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"CHAPTER TWO

LITERATURE REVIEW %\Y~
=\
Yv

2.1 Introduction

The literature review on the learner-centered approach addres strong foundation

for the philosophy of its development and application to e c un er the influence

of Dewey’s (1859-1952) democratic notions and Rogers# (1902- 19 tlc

ideas. The review also points out Freire’s (1921 ) gnlflc t rlgut-b&?to the
Y

application of these notions in non-western con he S stu based on

these scholars’ concepts. q\ é

‘ -\
A humanistic approach hlghllght e | cati on)@would be to create self-

directed learners and bUI|d istic r wlp on mutual respect and
understanding between te and tudents; An fundamental value of this
approach concerns pro%student with¢care Q% and encouragement in schools.

Therefore, it is Vlh&\m ers toéo') ote positive feelings about students’
learning and rEM
learning (J s et'al,

&
2006; ic,2oc@;
é}* 25

ery ?t,)@t with her/his ability to direct their own
anistic Education

0 rs’ (1950) notions mainly addressed the progression of psychotherapy, he pointed

ut the opportunity to apply them in education, particularly by teachers who have a
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strong child-centered philosophy. Rogers (1983) provided the characteristics of his

9

‘person-centered” model of teaching and learning, and presented some te

successful experiences with this model. ('}

Brandes and Ginnis (1986, 1990) explained the way Rogers’ notions could be developed
into teaching approaches and practices in their books ‘A Guidg, to Student-Centered
Learning’ (1986) and ‘The Student-Centred School’ (1990). In sEreiberg advanced

new ideas and involved his own working experience in sc lo g'with he results

of research related to implementing Rogers’ ‘person-centered” model®ine s Is.
S
Subsequently, Rogers’ humanistic notions beco fluential in the
field of e School has an important role inw
promoting student learning. A humanistifwsho & re facts, ideas,

and feelings can be expressed openlymere stud urios@and creativity can

be cultivated. Rico (2008, p.56) r g@‘ud%j ting sa)ératmosphere in schools
;% p@ig their understanding and

N

consideration of students’ a factors. %
S
g b 4 &
e @)

Rogers (1983)\@% t\glistit\}n tion in terms of the differences in
¢ DG

characteristics between the tea el‘rcth_gred and student-centered approaches. At the

N
same ti% ers pr ? the Y@Iitation notion as an alternative to traditional
instu&al approaches and e@ned that its implementation implies a variation in the

=¥

would require teachers to ado\ thodo enco

ro\oteachers, students, parents, headmasters and educational authorities.

S
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2.2.1 Teacher-Centred Versus Learner-Centred Approaches in the Teaching and
Learning Process
Rogers (1983) described that the conventional teacher-centred teaching (%Dls in
sharp contrast to his proposed student-centred model. With a student-cﬁ&approach,
teaching does not depend on teachers all the time, waiting for teachimections and
words of approval (Jones, 2007; Ozsevik, 2010; Chang, 201 Mrs and students
do not disregard each other, but look at, and communicat ch ther It is clear
there are huge differences between the features of the%eld an nWods In a

traditional or conventional system of language teach

d learnin a‘hg@e the

processors of knowledge. They are the classroo

iti svfh mm@,ﬁom they

te (Roggésig%) In fact,

rule, while students are the recipients of an

students are silent listeners with a pa role of belng ag@: ivers and do not

take responsibility for their Iearnln other wi %ch rs.d inate all classroom
- ,, 5

activities. Q-

&
\ \A

Furthermore, dlfferent% eportt t te hllngubEFL classrooms is still based on
4

traditional approachswao, 2?09\,%% Zoogumnan 2003; Littlewood, 2007; Sakui
/Shba

and Cowie, 20 ~This feature offers a clear picture (as portrayed in the

rN e DU Y
questionnaire items) of the general practice in a teacher-centred classroom that avoids

Qe | ])) &

or neglects the students’ role in sharing classroom activities. This is one of the
Y/ e

difficulties that Libyan students face. Within the traditional teacher-centred framework,
" \J

\Jres, textbooks, or other sorts of verbal intellectual instruction are the main

t%e
& ices for conveying knowledge to learners. Meanwhile, examinations are intended to
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evaluate students and their level of understanding the knowledge conveyed. These
features were included in constructing part of the questionnaire (see Appendix Yv
With this method, there is little or no trust and communication between e@}s and
learners. Teachers exert their power to govern classes and students erned by
being kept in an intermittent or constant state of fear. This is deémed one of the
difficulties that students face in learning well. The teacher-centred approach allows for
no democracy in class, as the power hierarchy places m righer, superior
positions. Therefore, democratic principles are ignorcdyin te hwtices and

L ]
uch canve or#ali@zion

e % tha@ters is a

odui\re thetefore @esent in the
teaching and learning processes in Li\) Cs<

\ Y
A
N,
Most teachers still depend on %aﬁoﬁ repetition, Qu/!&%\pplying learner-centred

activities by means of met m teT S are used nd learned with themselves,

for example pair work % ication activi IE'S! Ti@e teacher-centred features helped
d &

the researcher constﬁ%taten]e \m e qu§ naire about difficulties that Libyan

teaching procedures. Rogers (1983) illustrated that w
system, the person is ignored or devalued enti

person’s intellect. The features of this teac

teachers face with reading 'nsiort’(jgﬁé Appendix 1).
( ’ ? (J(,)
\
On the gth rknd, ROger 83) identified the person-centred approach as a reaction

and g&lse to the Iimitatio@conventional teaching and learning approaches. In

f ers (1983) developed a person-centred model as a humanistic method and

& d that his model is applicable and suitable for all education levels and subjects. He
r

gued that in the person-centred framework, teachers share the responsibility of the
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learning process with students and sometimes even with students’ parents or community

members. In this case, teachers motivate students to improve cooperation in the Iw

Similarly, Ozsevik (2010), Chang (2011) and Sakui and Cowie (2012)\@rgued that with
this method, learners are supposed to participate in classroo aMs. Accordingly,
it is wise to maintain both teachers' and students' roles in W‘X;)?n as a dynamic
feature, which would thus tend to differ continuously es, 0’7,\Q¢.ik, 2010,
Chang 2011; Kreiba, 2012). Sawani (2009) pointe that applyi g#hi Y; of

approach is not easy in the Libyan teachi Ie% text\fy various

N

e Most EFL teachers use silent mw ch as the mm@nslaﬁon method

(GTM). C,) 0>\7T §

e Poor teacher training pro

>
[72]
c
=)
©
—
]
QD
o
>
@
=
(%]
5
—
@
=
3
w
o
—r
—
>
(95)

latest techniques and t

Y

e Teachers’ Overall% ncies 3Jd to e:llo<v<v/

Latiwish (2003) a tma (4)1

attitude from tea@eher-centre nt-c@%d, and this shift is clearly seen at many
schools in Y i s?uniy&r_s}ty classes. Irmawati (2012) discussed that
applyin&ur{c@»z:pr can effectively improve students’ reading ability.
ThiﬁAdent from the enha \e,nts in reading, vocabulary, grammar, pronunciation,
@nmunicaﬁon. For the current study, the researcher used some of these
0%1 acteristics to construct statements of teachers’ views in the questionnaire (see

Appendix 1). The aforementioned characteristics of a person-centred classroom are the

2
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criteria to evaluate and compare Libyan preparatory classrooms in order to investigate

the ways teachers incorporate the principles of CLT in their instrlvnl

strategies. cq\

According to modern studies on EFL in Libya, many teachers are beginning to adapt

CLT and related activities but with extensive use of the AraQi(Wage (Ali, 2008;
the p

Orafi and Borg, 2009; Saleh, 2002; Salam, 2014). On rirciples of CLT

according to Richards (2006) is that students should disc ra Wyt Libyan
teachers are used to discussing grammar on their o ith no jstu ;’ar '@kgt'ion.

s_from-thei own\gberience,
theﬁ, an\ach s]@gt‘s to develop

their own learning program. Thus, it iwaae for teac h(@&%dapting the new

method to use authentic teaching @Srials tha gth ;{}ds of their particular
N,

learners (Richards and Rodge%}. behard Oogi,@ntioned that CLT links

different skills such as readi }hey ccur"g“\éhe real world.
c,)? Lﬁj' S
ele

Moreover, teachers ought to provide learning

books, materials or community experience, w

4 ¢ &
Rogers (1983, p.19 %explali \hs.t é@t should be at the “centre” and should
have the “essen% ra "oV ir learning. However, research on LCA
¢

implementa 'hich i8 ofte la{sifejhs a product of Rogers’ humanistic ideas on

educati% eliu

eals that many psy@gical, cultural or contextual factors could interfere

N _
iOO?,@nellus-Whlte and Harbaugh, 2010; Sakui et al

X successful introduction and implementation of Rogers’ humanistic ideas in
cheols. Teachers and students’ lack of familiarity with Rogers’ notion of ‘facilitation’

a significant issue for considerationn.
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2.2.2 Facilitation

Rogers (1969) introduced the concept of facilitation in a teaching environment.?ﬂ,
Clifton (2006) found that facilitation is often proposed as an alternative to@cher-
fronted classroom. Similarly, Shihiba (2011) explained that the noti cilitation
entails a change in the teacher’s role from a knowledge source ‘and information
transmitter to a facilitator who assists students in the proces Miring language.
Employing the “facilitation” approach in classrooms an'viding suitable
situations to assist with independent student learning. CL Wan highly

X

encourage teachers to act as facilitators, whereby the not the on uwo_&ﬁ%m the

classroom but learners also receive autonom ich eventlatly i pro@anguage

learning quality (Brog and Al-Busaidi, 201\/ u\ g
&

Changing the role of teachers to facllitators does ?es r,d?*mean disempowering

teachers. This is the point of w: or Lmyan

LT eﬁkcts their teacher role in the

adjust to being facilitators._The eIiI
classroom. In reality, I% s take an ne re‘sps@ibilities that differ from the ones
2

s

&
teachers use when Nqning ir N nal gcher-centred learning setting.. Ozesvik
(2010) and Sakw'{&ml i ance(épﬂained the roles of teachers and students
¢
i

!
asserted t tsﬁfjd@s ynamically interpret, express and negotiate

in the cIaser
\
meanin% eachgrs ta 'pn mo&f a facilitator role.
% 9
9
%e may interpret these tasks from two different perspectives. Teachers who lack
nowledge about these tasks and responsibilities, or lack the necessary skills to perform

LT, might perceive this approach as demanding and challenging. Brush and Saye
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(2000) reported an example of such situation. In their study, a female teacher
experienced certain difficulties in implementing student-centred learning becausw
lack of understanding the facilitator role. Orafi and Borg (2009) gave the @ason

for three Libyan EFL secondary school teachers having failed to im t English

language learner-centred curriculum innovation. Q

Ir Ellglish language

teachers as learning facilitators. Facilitators’ first responsibility is to M practice-
e g
ards

based language study setting and atmosphe@ﬁ more, ali m‘nt_\@v

O’Dwyer (2006) considered two significant responsibi

participatory experiential practices. Such pr include Ing.group work

ing r@%band writing

ds %\rith pedagogical

aims, as well as allowing more sp%ous con\ﬁ*

N
2006, p. 11). Facilitators’ secon%sibih yist ssist(lzé;aers with using their prior
personal experiences and{%ourl owledge @Iearning sources in lesson
tings S

organization, schedul cond %uda's’ past experiences and prior
4 ¢ &
oiitribition

knowledge could posﬂivr i %Jesson content in the form of student

observation, ro&& and 'on s@/stions (O’Dwyer, 2006; Martin 2014).
¢

Weimer (20 nd Martin (2 )fegtrg teachers' adaption of the facilitator role in

NN
the stu% tred r ?1 a essential point in the teaching process.

