solve them.

Eisa: Okay. What do you suggest is needed in order for the education system to
address these issues and problems?

Saad: Mmm... I suggest that a thorough study about our society’s needs and
problems should be conducted. Of course, this has already been done when the MoE
formulated the plan, but there might be problems with the ways of solving these
problems. | suggest that there should be direct goals and objectives that target these
and any other issues directly, and there should also be longitudinal studies of these
issues, especially with regard to negative behaviour such as crimes. In this way, one
can say that a thorough study was conducted in order to identify issues and problems,

in addition to identifying ways to solve them.

Eisa: Regarding the needs of various elements of the education system such as
pupils, curriculum and teachers, do you think that the MoE was able to identify all of
the education system’s needs, with regard these elements, and formulate a strategic

plan that responds to these needs?

Saad: | think that the basic elements of the education system are covered in the
strategic plan, and curriculum is among these elements. For instance, the Department
of Curriculum studied the needs of appropriate curriculum to our pupils and, as a
result of that, | think the education system provided schools with an advanced
curriculum that copes with global development. With regards to teachers, we cannot
ensure good results without taking care of our teachers. Teachers are one of the vital
factors that influence our pupils’ learning, and we are aware about ways to respond
to their needs. But | still believe that there are better ways that ensure we can deploy
highly qualified teachers, beginning with reconsidering the criteria used when
accepting students in universities, then examining the ways in which we prepare
them to work as teachers, then we can select teachers who will potentially work in

schools, and then we can improve the quality of the programmes to improve their
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skills. Here, I think the strategic plan should consider these things. This doesn’t mean
the strategic plan is weak, but I think it still can be improved and | think this will be

sorted out as long as we’re aware of these strengths and weaknesses.

Eisa: Does that mean that the MoE is not in need of allowing wider participation in

identifying various needs that might be included within the strategic plan?

Saad: Mmm... Well, participation is a good thing, but I think it depends on who
should participate in this job. I think we employed qualified personnel who ensured
that a comprehensive study of the various needs, as well as everything else that was
demanded, was conducted in order to build a comprehensive plan. Wider
participation would lead to tension and be a waste of time. It’s a matter of
formulating a strong plan. Participation is a tool, not a goal. When you think that you
already own this tool, then there’s no point in widening participation, and I think the

MOoE’s policies regarding the strategic plan are appropriate.

Eisa: Okay. Let me now move onto the third issue. Do you think that there are

problems with the strategic plan’s implementation?

Saad: There are still problems with all aspects of our lives and all actions that we are

doing. And the implementation is one of our actions.
Eisa: Do you mean that the plan is not able to be implemented?!

Saad: Ooh... No I didn’t mean that at all. What | meant is that there might be
problems that stimulate us to improve. | think you can’t say that, Eisa. Don’t try to
put words into my mouth. This plan cost a lot of money and consumed a lot of time

and effort. Do you think we constructed a plan that isn’t implementable?

Eisa: No, sir; | wasn’t misconstruing your meaning, but this is what | understood
from your response at the beginning, then | framed my question accordingly. But

okay. Can you tell me about these problems if they exist?

Saad: | said that there might be problems, but right now, I can’t find any direct
problems with the implementation process. | think the MoE is keen that its strategic

plan can be implemented smoothly.
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Eisa: Okay. I’d like to remind you that you mentioned previously that you believe
the MoE should respond to the schools’ needs regarding resources, as their
complaints, as you said, didn’t come out of a vacuum. Do you think resource

shortages might cause problem with the plan’s implementation or not - and why?

Saad: Yes, | do believe that, but this doesn’t mean that the plan can’t be
implemented. What | meant previously is that it’s worth studying schools’ resource
needs in order to meet their needs, especially as they might face problems that
require money or materials, and if schools lack these resources, then this might affect
pupils’ learning, or any other issues within the schools. | also meant that the MoE
should do something when schools still complain about lack of resources and, at the
same time, when pupils achievement is low. They might be right about that, | don’t
know, but this doesn’t mean the plan is unable to be implemented, even if they’re
right, because you might find problems during implementation, such as resource

shortages, and you must solve this problem as soon as possible.
Eisa: Did the MoE try to solve resource shortages or study the reasons for that?

Saad: No, not yet, but I’m sure the MoE will do so as soon as it feels there are such

problems.

Eisa: Okay. Do you think schools are able to decide on the amount and types of

resources they need?

Saad: Yes, but you should be careful that schools that still ask for resources, and we
should make sure that there would not be redundancies in the money or materials
provided in schools, because this is against our resource-saving policy that the MoE
always encourages. | think the best way to perform resource allocation is to maintain
this responsibility among the MoE authorities. If there’s a resource provider who
controls the amount of resources provided, this will prevent resource wastage, as
long as the person provides resources according to the criteria. Of course, the
resources should be adequate, and this is why | said that the MoE should do

something regarding the schools’ claims of resource shortages.