Coq&‘tly, students’ impr@/ knowledge of a language would assist teachers to

f \blem areas in reading and practice. All of these contributions help facilitators
elect the most appropriate content, often in ways traditional teachers could not

nticipate.
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Several studies prove that the process of shifting from the teacher-centred approach to
the learner-centred approach (facilitator) is very demanding and difficult. qun
teachers are used to being the centre of classroom activities and students e% gas
knowledge receivers. In order to solve the problems of this shift of res thilities and
role from teacher to facilitator, Kasanda et al. (2005) recommended an teachers

through the learner-centred approach. Preparing teachers in thi; VMuld then lead to

preparing genuine facilitators who may considerably pro dents’ autonomous

learning. .\d
"X

| &
% ougb\t/Rg learner-

Iityoﬁ un stand@xgrs and their

needs, and ability to handle difficult si |onaNith responsi iIity@‘courage. Several

(ﬁﬁde, a&&O );;kasanda et al. (2005),

N,
the importa (')of preparing teachers for

cent@wstructional approaches by

Shihiba (2011) and Salma (2014) explained th

centred approach can enhance their self-estéem,

ror 1]
&
\ P ' ca(-}
Preparing te CG!@hrou h the ac{ercs red approach leads them to think positively
% NN
about tl% y offteac .5’ traditional role. The negative impact of this belief on
Y.
teachACLT implementatio s reported by 29 Turkish respondents who were
e

educators at teacher training colleges in Turkey. Subsequently, Yilmaz (2009) asked the

G wing question: “what kinds of problems are likely to thwart or impede the
ealization of learner-centred instruction in secondary school classrooms in Turkey?”
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Libyan English language teachers attempt to be facilitators for their students, w
are still strongly under the influence of their beliefs and prior knowledge. For ple,
teachers' positive views towards communicative activities are not ated into
classroom practices, whereby teachers act as controllers rathechonductors.
Besides, the lack of prior interaction between students hinders fﬁMcommunication
in the classroom (Orafi and Borg, 2009). Richards and X.(1£i94) and Martin
(2014) explained that teachers may adapt many roles steh, as those “of facilitator and
X
motivator for students to become active participant he learnin o'es_&@}lbyan

teachers try to be motivators to help students unw and lear angl@'.

(\/j L o
Rogers (1983) emphasized the importw' novating er @tion and training
programs in order to produce genui(e,%ilitat%%n I;c@ely promote students’
N,
%' titution ndertaiﬁ?

independent learning. He belie ins g the task of pre-service

&

and in-service teacher traini Nranr play nificant role in this process.
Moreover, Thanli et W . p.61) repor e'g Ith@b‘teachers managed to shift their
4

traditional point of ﬁ%to st
s.

centered training,program

TCA may r complicati
\
approac%king tg’ "et al. @08)

}Mng Rogers’ humanistic ideas for foreign language settings can create a good
nwironment for ELT. This environment may offer students in such contexts an

tmosphere of care and constructive support in order to overcome the difficulties they
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encounter. Libyan EFL teachers also struggle with changing their teaching approaches
from instructing to facilitating. This can enhance teachers’ motivation and h?m

empirically proven to have a positive impact on students’ motivation to lea@lson,

2000, Grada, 2014). A

The current study investigates teachers’ views on their understanding’of CLT features

and CLT implementation in the classroom, such as impro szentf ability to read

and opportunity to practice the language, proficient teac facili at,bh@otivation
L 2

on, and te cl’er&“m e in

rs.R\a?g Fr@g (1994)

believed that learner-centred teachers find4it, di tradi},@'a schools. In

contrast, Rogers (1983) emphasized tW} would rejeet the @chatic principles
and practices of his approach, bl.%haps tea ?vo 1 _}'gue that it “is very
N

behind CLT efficiency in teaching reading comp

implementing CLT as transmitters rather than

uldnot and ouldn%@)rk in practice” (Rogers,

1983, p. 190). For example,{ ;h (IT 1sm @ implementation of Rogers’
ideas in language tea:% tes to ithe erlam@sis of these ideas on exploring

commendable as a dream, but

s

4
individuals’ inner t hts and \ﬁge, Cj/
I <
2.3 Democrihucat n‘ : (j')
0

N
Ideas m socio th phasize the social function of educational

institutions and their character i powering individuals to be active citizens in their
@y
S \M have influenced the development of the philosophy of learner-centeredness.

Thername John Dewey (1916), a main figure in education, is often associated with

rogressive’ movement and student-centered learning approaches. He criticized
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traditional teaching practices and called for a change towards more democratic

education. (—}Y-

Dewey (1916) believed that ‘Democratic Education’ could only be undﬂM within a
democratic society, which recommends equivalent chances for Wembers to
participate in making decisions related to their own matters. This kinthof education may

ry:n head-teachers,

lead to support of democratic relationships between t

teachers and students, teachers and inspectors, and educatignal a hw

Ellis (2000) maintained that learning emerge interacti ut in\y~ teraction.

Ip of,@'ter learners or
teachers, they internalize means of cawat the sam S b@ﬁemselves Hence,

social interaction is supposed to fac Itate or e ea u@\process According to

N
Ellis (2000), interactions that a%mers ith their Ieaq{ﬁ?g are those in which the

learners scaffold new tasks m T rded @uage as a medium of social
human

I(ea@'g He thought that an association

When learners are directed in doing certa% erﬁthe

interaction and an actl ent fo

between communmmd 1n e woukgeslult in ‘natural’ learning. Establishing

and satisfying y i |ety e:%énds a kind of education that can yield

critical |nd|v
&y v)r

Yllmg&009, p.43) felt that er-centered instruction is the teaching model best
NG

SE the realization of democratic education.” This can be related to the emphasis

s approach on students’ connection in decision-making, on democratic dialogue

Qﬂ open communication, and on emancipating students’ thinking, intelligence,

~ . |
"7/c
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curiosity and creativity. Moreover, this approach is aimed at improving students’
positive attitude towards participant democracy and creating individuals accow

for their learning (Rogers, 1969; Brandes and Ginnis, 1986). (q\

The effective implementation of CLT involves applying both teach&a’ld students’
intelligence and creativity (Rogers, 1969; Brandes and Ginnis, 198 his is related to
Dewey’s (1916) concept of democracy, which involv Xv; "qtelligence and
creativity for independent effectiveness and emancipated, thin 'nwection on

Y
introducing it ‘nt&c&lools

Dewey’s concept of democratic education indicate

n ess,’c idence, trustfulness,

th teachérs and s@&s also want

to update their knowledge and to pre;\%selves wi W @%I skills. It is also

vital to change the criteria for teach@sluatlon.

would require teacher and student internalizati

cooperation, willingness and true responsibility.

<,
J”/]),

A,

Shechtman (2002, p.364) s liefs @be improved and developed

@d attitudes for shaping their

by equipping teache%\
N & _
instructional appr:%igarefull &wer management of adapting the new
re iti

CLT method th\ ent as agddltlonal issues for consideration. These
E ‘

!
introduced elfthej‘@n establishing an open democratic dialogue

innovations
S~ 0 s
mvolvn% catign. st older\-"f‘he Habermasian Ideal Speech Situation (1984-

198 represent an appr@e model for solving communication problems that

gﬁ&e during this dialogue.
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2.3.1 Habermasian Model of Speech Situation

Jurgen Habermas (1919-) is a fine-known contemporary philosopher who advanw
developed a social critical theory by presenting a comprehensive critical a \%f the
individual and interaction, structure of social institutions and force of mﬂ&aﬂon and
change and development in societies. Habermas (1984-1987) prem significant
insight into school structures and pedagogical practices, cN:ommunication,
knowledge and discourse. His theory presents useful guide Y

edu':atlonal reforms

with clear focus on human freedom, autonomy and emancigation.

‘ X

| S
Habermas (1987) pointed out some problems mn soe' ie ch a.s\Bf.e values,
equal rights, individual self-realization, pa |pa n a n ngb,@nd called for
revising the ways plans and actions a nd ed to so ems (Habermas,
1987, p. 392). He recommended ag on plan ugh complete public
participation to reach consensn%; putﬁlc dialogue 42%\ ticized the practice of

=3

power by experts and bure hll in a ity based on  actions and

decisions (Habermas, % u} ( 0’
s &
\ \ @,

However, Hab i ed t %’ertaln conditions should be provided in

order to man%om unica néctej?essful Therefore, he presented the concept
of an Id% h Sitliatiop‘as a mec&\m for any communication act pointing to an end
Wlt%

ment among all par@dnts This means that everyone who participates in a

alogue can debate, question or criticize any proposal raised. All participants

G Id be given equivalent rights to express their wishes, attitudes, and needs relevant
t

he discussion topic. The participants should share mutual assurance and trust in order
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to reach understanding. However, they should all be sensible in accepting the better

argument or proposal to lead them to take actions that can in turn be questlow

reviewed again (Habermas, 1984). cq\

Theoretically, a critical point is related to the tension potentiallyarising among
individuals due to their desire to direct curricula to meet their i nMand needs with
plans pre-determined by policy-makers. But since school u; pro'juce or create a

“community life” (Dewey. 1916, p.358), the Habermas deal pWation can
®

chool com niy@bers,
uld réqui @in their

ch
s, whi gr.] be a major

offer an appropriate model for communication betwee

particularly teachers and students. However,
conceptions about authority and control ovefthe I

challenge. Several scholars regard teac\;astance to 21

and control over the learning pro n influ Eas n@? the failure of CLT
o >

implementation (Wimmer, 200 Q-
_ﬁo
Y |3 S
The difficulty with th% al applicatio f llhb-labermasian model of an Ideal
d %
%SZ 58) tlclze Habermas’ prescription of this

Speech Situation I'%ake (19i
idea. Blake sup sed this éﬁured speech situation’ that lacks careful

¢

manageme nf onal y. H gﬁet‘;?t the freedom given to participants to say

anythln

dlalgg&mong others. Ther@e’ he excluded treating this idea as a criterion for
t% . Nevertheless, as all school community members share the same goal about
iding students with suitable learning conditions, they may all agree on any proposal

u t can lead to the realization of this aim.

up t@‘%uthori‘tarian role

leads™ and rc1s51stlc speakers’ to dominate and frustrate
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In the Libyan context where English is taught as a foreign language, learners face

difficulties in learning the language, especially in reading comprehension. Eng]?ﬂus

become the focus of attention for several years in Libya, and many studi been

conducted to investigate the most effective approach to teaching Eng a foreign

language (EFL). This chapter discusses the main points behind the“0le of teaching

reading comprehension through CLT in the Libyan context: (i) EFIwn Libya; (ii) the
A

differences between EFL and ESL; (iii) difficulties encoun T'implementation

in teaching reading comprehension in Libya; (iv) metho da rw language
L ]

of students and teachers in CLT implementati

(vi) studies on the use of the CLT approac

2.4 English as a Foreign LanguagC%L) in Ll\d\T ,<\
N,
Sabitha and Najeeb (2013) inv%EFL’%duc on in(lf}ﬁ?a and discovered that the

country’s system of teachi ﬁlis‘i’r' rather a@ and heavily based on the
grammar-translation N%CTM). he urr‘ic&@n requires students to master a
4

o
series of five books the rela‘t es tkgmainly emphasize learning vocabulary

through readingyan nslatiQn: eveé'(e new curriculum “English for Libya”
f !k P

improves o aditignal_a rofch(\-/j learning the basic pattern of constructing
ratner t

"
sentenc% hanfvoc }ary(S@aand Najeeb, 2013).
% 5
9
\aching and learning method that was introduced in the 1990s is called
ommunicative language teaching (CLT). The main aim of this new curriculum was to

evelop students' oral communication skills (Orafi and Borg, 2009, p.251). It facilitates



44

English language learning and assists students to use English in their interactions
through group discussion and role play (Orafi, 2008). Teachers act as facilitw
prepare learners for effective interaction and discussion. They are also m@i% who
help students during active learning, whereby they engage in authentic, ingful, and

contextualized discourse (Shihiba, 2011). However, the change method from

grammar-translation to communicative language teaching is n tvm challenges, for
gs

some teachers are still reluctant to apply CLT in the cla: ab"tha and Najeeb

ich is hw‘guage, to
explain grammar and the meaning of EFL texts, and udentsjare ed t@vs]ate
English sentences to Arabic or vice versa.” T n is tiat ers @Ot well-
trained to teach the new curriculum with thﬁjc i\hher-l@x: approach.
&
S

Moreover, the absence of technol%as a ne\rng g{é‘n teaching the target
N,

(2013, p.1249) elaborated that “the teachers use Arabic,

language. Teachers are not famidi ith "advanged te ogies to be applied in
teaching, such as projectorsand t ntl 5 sequ@, students become bored with
the same teaching styl rely focuse on'ree@‘.g, translating, and memorizing,

%

&
gua%‘.@hihiba, 2011). Sabitha and Najeeb

cﬁfjé(est in mastering the language, as their

hence losing inter N&Iearnir
(2013) further é\
3'

’ J C?e
onlyjto fulf thfre@_uji ment of passing exams.

purpose ofsQ' A
g d

Ge Bada (2010) explain at English is now a language of this modern world
oM
i%\eﬁelds of science, aviation, computing, diplomacy, and tourism. It is the official
r -

official language in over 42 countries and is spoken extensively in other countries

ithout official status. The process of teaching and learning English has a crucial role
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in acquiring this second/foreign language. Reading comprehension is one of the
important skills for understanding language. Mustafa and Zamzam (2013) ex

that reading comprehension is among the most significant skills and has I@n the
focus of attention for foreign language professionals, pedagogues, hers and

teachers. It thus has a crucial role in learning and mastering a foreignf@anguage.

2.5 EFL vs. ESL z '

Both EFL (English as a foreign language) and ESL ( ish a aWIanguage)

"X
involve teaching English to speakers of other langu The learnj do@akes

place in different teaching environments for FL¢ asical\ly~ refers to
learning English as the target language in w nma?t inwhich | Y;:oken as the
primary language of interaction, com Ication, as we usi@% Libyan students

learning English in Libya represent %tion of \ka%ni ,énce, EFL differs from
N,
ESL in that EFL entails leamiv%h in%e e 'ranm(fjng one’s native language,

English i] ya or Russ@students learning English in

e.g. Libyan students learni

-

he fundame tal'd@'ences between ESL and EFL to

4 b o &)

better understand :{Qpllcatl' T u§ each different learning and teaching
environment. <’4’

N
C I &0
\
First, E%king might ‘might@ take place in a classroom setting, yet learning
L 9
Enggman EFL environme@vfplies that it is very likely to occur in the classroom

CEXThe main point is that learners in an ESL environment have access to speakers
e

target language and consequently, an abundance of exposure to English in its

Russia. It is worth ide

atural use outside the classroom. However, this is typically unusual for EFL learners.
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Next, the English language classroom in an ESL setting typically functions on the

principle of immersing learners in the target language society. Hiep (2007) arglw

it is, therefore, essential in the ESL classroom to establish what Holliday @ 54)

called “the optimum interactional parameters, within which, leamerf&teracting

with each other on meaningful things, could best develop the commu@e skills they

immediately use in their real life.” Additionally, learners in Metting generally
3-

have a different native language from their peers. This 0 'Jsmg the target

language becomes salient for ESL learners in interac and maki ends with
L ]
classmates in and outside the language classroom ' _\‘—}
N

A further distinction can be made bhetwe the SL L co Y~|n terms of

motivation. Motivation could be w;}llzed as g @7 integrative or

instrumental in second language Ie . Integrati ?tiv t& efers to the desire to
learn the target language for |catr6n p ases, \tlfymg with the target
language community, and h |n int m% nguage culture. Instrumental
motivation, on the oth% asto dI wit thé I to learn the target language for

practical reasons, w passl am o alnlng a high-paying job (Gardner,
on

2001). It is arg d th d age acquisition depends on integrative

motivation. ge | rnlng 51 liél?setting is by and large considered to entail
- \ - - - -
mtegrat e vatioff bec Iea rs in ESL environments need to function in the

targ@uage community. Et%/teachmg in such environments is predominantly

help learners develop their communicative competence.
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On the contrary, learners in EFL contexts are often instrumentally motivated to learn
English. They usually learn English either because it is a school requirement
need to pass a certain university entrance examination (Gorsuch, 2000; |\)00).

EFL in Libya is instrumental, whereby students learn it merely to pass* It means

English is one of the school requirements to pass to another level. Q

Moreover, Ellis (1996) maintained that the teacher’s role &ettirgs is more of a

facilitator, since a great deal of language learning takes e out 'dwsroom. In

[ ]
contrast, the teacher in EFL contexts is regarded as th e provider v@e and
experience” in terms of the target language and 1 te. Thib i ly d{e‘;(') the fact

that EFL is “a cultural island” for learnersfawho asioa1ly end Qﬁ;’ teacher to
learn the target language and its cuItw\) é
\ A

. &
S

RN
2.6 Implementation of CLL_in Libya é\

Despite the popularity% mmunilativ I‘gr‘gu@ teaching (CLT) method, not all
d &

ted '@ccessfully. Researchers have made

-9

countries have em ed and li

Jns@s. Various existing factors have in one way

many attempts 40 st th 'raint &1’ different third-world countries, Libya
¢
?

included, th &@nher nt C
X rdh o
ni

co ve approach constraints (Shihiba, 2011; Orafi and Borg,

2003A \c.}fv

In an article, Orafi (n.d., p. 15) was quoted as saying “in the Libyan communication

yle lots of features are often left unsaid; Libyans leave these features to their culture
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to explain. Even a few but well-selected words could already communicate vast and
complex messages very effectively. Libyans are not fast to explicit fowvf
communication or complex reasoning. Libyans tend to employ h%\ntext
communication styles and prefer routine interaction.” Accordingly, i gued that
Libyan students tend to learn more by repetition rather than reasoning. Many Libyan
teachers have therefore become over-reliant on textbooks and hold omto practices more
parallel with the audio-lingual method that involves dr '&;et"tion, and habit

formation, instead of venturing into the communic ap oMir school

| | | . 2\
curriculum and the teaching methodologies have re tradition tﬂic&éd) o0 the
structures with which they are familiar. Y_ ' 4 \Y
Besides, because of the characteris%)ne struct as @proach, teachers

e
continue to likewise employ GTM. cyjurricu u Ye ; E}Himited because with

N
this method it is not necessary nev@thin . Anothif?:onstraint is the fact that

Libyan students only begin m Engli venggze (Shihiba, 2011; Orafi and
Borg, 2009). The motw is notlllo gkosb'communication in the teaching-
learning process. T achers 4 stéﬂ:}tls to obtain language knowledge by
using the targe@ a
students m voC U|‘al’ y&an@g on it to their native language.
NN
& 1ol 3
The@ion system, school@fture and environment are among the problems that
@amd affect CLT implementation (Wedell (2003)). Shihiba (2011) and
irenganya (2015) discussed that the lack of support from schools, managers and

dments is one of the main difficulties that limit the success of implementing the new

S
oy
@D

racti d communication means. With GTM,
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curriculum. In the same time Ntrienganya (2015) argued that contextual problems may
affect the content and quality of classroom teaching and learning in any e?!o
implement a student- centered approach. These include limited reso r\xam
pressure and large classes (O'Sollivan, 2004). Teachers face manf&@culties in
implementing CLT due to internal and external factors (Surafel ZOWang, 2009).
Internal constraints relate to teachers themselves, such Mof professional
knowledge. External constraints on the other hand are mt eachers cannot

control and relate to the education system, such as large elasses, chrces and

time constrains. é J J _\(,}Y'
b \/Y“

ing ]@of effective

K@‘ﬁsser, 1999) and

?sti ;@'re in the current study
N,

Libyan teachers enqé%ter the same difficulties
in CLT implementation in t % ofr in eadin?%he problems were also drawn
from other sources (R Sato, 2002; $atd &@insasser1999; Su, 2002).
NG
&N Qaiw@ﬁﬁ a study to identify the difficulties and

Hung (2009) developed a s i
\ ’ J (.)
obstacles th Iversity, Engli téachers“encounter in their implementation of CLT.

NN
Hung’s gtudy indicatéd,_ th. aiwas%e university teachers encountered various CLT

teachifficultieS, WhiC@re related to teaching approaches, students’

h%o neous levels of proficiency, teachers’ beliefs about teaching English, and
cheol

S

structure in terms of time and class size. The utility of the survey is supported

QCe it has been used in similar contexts of CLT implementation in countries where
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English is taught as a foreign language. However, the researcher double checked the
survey reliability by piloting the study in the same setting where the actual stuw
conducted. Shihiba (2011) developed a survey to identify the difficulties @cles
that secondary teachers of English face in their implementation of CLNe current
study, the researcher attempts to identify the difficulties Libyan teachgrs encounter in

implementing CLT in preparatory schools. \)

\%

from implementing CLT in their classes. These sociated wi 'o dent

am CQB't-ént, large
wand SU@E’ resistance

ely @d on the teacher-

centered method and students do n%lly hav $po ;@y to control their own
N,
11).

learning (Orafi and Borg, ZOOH%ba,
S

Libyan students to exercise h@roa’
0

to participate in class. Learning EngliShyin Libya is co

here 20('%0 very little chance for

y nee bide by the structure. In this

speak bt@anguages in the society they live

S 4 ¥
in, with either CIO;{@t o@q sed%f:u%s.
&)
o)

!

¢

They also la Cess !ry@ﬁo@?ause they are yet to fully realize the ultimate

NN
importa% Iang@g.s_[%wing ibya Education, n.d.) given the very limited
_ X . | |
oppeortunity to speak or use oth%ﬂanguages. This is because Libyans have remained
\

c;jxnit people and their political history is such that it has left no room in Libya
t

6 pt for Libyans. The number of students per class might also be a deterrent to the
0

mmunicative approach where interaction is highly necessary but may be impossible

case, they have little o rtunity
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given such large classes and limited amount of time. “The Libyan education system is
suffering from a shortage of qualified English language teachers at present. L

are taught collectively in large classes and they are experiencing a Iac@glish

language interaction in the classroom” (Sawani, 2009, p. 31).

Furthermore, Shihiba (2011) stated that although several communicative language
materials are served in the form of text book series publi K the'communicative
curriculum, teachers feel pressured to create their own rials nWs that are

appropriate or effective for their students. Teachers ted that th Iﬂe@ad S0

many tasks, that any kind of additional work den. At u@ teachers

i ing to d@'gn their own
communicative materials and actmt\%& teachers™did no <<En try using and

tpédentlfy CLT activities

were reluctant to use CLT because it

developing CLT activities. The cunte tud als gpt

for teaching reading comprehe Qc_.)
\ K
N

Teachers’ low oral En% C|ency L abi obsma}; in implementing CLT in Libyan

EFL classrooms. the re'a M|n| of Education in Libya decided to
implement CLTais th |by ts or of|C|ency|n English is insufficient even
after several s)of st ym |sr(jajcators have hoped that CLT would have a

signiﬁc t srole in devel .pg s nts oral English. However, although highly
prof ient in Engllsh grammar,\ |ng and writing, Libyan teachers are not competent
0 conduct communicative classes, which require teachers to also have high

s of English speaking and listening abilities. This indicates that teachers’ low oral

IIs challenge Libyan EFL teachers in implementing CLT. From this specific point,
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the second research question is designed for this study to investigate the difficulties that
Libyan teachers have in applying the CLT approach to teach reading in class. Yv
\
(—)
Shihiba (2011) investigated the communicative learner-centered appro lemented
by a sample of Libyan English foreign language teachers as partfof the Libyan
innovative English language curriculum implemented in secondarywSchools. Shihiba
explored 14 conceptions, namely student-centered lear Y:p

ndent learning,

d
facilitation, active learning, communication and interactign, learnersi réSponsibility,
@

Y'
nts’ need dﬁn@s, as
learnér red Qg‘%’od, such

cooperative learning, motivation and accounting for

well as some misconceptions about the comm

as free learning, empowering students, dise% g thh a ne\/)@a?;/~ of teaching,
e

lack of discipline, and an approach th nnotbe impl

Before constructing the question% the &‘Jrren?tudy, Q\@viewed previous studies

and literature about teaq&shievl iffic . The literature includes
measurements and questionnaires produced to Bes@ne teachers' views and problems
4 ¢ &
Iti

they face in imple WCLTI \:kt cu téyere listed to investigate whether they

are also faced \&an t@\n?@rm '&:’T application in their way of teaching
¢

reading. Th ms were_al dgri@rom other sources (Rao, 2002; Sato, 2002;
NN
Sato an Insasser 1999;/5u, 200%5
VT
9
‘%fblal difficulties can be linked to teachers. There is a tendency in literature on
to recognize teachers’ resistance to implement LCA as a major obstacle to its

ffective implementation. This resistance is often linked to teachers’ fear of losing
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control or power over the class (Rogers, 1969; Wimmer, 2002; Garret and Shortall,
2002), also Pusuluri, (2015) discussed that teachers’ resistance to implementv
one of their main problems. Weimer (2002) also felt that the notion of givirﬁﬁ\ntrol
or having students make decisions often terrifies many teachers beca@*y believe

their role in teacher-centered classrooms dominates their role in ent-centered

classrooms. N

Shihiba (2011) concluded that teachers’ conceptions misconcepti abo
@

ut the
Y'

communicative learner-centered approach significa ffect their j clﬁss_\{e\ycmng

methods and consequently influence and redu% uccess’ ying\tize~ English
ya

ry %&s in 2000.

According to Shihiba (2011) and AW 13), fact elat@‘o contextual and

cultural considerations are the main@'ftions tomxc (}eachers implementing
N,
CLT. Yet less experienced te%xhibﬂ a more p(}f}{@ attitude towards CLT

approach implementation %tol e periem@’teachers. However, Shihiba

language curriculum innovations adapte

o))

believed that the curr% ach in(Liby 's'tlll-@nains weaknesses in curriculum
'3
achers rem ﬁf}/

nclined to use traditional methods.
#
the current s identify h

NN
affect the diffieulties that Libyan te&{mrs face in implementing CLT.
% 4
9
%&1 (2008) studied and investigated how Kuwaiti primary EFL teachers perceive
ClA a

nd its implementation as a CLT-based, learner-centered method in their classes.

ity iaﬁé classroom. An attempt is also made in

-
siﬁn' icant differences in teaching experience length

0 achieve this objective, Al-Nouh first made a classroom observation scheme for 23
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primary EFL Kuwaiti female teachers using COLT (Communicative Orientation of
Language Teaching) with its four categories derived from literature on CLYNS
scheme served to understand whether the methodology imple@ was
communicative. Second, Al-Nouh examined curriculum docurrﬂktextbook
materials, and assessments. Moreover, she conducted a teacher traming program to

determine whether the participants worked continuously in_harmeny towards the

curriculum goals. In the end, she interviewed the particip che's to learn more
about their knowledge and beliefs regarding CLT and their per thheir own

"X
practice. A mixed method analysis of the data indica at Kuwaiti L’te@s did
not implement the CLT-based learner-centered for mén ons.\)‘z~
(\IE L &
In order to investigate English Ianguaw g, Golo (19@ . 448) suggested
"starting with what a teacher knows ﬁ%hat type le ger /she needs.” Relative
N,

to this argument is the complex%on b&wee achersiknowledge and experience

and the teaching context in which eyr : imp t to this research to consider

how teachers teach am% irl

are usually aﬁectjggheir prf : s students (Xu and Connelly, 2002)

under the effectQ enti i obseéi’on' (Loreti, 1975). Teachers' knowledge
¢

!
and cognitiosc@t in their t c}‘ng(i_‘a?he classroom (Borg, 2003). The following
aCes

-9

uén@he way they teach. EFL teachers

NN
how tea ‘;s’ cog&ion and knowledge deeply influence teachers’

discussi%
teac{ﬂ\et odologies \'L}/T
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2.7 Teacher Cognition

Teacher cognition is "the store of beliefs, knowledge, assumptions, theori
attitudes in all aspects of teachers’ job scope and it has a powerful impact <®oom
practices" (Borg, 1998, p.19). Teacher cognition is a term referriAteachers’
thoughts, beliefs, and mental lives. Borg (2003, p.81) also mentiWhat it is an

"unobservable cognitive dimension of teaching what teachers oMeve, and think."

ormatiaon, as well as the

luen esw behavior

cognition plays ﬁn_'@g\‘ozr;ant

In other words, it is the process of acquiring and organizin

process of applying and conveying knowledge. Cognition

and methods. According to Freeman (2002: p.6), "tea

role in their teaching practice, because it bear

teachers: ion%ga?;h as the

urthﬁrm Borg@g) stated that
under “teacher behavior” are belief, N ieae, and re COD@I ts that influence

teachers. ‘éf) 0>\7T §
%nd

)
&
The definition of teacher co%' 1 it h@gnificant role in the teaching
method applied and di% cts cla ':c.)oj adtiv@s. This study examines if teacher

appropriate teaching materials for their students.

4 2
cognition influenceSyteacher ‘) \t@{ and é‘;ﬁing approach. Teacher cognition
directly affects how Bibyan I 'antha-%’teachers implement the communicative
¢
approach iE %clas es. T y"tyEiJQIy employ the communicative approach
t

N

accordi ir stored k edgexexperiences, personal beliefs, and attitudes. In this

sense, Libyan teachers are g@ed by their previous cognition and beliefs of the

@\al method.
S
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Nonetheless, teachers are guided to apply suitable teaching methods in various class
activities. In this sense, this study aims to investigate the difficulties teachers fao?m
applying the communicative approach. Therefore, the researcher aims 0\&5 on
teachers' knowledge and beliefs, and their influence on classroom MA@ because
"beliefs are the filter that teachers use to adapt the knowledge, i.e. temmodify and
adapt the new knowledge according to what they believe is OW their students”
(Richard and Lockhart, 1995, p. 31). Accordingly, Libya &:t'y to adapt CLT

when teaching reading comprehension, but their belief i med n(.e\@ifficulties

that restrict CLT implementation. ¢ ' _\‘-}
4

2.7.1 Teacher Belief \/ 0\ %

Personal belief significantly affects & Eer}elief, w as @ep influence on

teaching methodologies and how%hers %$r PRl the methodologies.
% 0 E\

Kuzborska (2011) and Kadri sited ythat | g, teacher belief, and
1o

understanding of teaching }mpjr in t %rs’ classroom practices and
f

professional growth. elief affect tHei@ching and learning objectives,
4 ¢ &

teaching methodwl sele‘; \d ssro%interaction, and communication with

students. Teachers’ 1deas an 'tionséﬁht language and language teaching steer

¢

their langua e%.\ctio process. f sh(-)} , teachers’ beliefs direct their overall actions

(Richar% dger.

jud of teaching and I@g interactions in class, resulting in a variety of

N .
0Ly ; eachsg’ beliefs directly affect both their awareness and

c N practices (Clark and Yinger, 1987 cited in Li and Walsh, 2011; Kadriye,

6).
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In order to acknowledge the role of belief in the teaching and learning process, teachers
must acquire and develop their own beliefs about teaching. Some beliefs ar?m
simple, for example the belief that teachers should correct their studen% mar
mistakes (see 6.2.2.1). This is one major difficulty that Libyan teach ounter in
adapting CLT in their teaching, whereby they strongly focus on grammar rather than
teaching the reading skill. Other beliefs are even more compl Mmple the belief
that the learner-centered approach enhances learners’ o Q?:ie more than the
teacher-centered approach. Teacher belief affects the®mannep i ‘teachers
communicate with their students. This discussion off lear pictur t'ac_@o\?evlief

and has guided the researcher to construct q% : sta@ants (see

. X
Appendix 1). \/ 0\ é
One part of teacher cognition is tea@j' beliefs,\mggis

N
Numerous studies indicate that % bel@fs influence thé? pedagogical practices in

&
the classroom (Borg, 2003; Ns%are I, : arell%a@‘Kun, 2008 cited in Li, 2012).
I

Furthermore, teachers'tbeli ely
F %
attention towards g@:tion thil \he instgyln the manner they were taught. All
ce

so lar étf@r classroom actions. This draws

Yoo

teachers were oq\ ner 'es, @}%{heir beliefs about teaching are often a
¢
reflection of t&Derso | lea ind’ e@ence. When student teachers come into the

N
classroqQ, alreadly.ho 'gset ok&ofound beliefs based on their own experience as

learpersySome researchers s@t that strong beliefs built during teachers’ early

n generate certain dispositions that hinder pre-service teacher education from

e%a
@ ing a crucial impact on teaching (Orafi and Borg, 2009; Kadriye (2015). The above
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discussion assisted the researcher to construct questionnaire statements regarding

participants’ knowledge and experience (see Appendix 1). YV

Kadriye (2015) explained that teachers' beliefs mostly affect their clag%w actions.
Furthermore, teachers’ beliefs also influence their training. Manmous studies
investigated the effect of teacher education on teacher cogniti nNesults highlight
that “the anticipated transfer from course input to pra §g~

ref‘tly affected by

teachers’ prior knowledge and beliefs” (Kuzborska, 201154p.103). .\d
L ]

N4
| S
Libyan English language teachers are mfluen e|r béli th rf\syct to the

traditional method. In this case, the researc beI es ﬁ\att ew a ch cannot be
applied if previous beliefs still exist N re is no e to ge owing to the
obstacles faced by teachers in |mpI ting the is clarifies teachers’
views and beliefs in helpmg an gwd the onnaire statements (see
Appendix 1). It is clear th eacher b |¥1gt§hfflcultle3 that restrict CLT
adaptation mteachmg% ompre1n5| X

o‘ s

c‘}'
2.7.2 Teacher @ \Ith'Pra %

In acknow 1 g he ole of aéleﬁj?ehefs in determining classroom practices,
several ave ex }the ex&t to which the teacher belief aspect affects what

apm& class. For example K}d‘ir-:ya (2015) concluded there is a relative connection
b teacher belief and what they practice in the classroom. Teachers' beliefs

d tly affect their perception of teaching and learning in the classroom, resulting in a
n

ge of classroom practices (Clark and Peterson, 1986; Clark and Yinger, 1987 cited
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in Li and Walsh, 2011). However, a number of studies have found inconsistencies

between teachers’ beliefs and practices. Borg (2003) referred to a number of stu

highlight some matters hindering teachers from implementing practices co@with

their beliefs. *

In short, the aforementioned studies provide evidence that awelief influences
ezll

teacher practices in many ways, as reflected through t nature of teacher

classroom practice. The studies also show that what teac admit to'beligéve and what

"y
they actually do in class may or may not be consi and that var, L’; @xtual

£ i
N\
2.7.3 Teacher Knowled \(’}, W N
. eacher Knowiledge

Teachers are often regarded as sour(eéjf know \\agpa (}he school curriculum,
N

with their role being to impaﬂ%now@dge mei@ent& In the context of
teaching English in Libya‘ :o\rO<aWr ; teagher tion primarily focuses on
edge of {the nélisb'language, while the teaching

4 2
ry. 'g‘igtion behind focusing on developing

factors influence the degree of congruence. Y.

enhancing teachers’

methodology is oft nsidere

teachers’ knowml\;{& Enghish-i 'at it‘é‘a’chers are well-equipped with the right
knowledge %subj t matter, %e(_v}v' | better impart knowledge to their students.
This refé%

trangmitting knowledge.” Te@' knowledge is a vital aspect of teaching English.

J7 N
profound in tl%ducatlon culture that “education is a process of

e are various definitions of teacher knowledge. For instance, Verloop et al. (2001)

d' ed teachers' knowledge as an overarching notion referring to all knowledge that
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influences teachers' teaching practice, including knowledge about learning difficulties,

subject matter and teaching strategies. Yv

Libyan teachers' past experience with education and teaching for exan'm&pntrlbutes
to their personal knowledge. From their education, teachers learn“gubject content,
pedagogical techniques used by their teachers and pedago cmrles from their
education courses (Crandall, 2000). It is clear that teacher: QT

perl'snce is dynamic

-- it changes as new experiences interact with the store ofideas and s tea hers

have (Verloop et al, 2001). J ' _\0}
<

Teacher knowledge in the present study réfers sub;ﬁct WIed@bthe English
language. Choosing and applying th t thod to rea@ for example, is

considered difficult by many teach Lib ya re ;@hmg situation affects
N,
teachers' practices by mposmg%mstr nts opwhat tegh?uques teachers may use.

Students’ expectations, le \U lar I\ ect the teachers' choice of
implementing CLT in % readin re heﬁs\_@m Hence, this present situation

o‘

has led the research co nStl‘lII itional ﬁsﬂonnaire statements accordingly (see
Appendix 1). & &
Y
q(’} Ny
\
Mangut% (200 o@"what teachers do in the classrooms is largely

s

sha this practical kno@ge a premise that is well-established and widely

% " Verloop et al. (2001) explained that knowledge derived by teachers from

teacher education is somewhat absorbed and integrated into their practical

jab)

nowledge. This concept has led the researcher to construct corresponding statements
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in the questionnaire (see Appendix 1). Literature on teaching shows that rich theoretical
knowledge is a basic part of teaching expertise, but evidence also indica??m

reorganizing knowledge is a difficult task (Tsui, 2003). It has also been di@ that

any changes in teachers’ conceptions or mental models require modﬁ&the entire

organization of their theoretical knowledge, which is not easy. ?

Procedural knowledge or theoretical knowledge is seen ;sent'al but deficient
factor in developing knowledge of teaching. This was confirmed yWO%), who
L ]

discovered that teachers who learn many teachin

jvities €anno d’evﬁvt}]eir
rs h\oﬁl gooQ/Rﬁowledge

of new teaching methods like CLT with its a6tiviti tthe@:ze:)t correctly.

Moreover, Tsui (2003) confirmed tha %al know is @ﬁrtant in learning,
as it helps improve teacher cognititﬂsfocus ﬁ!% u

knowledge of EFL teaching. In this sense, Liby

,e@\and the right ways to

ncerning teaQ(Qs’ routines is a mental

teach in class. This kind of

resource for their “invest

methods at higher Ieve%

It is not only heIpftﬁQt
/of%o

e

It i;&tial to point out h@écholars, researchers, and teachers understand the

r N knowledge in order to become competent or qualified for the teaching process.

6 d (2000) showed that several researchers have studied and grouped several types
f

teacher knowledge, among which content or subject matter knowledge, curriculum
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knowledge, pedagogical knowledge, etc. Teachers’ knowledge, curriculum knowledge
and prior experience are essential factors affecting their classroom practices in tw
reading. This is because background knowledge shapes teachers’ new \ and

eventually influences teachers’ practical knowledge (Ariogul, 2007). A

Y'

2.8.1 Content Knowledge
Content knowledge refers to the amount and organizatio (:Ie e that teachers
possess (Suwaed, 2011; Yusef, 2014). In Libya, cont now dw veyed in

undergraduate and postgraduate courses where st

s learh abo tth&@gllsh

an % : U:;\Y]'rl, 2012)
ring\to ir Iess& classes are

content knowledge, curriculum knowe general gogi anowledge, and

grammar rules. Furthermore, according to (M

the main sorts of knowledge that teachers w

knowledge of learners and their cteristi gch s¢Must also have some

S
knowledge of educational objecti d vaﬂes N
\ N\’w

ol IRV
In the context of this s% an En J};ba achers bring knowledge into the

shl
classroom, WhIChI ences |]e ces egmethods of teaching. Therefore, they
should have su C|e nd ack r&yhd or knowledge of the subject matter,
which is the I Ian a w&l a omplete understanding of the CLT method.
Teache heavily o |rex .r\ence when teaching. Experience develops views

to h m teach in a way ti@ﬂdents can understand (see 6.2.2.6). Next, syntactic

ge is the means by which new knowledge is presented to students, i.e. knowing

Q to convey and teach substantive knowledge to others (Turner-Bisset 2003).
e

achers’ beliefs about a subject influence what and how they choose to teach. In other
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words, teachers have knowledge, beliefs, and assumptions about what works best for
their classes (Richards and Lockhart, 1995). Verloop et al. (2001, p. 454) indicaw

“knowledge and beliefs function as filters to interpret new experiences @ new

information about teaching approaches." A

Y'

In the present study, it is important to acknowledge the beliefs asso€iated with Libyan
cCrs

teachers’ views of teaching reading comprehension. ’nust generally

understand matters related to the CLT method that they t aret er for them

Y

and their students. Teachers typically focus on m ining contr m’er_{@ients,
whereby discipline is the main feature in teachi in% hi\igmelated to
the culture and beliefs that teachers initiallysorm abm‘t thei role i@lassroom.

N ®)
Teachers’ knowledge on a subject er alsi_h%d%s gaz\nedagogical strength.

When students face difficulti%nin complex tazsg.\eachers are required to

simplify and make them c %nsi Iﬁrzzlséceachers’ ability to develop,

expand, or modify the%?elding';‘}isét Jmbwledge is directly influenced by
\(;‘Is; ct ma

their personal unm@ng oflt @at they bring into the classroom.

In addition, Ver% l. (2 I cated(ﬂ;%(several labels are employed in literature
¢

on EFL te %

!
subject kn lélgtj?ction-oriented knowledge denotes subject

- - - \ -
knowle@{o’ mmediate ﬁ in teﬁng practice. In contrast, content- and context-
relawk)wledge are mostly @ﬁorts of knowledge (Van Driel et al., 1998) or based

0 eflection of experience. Generally, it is essential to recognize that different
omponents of teachers’ knowledge directly influence what they actually do in class.

onsequently, teachers who teach L2 are required to equip themselves with some
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theoretical knowledge of learning as well as an understanding of the social,

X
O

Desimone (2009) reported that the curriculum presents knowledge ich specific

psychological, and cognitive development of students.
2.8.2 Curriculum Knowledge

subject parts teachers are supposed to convey to students at specificsgrade levels, and
on what students are going to be tested and how. This inc COrlT)n knowledge,”

which explains how the subject matter in the current g curri uI omg to be

Yv
developed as students are progressing to higherg@ as well a hjt@have

already learned in earlier grades. Y. \)
NV -

At the preparatory level in Libya, therwaral outlin the@ﬁ'ects that students

should study each year but no cleqdellnes gco t '}*of each subject. The

education system did not take t% kno ledg&and VIQ%) into consideration when
the new curriculum was fll’i \dirucel) ibyan c In this context, one of the

main roles of preparat%

students. In such si NKS curlr

materials are o

_.ﬂ

S is tofpres tr{e\n@chmg and learning materials for

'3

now éﬁge enables teachers to understand that
tex s, but also from what they generate
themselves f ticular to i orgtue_/
283G %'dagm C owls@e
enerally require pe@mal knowledge with focus on the understanding of
ching and learning principles, including class management (McMeniman et al.

) Teachers also require understanding of the organization and planning of teaching

ategles and research methods, all of which contribute to teaching reading effectively.
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Libyan English language teachers should have pedagogical awareness of how they can
teach the reading skill and apply activities through the CLT method. Addit )
teachers should possess some knowledge about the objectives of educatio(%lell as
how to integrate education rules and their own ideas while teaching readﬂ&be present

study explores these issues to find out whether Libyan EFL teachers Wach reading

have at least some general information related to the pedagog aMt, like applying
sZo

certain techniques, strategies, and other elements related t m 'nanagement.

NY.

T
This discussion gives a clear picture of the informatio t Libyan te erl; Kﬁe}have,

which also serves as a guideline to construct

aire sta ts (sqe}ﬁppendix

Ienﬁe toknow ho@sase teaching

materials like new textbooks. Accwa McMen et Q(ZOOB), general

pedagogical knowledge is divide%) fourmo%en ',Qséarners and learning,
N,
classroom management, curri% G [

1). Teachers of reading should have curricu

and ers’ knowledge about

classroom management and %eli influenc their knowledge and beliefs
about learners, teachi earning. Th o;i(as@how students learn affect how
4

&
teachers make decisiens abo@q S ang.ow they interact with students, often
implicitly. N

g

'
Q- &
For exa% achers ?e infldenced by the behaviorist theory understand the

s

stu%ole in the classroo a%ﬁeing “recipients of knowledge.” Passive knowledge

r Nhts are taught differently than active participants. The former usually presents

::'n ation that students are expected to learn followed by practicing the presented
0

rmation, while the latter may involve presenting problem-solving tasks designed to
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stimulate students’ thinking and knowledge building (Pollard and Triggs 1997). Beliefs
about how students learn implicitly affect how teachers interpret their role in th A
In a class with passive knowledge recipients, teachers often possess@%&e of
controller, while in a class with active recipients, teachers usually o e role of
facilitator (Schunk, 2004). This discussion elucidated what LibyanYc.:h'ers must do

with passive students and was also used as a guideline to_constrict guestionnaire

statements (see Appendix 1). z '

NY.
4w1 e ‘h@quire
ed that tand@g;tudents’

ntiai\asp of EF,@X:hers’ work.
Knowledge of the learners is considewaa of the pe gic@ﬁowledge held by

% g@)f students’ levels of
N

Teachers’ knowledge about learners is an essential

(Mullock, 2003; 2006). Mullock’s (2003) stud

strengths and weaknesses as well as needs

teachers. In the case of Libyan EFL{teachers, havi

understanding helps teachers l%ﬂd th@ diffi

offer the right ideas to o %thjw.

learning processes in t;oretic kn Ie’dg@bout learning. Teachers already
4 ¢ &

have knowledge of Wg t@e wegnce students themselves at school and

university. & N

¢
Nonetheless rs should b fa&il'&rj‘with different learning theories and the steps
NN

inVOIVe%i;;ningr tri PI‘ (2@ p44) stated that “without Support of regional

Qg.? students encounter and

ledge of the teaching and

"8,

administkators, change might @én with individual teachers or single schools but it
x‘lost likely remain isolated in some innovative pockets without affecting the
roader system.” The administration, family and parents must support teachers in

plementing the new method successfully.
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2.8.4 Teachers’ Prior Experience as Language Learners and Language T

According to the literature, teachers’ prior experience is another key factoginflUencing
their knowledge of teaching English reading (Ariogul, 2007). Reseaalkincluding
Borg (2003), Breen et al. (2001), Freeman (1991) and Meijer et al. W confirmed
that prior experience and knowledge of learning are vital for ers’ classroom
practices and teaching. Meijer et al. (1999) considered th m ience as one of
the background variables that influence teacher know X Mso argued
ish cognitions at*)u-&d%mmg
'nltlal ce all%ﬁﬁ'ns of L2

teaching during teacher education. Accarding %to &r\e ent Mexperlence

influences the way teachers teach rea %@.2.2.6) O
\ Y
&
Breen et al. (2001) found that %min@exp ience d@g the early years highly
&

influences the classroom act|V|t| eac y. Tea@rs are likely to use the same
ou

learning approaches if I they Wlth their students. However,
4 -‘
\eﬂm

this is not always th e, asb
&
(J

Various studl eco Iang};cr ducation and applied linguistics also indicate that

languag e s” kno bl% of t ng is influenced by their own prior experiences

Wit?&n and learning (B@g«ZOOB Freeman and Johnson, 1998; Meijer et al.,

that teachers’ prior language learning experiences e

and language learning, which form the basis el

s

org (2003, p. 81) posited that “there is ample evidence that teachers’
riences as learners could inform cognitions about teaching and learning, which

d‘
ntinue to exert an influence on teachers throughout their careers.” This means that
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teachers’ teaching experience is considered one of the main factors that influence their
knowledge in teaching English reading or any other language skills. Tsui )
explored the experiences of four teachers, and found that those who Iack@nary
knowledge are influenced by their own learning experiences. In summ apparent
that teachers’ prior experience and knowledge of learning and teac TEnghsh are

essential factors affecting their classroom practices in teachin ea I ThIS is because
background knowledge shapes teachers’ new learning entl’ally influences
teachers’ practical knowledge (Ariogul, 2007). There teachgrs owledge

affects their way of teaching reading and is deeme of the diffi ulllei&&chers
encounter in implementing the CLT method to admg"
4\“'

2.9 Language Teaching Methods a p aches

The field of foreign language tea is |mpa ge naI theories such as
behaviorism, functionalism, a |t|onﬂ Education 55 allsts have improved a
number of methods and ap to rmige mo Q}accessful means of language
teaching. With respec% ign Ia‘ uug }eﬁc methodology, there is a clear
difference between thods” aln oach ‘ he former refers to variable teaching
styles, while th %vrefe

each@. f philosophies that are interpreted and
o !

practiced in divers way Ana rogct@ iously involves beliefs and principles, while

NN
a meth 1£| laft for o@y presentation of language material” (Richards

daaﬁ 1986 15) A@eth di impl tation that tak I in th
an ers, y P. . 0d IS an Implementation tnat takes place In the
\

elther in the form of exacting a trick, stratagem, or machination. Techniques

G be reliable and have proper methods, and must thus be in agreement with a given
p

proach.
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The “what is taught” and “how it is taught” partly depend on students’ needs and their
prior knowledge and experiences, or basically on other sources. For examwme
relative significance of speaking over writing and reading, or gr over
pronunciation, does have impact in terms of the teaching method the |ﬂ&or selects.
Teachers interpret these methods in their own ways — some use only method while
others combine methods. In the present study, the resear hw oncerned with
examining teachers’ perspectives on the CLT method, and Yy.prffer this method

over others.

The paradigm shifts over the past century in t ge tedc eld @E brought
proac@lllzed The
cheré‘ﬂe (i) grammar-

to light how cyclical this field is in term hod&ian

dominant language teaching metho@g Libyan

translation method, (ii) direct od, (|||\'ud$-li '\~ method, and (iv)

communicative approach. Me sub Qquen ectlor@troduce and explain the

&
four main teaching method% 1 ov@last century. These methods
are: (i) the grammar-%l n met Pd} te d from the classical language

d % rn language teaching; (iii) the audio-

t
teaching field; (||)t rect mei in
lingual method @1 the beha(réﬂst psychology and structural linguistics;

¢
and (iv) the ogﬂﬂnicat em o@'ba{(igi n the notions of sociolinguistics.
Qv NN
<(/ ? <

L

mmar-Translation od
i

mar-translation method came to distinction as the Renaissance era approached

:: d. Subsequently, especially the United States started requiring a successful foreign
n

guage teaching method. Consequently, taking into account the paucity of class time,

29
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education institutions were recommended to focus on language teaching and learning,

particularly reading as the most reasonably learnable skill (Richards and R |

1986). @

Based on this theoretical explanation of foreign language te%ing and the

recommendations made, the grammar-translation method w. Md. It henceforth
controlled the field of language teaching, particularly in t ic St'tes, for the first
half of the last century. The focus of this language teac met oWe reading
"X
skill, but little awareness is directed to the communicative,aspect of | abe@chers
employ translation as the main instructional str he% he t@’[ content
and match it to its equivalent in the learnersifirstfang

;{}nd teachers are likely

Students are taught to memorize ru rors are\o%
N,

to correct errors every time th%. In fl'wis caseuthe of L1 in the process of

foreign language acquisiti hmmj addition t-qt}he characteristics mentioned

above, Richard and Rt% 86) defined r}e'meb' characteristics of the grammar-
'3
i \acg t lan &:.QQ

translation method n\@chmgl % e through a detailed analysis of its
grammatical st @Tea exp

to employ knowledge by translating

N n
¢
sentences a u% fro :%fhe i‘FIRnded language using the learners’ L1 to

Ge

N

underst% orphio ds of the foreign language. Reading and writing
are cused and little atte@# is paid to the social and communicative language
a A bilingual vocabulary list, dictionary, and memorization are the only plans

tilized to teach newly selected vocabulary items. Students are expected to memorize

e new words by translating them into their corresponding words in L1. In contrast to
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earlier approaches of language teaching, this method uses and highly depends on
grammar, with the impression that it eases language learning. Accuracy is prefer
errors are unbearable, grammar is taught deductively, and most sylla% on
grammar-translation have a sequence of grammatical rules and stnﬁk for each
lesson. Teachers highly rely on the students’ L1 as the instruction medium. However,
this type of language teaching is not without criticism. It re ain%!general method
until the middle of the last century, when a new method ’mce'd in an effort to
fill the gap. .\d
|

=\

EFLC \/‘T

gs\suc S Lih@zre grammar-

translation method is still believed to &a way to te nd @‘h English because

it is teacher-centered and creates Ie@s’se in th onm. ,@ab students in general
N

and Libyan students in partiu% accﬂmati to teaching and learning
methods, as they are famili

\ &
ith [ ing, the é@n and famous poems via
T

2.9.1.1 Grammar-Translation Method in th

Reza et al. (2007) argued that in many foreign setti

>

. e{pp@ch indicates that it is prevalent
4 ¢ &
among teachers w Q@ thm@ag Iea% ought to be done by following the

behaviorist paradigm. N
e D, K
ff) 2 9
Q- &
Latiwis% confgrred learni nglish as a foreign language in Libya is viewed

s

as atter of mastering gram\@/rules and vocabulary; numerous English language

cUrgic and accompanying course books are designed to encourage this by

G orization. Many Libyan teachers are also influenced by a particular belief or culture
f

learning in the traditional Libyan classroom, where teachers have more control over
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students’ interaction and contribution in class. In other words, GTM is  practiced in

the Libyan EFL context for two major reasons. Yv

First, Libyan EFL teachers themselves learned through GTM a ventional
approaches to memorize the Quran, old Arabic poems, and national proverbs.
Consequently, the way teachers instruct influences students’ learning styles. Thus, an
interest of this study is to investigate teachers’ views 0n hod'implementation

in teaching reading comprehension, as well as the exte teac ers\s@lcy to use

g
GTM and their reasons for doing so. Is it because believe t te#ac&ﬁ%‘with
memorization and translation are the best ways Er%

NV
X~
2.9.2 The Di Method \V) <<
J. e Direct Metho

As a reaction in opposition to GTV\@s‘uerous a &/e h,Q‘é*been developed, one
l y N
of which is the direct method. T%, or natura etho(df"gaased on making learning

L2 similar to learning L1 (Iii% an gers, 19‘9ét$me direct method is also the
[ lan

result of a growing in% eachin f‘g‘e @peaking purposes. This method
&
focuses on commu &Qn praclt .

mar and vocabulary are also taught
by gradation and,matenial s

R\
: O
5 £ &
L &
By ado% metho teachquo not use translation, and postpone reading and

writi ills to later stages. T@e’rs who employ this method are expected to construct
@vunicaﬁve classroom environment without focusing on rules and deductive
& ing. However, grammar is taught sequentially through artificial contexts, and no

uthentic natural communicative settings are provided for learners. The value of this
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method is in the notion that in order for a person to learn a foreign language easily and
efficiently, the mechanism and process of L1 acquisition must be adopted and fw
as an alternative to memorizing the rules and new vocabulary items. Hussein (1989)
stated that like other methods, the direct method has unique features aﬂNs:

e The application of daily vocabulary and structure; Q

. Grammar and vocabulary are taught orally according QMEW stance;

Numerous new items are used in the same lesson

the'language sound

natural and build confidence for normal conversa : \d

@ \Y-
Concrete meanings are taught through obj sons and ra':t _ﬁ&nings
<

through the association of ideas; \‘.
| | | \§
Visual presentations are used to e i grar?ﬁnar'
&

Extensive listening and imitatw ployed u forn@ecome automatic;
L X\t )~
Most work is done in the cl m; an \'\
C,)
e Pronunciation is emphasized \ g roww&j&k{z}'
The strengths of this methoT its Ttent' pre‘@i learners with the opportunity
[

!
for intensive immersio%f reign J

nguage; @Jlany if they have no chance to
practice or expe@e Iarlgua its ,éﬁral environment. Also, there is no
ro

&

authenticity in practi to ref@ the real context of the target language.

¢
(q '
These crit@' d obbe:?io S hK\erd researchers to develop new methods that

better earnéFs ds an ve as efficient language teaching methods.
>4
S

‘@The Direct Method in the Libyan EFL Context

Oeiman (2003) argued that many Arabic EFL teachers understand the direct method

extensively but do not often use it. Teachers talk about the direct method because it
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requires total use of the target language between teachers and students. Some EFL

teachers prefer using their first language (Arabic) in their classes for two reaso

is the traditional teaching and learning style, where there is a restricte@nt of

interaction and students only perform as receivers of teachers’ instructiﬁ*‘\e second
involves teacher performance in the target language, whereby m@ Arabic EFL

teachers were taught with GTM, which reduces their speaking Eewance.

Latiwish (2003) illustrated that some Libyan teachers sup OWudents to
L ]

_ o
obligatory r’(,@ly in
es,_dué bal'(aFBn many

\ =

of doin ings,@s encouraging
interested teachers to try different eﬁiwanods suc e d@i‘ method.

\ Y
N
However, as Sawani (2009) ar%e dir&:t methad is y applied in the Libyan

education system on account of se rall ences. Forc‘)&, the majority of EFL classes
ers

at Libyan schools co% e num
4

&
applying any relat wvitijIZP , the éﬁ;.dents themselves are accustomed to

receiving informationy me ing; and C%ﬁaring for exams rather than using an

!

¢

interactive w method. iﬂﬁ, @9 teachers select materials depending on
§v NN

ctiod’and turet@ﬁer than class performance. Fourth, teachers’ and

further use the target language during classes as pa
specialized classes of advanced level Englis

university students are more open to variotis, w

-9

§tud@ts, hence teachers refrain from

grammar’c
learnersMbeliefs and culture ofl\e%*/ling lead to weak classroom interaction, which tends
t%\chase any activities in the target language. Teachers who apply such methods also
nceunter sensitive issues like gender. Libyan students study in mixed gender groups,

hich is another limitation to direct and inductive methodologies, because for instance
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male teachers find it hard to help or discuss matters with female students. Many Libyan

students, especially females, prefer to be silent and shy away from practical acw.
onal

The Libyan EFL culture and style of teaching and learning are influenced @

Libyan ways of teaching and learning English like GTM. In this case, rs are the
central source of information and students are used to having L1 help déring most EFL

classes. Furthermore, many Libyan classes are influenced Q*Nber of cultural
N2 \g

2.9.3 The Audio-Lingual Method % i _\C—}
In line with criticisms of preceding metho dv% in th\/mields of
T

psychology and linguistics, there is a need fék,approaches thathest fil gap. The two

theories were developed in the United %@ring Wor ar II@[O the continuing
development of L2 teaching and Ie@s] progra\.Bsth e,h@\h’oral psychology and

N,
structural linguistics provide a%cal bﬁselin or tf};@u/@dio-lingual method. The

fruit of this mix between th mofj ur Iingui@s and behavioral psychology
hod’

is what is termed the “%1 ual m (Vlalel%?OOl).
2

f &
A &
This method dog{ quir zatioe?ﬁd language is regarded as a collection of

!
¢
habits. Thus &@wg af re::?w@aﬁ‘j?a mechanical process of habit formation. As
%v NN
classroqQ, gies ghat ‘Qhers loy in adopting this method, students are led
L 9

throug& series of stimulu@d response situations followed by reinforcement.

I \hﬂ and memorization are also required to build new target language habits. The

od depends on speaking and listening by repeating dialogues, through which
rammar and vocabulary are also learned. Translation is not a means utilized in this

boundaries that constrain most direct method activities.
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method, but pattern drills, dialogue memorization, and repetition with stress on

pronunciation are evident strategies. Y-

The essential assumption of this method is that learners should Iearﬂ& to speak

before they know how to read and write. Thus, teachers are expec 0 expose their

learners to “repeated drills” in the target language until it t;grns 0 a habit in the
i

learners” minds. Focus is also on accurate pronunciati nto ation, whereby

riting. wg to this
ing, spea 'e@ and

I|n uisti thl\/&thod are

| S a ted b@m proponents.

Richards and Rodgers (1986) listed ia characte S o@% approaches and

instructional techniques of this met _\_ ,<\
e Foreign language Ieam%procgss ofhabit fGQ&gtlon This could be best
attained through dm%\.eper' and me &rﬁaﬂon and giving the correct

language is viewed from the speech aspect rather th

method, four language skills are presented, namely
writing. The influences of behaviorism and st

reflected via the approaches and instructional t

:J

response.

e Learning K‘Nge basr \na ogyr rthan analysis. Thus, an explanation
of the ruw gi i 'tuderé%ve experienced and been exposed to the
¢
patt % xéale?ngs Drills are also thought to help learners
%% corfe ‘pgles.é\
Y—v
eaking should be t before writing.

\L?anguage should be learned within the cultural context.
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This implies that teaching a foreign language entails teaching the culture behind that

language. The word meanings are understood better through a cultural contexw

than as isolated items matching their equivalents in the learners’ ﬁr@age.

Nonetheless, this method does not produce the desired results an ides little

knowledge of the target language. Hence, the development of cognitivegsychology and

its influence in the field of foreign language teaching has enco rme emergence of
&

new methods that better meet learners’ needs in terms

communicative and functional purposes. .\d
"y

! _\"}
2.9.3.1 The Audio-lingual Method in the Lib onte \T

The audio-lingual method is generally used inthe Libya ntex@§s~alem (2001)

ugh@‘ﬁng, memorizing,

,@rds, and memorizing

language use for

explained that many teachers and stud b{ learnin

and repetition activities, such as g@satical pi&g\nswlo

long reading paragraphs. Sawani ) ar&;ed t Mhe(@ 10-lingual method shapes

Libyan teachers’ attitude hlea iAg. merousﬁ‘eachers of larger groups of
I

S0 inc[des eabin@nd grammar. However, Latiwish

(o]

%

&

students prefer driuing@?
(2003) stated that s err awagﬂthe criticisms of this method attempt
rat

teac
to modify or in few the Cﬂ-%?o-lingual method, for instance by means
¢

!
of drilling a %oriz ion a WJI aeéausting the traditional Libyan learning style

NN
to a mo odern, c upicative od. Accordingly, the present study is aimed at

Y-v
eﬂ,ﬁng problems and ch@n’ges faced by Libyan EFL teachers in implementing

invi
é\lmeaching reading comprehension.
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2.9.4 The Communicative Approach

Various researchers have conveyed their understanding in relation to commuw
language teaching. Ying (2010) explained that CLT is an approach to teach@}cond
language that focuses on interaction as both the means and ultimate objengf learning
a language. CLT is generally regarded as an approach to Ianguagean (Larsen-
Freeman, 2000; Richard and Rodger, 2001). Larsen-Freeman (2000Wargued that CLT
is aimed largely at the theoretical perspective of a commun &p.

prtiach by enabling

communication.

@ \Y-
| S
This approach shifts the focus from grammar ture to\ he s@ aspects
u y sp(@zbin various

ge ing should focus

of language. Emphasis is on the way
communicative contexts. Pei-long (2 %ed that la

on communication proficiency r@jthan s\nc S
N,
communication-based curriculu%nain urpose of la e teaching and learning

IS communication effectiveness. TFCT cific the primary objective of
LT).JMb

communicative Iangu% ing ( . re@r, Richard (1997) defined the
communicative ap ﬁ&htol\a(:ﬁ;:\ arni%éagan approach employed to learn a
second or forei@age 'ses orcommunicative ability development. This
means impr %he i '}a{plb‘f@ language principle in order to construct
gramm% orrect . I\ué\;]while, Richard and Rodger (2001) discussed
how&%

unicative Ianguage@lﬂfing can be applied to teaching any skills, at any level

L;:\T}n'e mastery. With a

%

a a wide variety of class activities.

N
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Communicative language teaching (CLT) highlights language as a means of

communication. It considers that communication has a social purpose, whereby ITS

=

have something to say or find out. Communication embraces a whole @&n 0
functions and notions (Richards and Rogers, 2001). Besides, Zara ( tated that
language learning approaches have a significant role in the procedure of language
learning, while Agel (2006) explained that the aim of the coanYiliL' e approach is to

prepare learners for meaningful communication and error talerated. The kinds of

school exercises and activities compatible with the municat roach are
L ]

. . - | NS

limitless and closely linked to the constructivist theo earning. '_i—)

4
With the communicative approach it is asw hat geopleslearn Jéguage through

communication. It means that the cwﬁb ative app i Qﬁed for language
teaching, as it stresses the importar%learnin \sga rx@ige. In teaching using

N
the communicative approach, I%re efbecte torbe 4839 0 use the language they

are learning. They should he able%to VI lang for daily communication in
s to gthér

the classroom and exp% thoug
’ 4

a synthesis of previ researclr
e mine f these strategies in acquiring a foreign

ESL learners an\%siz \
¢

or second | . Zara state the'recga‘s)neen a deliberate change from the teacher-

\ - - -
centere% leangr-Ce ranmunlcatlve approach during the last decade.
The&

students “receive {ié'é attention and a more prominent place in research

7,

s.s@'rthermore, Zara (2012) analyzed

n lan e learning strategies among EFL or

Q-ﬁfé/g/

o

studieswon second or foreign language learning, so did the engaged strategies and

echniques they employed to learn the language and overcome its barriers” (Zara, 2012,
1

. 162).
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Richards and Rogers (1986) argued that the teaching theory underlying the
communicative approach is holistic, which means that language should be tau

whole and different language components should not be taught separately.@ge is
organized from a communicational viewpoint in a social context, wh is regarded
as a vehicle for internal interaction, egocentric speech, thinking, and¥.o'mething that
is used for meaningful purposes (Rosa, 2007). Also, Zara (2012, p*¥68) clarified and
concluded that applying proper language learning approac me'and develop the
language learning process. Zara also mentioned that lear strat iéﬂg@d towards

the main goals of communicative competence are t

w learners._t b}c&@g%vore

gh% ndedﬁ? teachers
e hﬂach proc@g encourage

students to improve their language ski ) é

A
N
Lantolf (2000) referred to the caécativ@ methodelog constructivist theory of

learning as “activity theories,” T rea]N s that teac and learners are required to

self-directed and to support learning. In this cas

to incorporate the communicative appro in

-

interact with the sourc i or knawledge in @ial setting, in the sense that they
4 2 (<Ti
should actively pjg@ recor \:uq ide%@/ nowledge within their own minds.
arn

In other words, K are i onc ctors, as people actively construct their
¢
e

esentation f&eet}i ctive reality. New information is linked to

own subjecti
- \ - - - -
prior k edge, théis.m FI repé?entatlons are subjective. Moreover, with the

con]m&atlve approach the te%Her is not the center of all classroom activities, but
N

e%ks is on the learner in language learning (Agel, 2006). Ahmad (2013) explained
hatrth

e communicative approach is superior to the Grammar translation method in

aching English at secondary schools in Pakistan. Teachers also displayed greater
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willingness to teach using CLT activities in their classes. Salem and Youssif's results
(2015) indicated that the mismatch between classroom realities, students’ resista

CLT curriculum principles produces significant challenges for teachers i ting
CLT in Libyan classrooms. Furthermore, Zekariya (2010) showed that a?Agh Turkish
teachers displayed keen interest to adapt CLT completely, there Werw number of

significant problems preventing CLT implementation. Zek riNlO) stated that
|?a

teachers can apply CLT in class only by overcoming dif nd' by establishing

more favorable conditions for the implementation of CL .\d
L ]
N4
| S
One of the overarching features of communicati gu ede m th dology is

focus on real communication by providingdear

S wﬁ{l 0 rtunl@gbtry out and

practice what they know (Richards, @LT imp tat@‘tnvolves real-life

situations that necessitate commun@Sn, wher ac @ts up a situation that
N,
students are likely to encounte%life nlikezthe au@ngual method that relies

as to the outcome of a % cise, which ouid\@/ according to their reactions and
'3

' g &
responses. Real- I|fe$watl iﬁg om day; hence, students’ motivation to

learn comes from theiw desi mur@é in meaningful ways about meaningful

!
topics. Co tive ct|V|t S Iﬁeac?otlvated activities, topics and themes that

mvolve% nts in aut ?IC cm&?ﬁunlcatlon Yonghong (2008) explained that "in

atlve activities, stucK |nd themselves in various real-life situations where

\m .
on repetition and drills, the.com icT approach e@d leave students in suspense

t language must be used. Because the focus is not on learning specific language

t E
6 res but on putting the language to use as the circumstances require.”
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Richard and Rodgers (2001) described that there is no limit to what can be considered
a communicative activity, provided that the activity allows learners to ut|I|

understand their target language in communication. Littlewood (1981) c@shed
between two types of activities, namely functional communicative teraction
activities. Functional activities include, for instance, learners c Wg pictures,
noticing differences and similarities, following directions, sw problems, and
working out a set of pictures and giving instructions on h m rraps or pictures.

The functional activities implemented and observed by research ass during

the current study are discussed in Chapter 6 (see

activities include conversation and discussion i
role plays. It was noticed that teachers 6@

students’ low levels. Accordingly, th ren

S, d@%ues and

these,@:\z/:tles due to
@‘ﬂ’y the difficulties

Libyan teachers face in the imp tga 'B‘rn comprehension at

Libyan preparatory schools. % T
\ N\’w

29.41The Commun p roa Ll EFL Context

For decades, the rity o en ave believed that their role in the
classroom is to &s atlon nowledge from their teachers. Students
sit quietly a oriz h:%vlgd%j d information that teachers convey. In other

words FL nd s nts are greatly influenced by the “silent culture
of 1 ” (Elaper 20009). Ac 1ng to Imssalem (2001), the problem with this kind
% age teaching lies in the teaching approaches and not the methods, because
ods are typically a series of fixed teaching systems. Meanwhile, approaches from

Garticular theory allow teachers to exercise their creativity and innovation in the
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process of teaching and learning. Traditional approaches do not provide Libyan English
language teachers with sufficient guidance. However, applying new approachesw

communicative approach is very challenging and demanding in Libya. (ﬁ\

Sawani (2009) identified four major factors affecting commuWe approach
implementation in the Libyan teaching and learning context that e it difficult to
employ properly. Sawani considered Libyan English langu X:r inclination and
tendency to use silent methods such as the grammar-t ation mMTM) as a

major reason inhibiting teachers from employin

communicative @oach

successfully. Furthermore, poor teacher traini ams als pt ths/ uccessful

an lish @ age teachers

que <<d theories. Third,
O

implementation of the communicative app

are not familiar and updated with th aaching te

Libyan English language teachers’ I Compe\me an !(\guage skills tend to be
low. Finally, the dominant trad1 1ng syst and nts cultural background
do not support the communi t|v pp ani, )
? ! 0
4 2
Nevertheless, the ncy to |e e cgwumcatlve approach in teaching and
learning Englls entl 'mg |E§7bya Orafi (2009) argued that applying

communicat \%uag teach &L@ the context of Libya has started to emerge
N

widely %

glom@

clags P mo in private classes. Simultaneously, the rapid
on trend in Libya thaﬁ)écessnates learning English for communication and

g

b aids this process along, as students need to learn communication skills to use

Q throughout their careers. In this case, the present study attempts to investigate
h

ether Libyan English language teachers find CLT an appropriate approach to teach
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reading comprehension, as stated in the third research question in Chapter One (see

section 1.8). Yv
S

2.10 The Roles of Students and Teachers in Classroom CLT Imple onin the

Context of EFL Q

Teachers play a significant role in the implementation of ;Ee approach. The
ide

effective application of communicative language teachin 'ably influenced

by teachers as a major element of controlling this met Seve I.?c»@de assumed
L ]

X
portance of a’n@roles
an% i esc@a that the

for teachers in Communicative Language Teaching,

being determined by the view of adopting CL

first role of teachers is to facilitate the com

in the class, and between these parti

second role is in acting as independ% ici
Richard and Rodgers (2001)%(1
responsibility for determini hresp

done informally and p@t}:oug‘jone- ‘;dne\gons with students, in which the
teacher talks throu Iﬁ@ issuels

&
udergperception of his or her learning style,

learning assets, and learnin g 'ibya(t)%échers seem to take a responsible role in
¢
the classroo %ugh ey tr to&d t afacilitator role.
Qv NN

Y-v
Obng&, teachers with hig@dency and oral ability can stimulate and motivate

S Xb as well as improve their interest to be independent learners and to participate
in ‘Gemmunicative activities. Therefore, successful CLT method employment requires

apable and proficient teachers with high oral ability. In the Libyan context, English
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learning lacks encouragement and contact outside the classroom, whereby the main

focus is directed towards the teachers’ role as “knowledge providers.” With t
method, however, teachers are greatly encouraged to become facilitators @vide

guidance and not merely instruct their students on what to do and Whal‘l&m.

Yv

The characteristics of CLT encourage learners to participate i Mctivities, hence
turning them into independent learners. CLT is centered o oibor tive rather than

individualistic learning approach, where learners are ac arti ipWe process

L 2
sequently, t}a%;zs'not

ct@ on i@ultimate

prﬁtic are b@d?;n learners’
participation and active class interactiwr-l )1eir facili an@rer classmates.

N

The main objective of the Cl%ach f§ to emable <s:}{ﬁznts to be self-confident

learners through interaction_and mnr%ior%\@uently, it can be maintained

that the roles of teach udentsiin a C‘L@ting have dynamic features and
4 $ &

their roles constantlyaalter basel \I.'he rners.

(2004), the CLTaapproach i i

low-profile &a

ea equirements. According to Deckert
N . .
enue&hgllsh samples; (iv) exchange of ideas on

of language acquisition (Ozesvik, 2010; Chang 2011

the only entity holding power in the classroom,

teaching goal. In other words, all CLT

Iearé%entered, so it features the following: (i)

Ily interesting topicsi.and (v) the integration of four basic skills, namely
A

sgx listening, reading, and writing.
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On the one hand, the communicative learning approach disapproves of prevalent
teacher-controlled drills, examinations of memorized material, and extensive f

grammar. The emphasis is that new words should not be presented in iso(t'% ut in
the context of complete sentences and meaningful situations (Senel, QU&Teachers
must clarify vocabulary and expressions to accomplish communic&g'purposes by

giving students questions and answers based on the topics. At tWeal objects may

l

\d

'YX
The characteristics of CLT with the new types of cla activities i dv@eater

variety of roles in the language class for student: ch% : ore@/entional
second and foreign language classes. Therefare, CLT mi)di the rqég{the teacher.
At the same time, CLT as a methodol\%aﬂuch to h ir‘@l tion. This draws

attention to a distinctive feature of %Which [ %1 -@'tered and experience-
-}" y N

based view of second languageé” (R?char and qu‘g%rs, 1986, p. 69).
\ N\’w
N

Ico@wnicative approach to make and

also be used to clarify meanings (Mora, n.d.).

e needs of their exacting learners
(Richards and Redgersy 200 'ver, @Sﬂ’wers need to stimulate and motivate their
students, as gfegprov e‘a cdmfértable Classroom atmosphere for language learning
(Jones, Q%h'angf 1 .‘,The \tional image of the teacher as the dominating
pow;@re in the classroom @%solved into such a role that necessitates facilitating

t Nunicative process in the classroom where students  feel safe, unthreatened,

3 n-defensive (Ozsevik, 2010).
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Almoghani (2003) stated that many past studies identified various problems and
deficiencies in teaching English as a foreign language in Libya. This is partly at

to the insufficient teacher preparation programs and lack of pro@ ing
environments and facilities. Almoghani (2003) also shared from persﬂ*xperience
having worked for a decade as an English language teacher at a Libyan secondary

school that Libyan students were mainly low achievers. Accor%imi e current study
eni

is an attempt to identify the difficulties that Libyan teache mplementing CLT

-

to teach reading comprehension at preparatory schools. .\d
L ]

N4
| S
2.11 The Reading Comprehension Skill 4 .\T

The success of reading is determined by Whether th

(%}
¥}
S
=
= i
@D
S
=
9%}
>
o
D
o

meaning. Reading is not only the acti ; pDnounci

Kly: Tn e that. Reading is a
- - \

o4 an derstanding. Reading is

each line on written pages careful

complex set of activities, such%k'

defined as a lively process,i

elaborate meanings an% i

context to reflect théi respons‘s

ftb @>en information and sources,

rehension and utilize the social

&y

r, 20 In addition, Alfassi (2004) defined
reading as a vital activity ictent f oning and obtaining information in an
’ J (.?
existing soci nd requires_a mﬁintt_ij) of memory and meaning instruction.
Q NN
Teamﬁjeading comprehen@tomes with difficulties too, and numerous studies
h \hen conducted to identify and investigate the problems learners face when
tudlying reading comprehension. Mustafa and Zamzam (2013) conducted a survey and

nalyzed the major problems that Libyan EFL teachers encounter in teaching reading
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comprehension. Because Libyan EFL learners have difficulties with the reading
comprehension skill, they develop a negative attitude and perception towards r .
In order to overcome this problem, Mustafa and Zamzam analyzed shor@ as a
form of remedial material to facilitate the reading comprehensio ss. Their
research participants were 100 Libyan EFL learners studying in the first'semester at the
English language department of the University of Sebha. After collecting and analyzing
data, the researchers found that 75% of the participants wer hs | at the reading
comprehension skill, which was due to insufficien ining arWeparation.

Yw

Moreover, the students had limited or inadequate voc ry. Further re# E@Of the

participants had difficulties with pronunciation?g ead% % weréiunable to

comprehend and express the main ideas oféthe p to deliver t aning of the

text. In fact, short stories make readi co@rehension ses@?e interesting and

motivate learners to master the Iang@%y integ \hg\tWe r a@g comprehension skill
E&y N,
with other main language skillnéctivenand [ avati:/@c?/ays. However, strategic

reading is an influential m Qﬂm fali itates the r@g comprehension process for

EFL learners by overcami prehe
'3 &
@)

4
levels (Zoghi et al., w @ %
AN &
N oD, Y
Strategic re ﬁ@com onl n{n@ ith cooperative learning, which means that
NN
S

Ianguaq% w n Il greups and share their knowledge with group mates.

Sucﬁbinaﬁon prepares t@is for learners to interact and help one another to
i%&o their understanding and overcome text comprehension problems (Zoghi et al.,

sion reﬁkd@ms at both the word and sentence

). Such cooperation and team work during reading motivates students to develop

Qding competencies. From their survey, Zoghi et al. proved that their modified
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collaborative strategic reading method is an effective, feasible, and responsive
instructional technique for EFL learners at the tertiary level. The survey partwls
eventually developed a positive attitude towards the modified collabora@egic
reading (MCSR) approach. Zoghi et al. (2010) stated that EFL rs prefer
communicative and collaborative methods of instruction as well as\group activities
much more than traditional learning approaches. \)
g
Moreover, Ibduar Rahman and Jameel (2011) condu a st d)’\!qu‘izing the

T
n of

increasing levels of reading comprehension among E arners\via a}pl@’o

m% ssiv@ding can
cy. ﬁhus, xtual@gcle reading

emerges as a resource to promote r S’ alf-percep e’ of r@hg (Rahman and

Jameel, 2011). Zoghi et al. (2010) tﬂ%ed that gnt e@jority of EFL learners
N,

at the tertiary level are iII-prepaférms%f the r%z{i';?g comprehension skill is

the conventional language m C suché?g GTM. The authors offered

a\l
MCSR, an instructior% ice in whichl cdo ive learning is combined with

a new textual reading method. They asserted t

have a significant role in improving readersz lit

2 s

reading comprehe;@rate@ %(J
&

'g ¢ J
Ghuma (2011) @ied yan L"le Cc:,?s’ ability to transfer reading strategies from

N
their first language, bie, to aékign language, English, and vice versa at the

uni@level. In Libya, wh@hglish is taught as a foreign language, the text book

i Ily the only medium for reading practice in the target language, English. Libyan

G nts can comprehend the reading lesson only by translating to Arabic. As every
n

guage has particular linguistic, phonological, morphological, syntactic, and semantic
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features, language learning researchers have developed several types of analysis and

comparison between linguistic components in the first language (L1) andvg!t

language (L2) (f}

E=——
Ghuma’s (2011) survey proved that reading strategies are transferred from L1 (Arabic)

a Y
to L2 (English). This result is useful for authorities and writers who prepare textbooks

A
and curricula. It directs them to offer the most appropriate material i'n the reading
i
syllabus by considering the relationship between Arabic and EFL textbooks.
- .
| S
.\
Elmadwi and Shepherd (2014) conducted a crrtYW i rohljﬁfaced by

-

Libyan students in EFL reading and co T e study part|C|pants were

students at the English Department of the Unlversrty of ZaW|a leya The study was

2 [3) \
designed to explore the reading strategy that Libyan unlverS|ty students utilize most,

and especially to demonstrate how male and female strategrze learning in terms of

ON N W

English texts. The study also showed the relationship between learners’ strategies and

- ¥ I ¥ =

their EFL proficiency. The results indicated the meta-cognitive strategy was the reading

P AR A Y

strategy that students used most. In thls regard there was a statistical difference between
I

male and female Iearners in their use of Ianguage learning strategies.

\J
% ? ' O
\
Prevrou st congentr on the problems that Libyan students confronted at the

v

unrv I IeveI in reading, |n ing transferring reading strategies from Arabic to

(Ghuma, 2011; Elmadwr and Shepherd, 2014). The present study identifies

d ulties that Libyan teachers have with implementing the CLT method to teach
a

ding comprehension at the preparatory level. The reading skill is crucial for Libyan
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students at the preparatory level, because they plan to continue studying English at the
university level. Therefore, teachers must present and teach reading well. W
means to teach reading is with the CLT method. In this case, reading mat ents
are able to understand the reading materials better and more easily

Y*

2.12 Teaching Reading Comprehension through the AQ Nn of the CLT

Approach
Zara (2012) claimed that when using the communicativ roac toWadmg, the
teacher’s duty is to transpose the world of a text int rm recogniz I’ t e@%:ents

and relevant to their real life experience. W impeftant is'to ma k& students

feel that communication takes place durln are mg,ﬂctl\ éxgose of such

communication is not to arrive at the a wer to a esﬂ@&w the text, but to

give a chance for a variety of different inswers M sti

students, teachers should avoi ive arfd da gc ents to students’ views

) As.a way of motivatin
& y g

expressed on a text

&)
&
N

:' , '3
Another way to hanc ung} approach in teaching reading

ﬁ

comprehensmn 0 vardc-;}ﬁdreadmg sources. Students should not be
limited onlyt xth ks pr: crfbeaio’r) reading activities. Textbook content cannot
N\

equip st e qugte f }helr @lng needs in after-school life. Limiting students

‘i

only, to SXt ooks will cause tr@;vto feel that reading is unnatural, artificial and not

r to their needs. Readlng in a foreign language is particularly difficult, because

ords, grammatical structure, text conventions, and cultural context are unfamiliar
d S

omeone from a contrasting culture. In fact, there is no flawless way to understand
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most texts. Even something as apparently factual as a train timetable could be
interpreted through different cultural lenses. Students need to understand that all

construct meaning from texts differently, depending on their purpose

@_(.5 ing,
individual and professional background, and even state of mind. A

Zan (2012) explained that reading activity techniques are dqiiine 0 develop basic

reading skills. Learners are encouraged to increase readin edvand develop flexible

reading strategies (in particular scanning for specific in ation nWing for an

@

. o
w wrifers v{y‘t@alms

(20% ed@ CLT is

ities‘o u nglis@;al contexts.
CLT is an approach in which compre?@nput a -bas@‘earning can exist.

In order to achieve this objective, E@Su Iangua\ea%e @t follow CLT reading

N,
principles especially when teachi ding'l:om nsi (7-|arner (2007) suggested

overview of the text). The activities focus the learner

through text function and organization. Littl

introduced in EFL settings to improve studw

&
the following principles: (i) the CUSI very task @uld be on performing some
do

operations such as teaghi rners t
4 $ &
language beyond t entenm %J!enguage in real situations and pay
attention to bot@d wort')%’context; (iii) practice forms that should
¢ J (..)
exist within ;%nuni tive néwelj( (iv) mistakes are not always mistakes, and

NN
fluency% e emp
and QN

:
g,

in the target language; (ii) use

? and«) what happens in class must involve the learners
e Judged in terms of the‘effects on learners.
G

CLW is intended to involve students in real or realistic communication through diverse

ctivities. In this case, target language accuracy is less important than the successful
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achievement of communicative tasks (Harmer, 2001). However, Libyan teachers focus

on accuracy rather than fluency, as they want students to speak and comm

accurately. With CLT, language is viewed as a system of expressing mean@reby

the main function of language is to permit interaction and communi (Richard,

2001). In addition, fluency development is another feature of CLT a(Rt.i:% that has to

be taken into account in language classes. According to Richards 6, p. 4), fluency
-

is described as “natural language use occurring when a sp ag('s in meaningful

interaction and maintains comprehensible and ong despite
limitations in his/her communicative competence.” J ' _\(,}
% 5

Related literature (Brown, 2001; Grabe and IIe OO};}rev edth ing is taught
in three phases: before-reading, Whlle@and after-reading @IS sense, reading
activities could promote strategic g beha % Ve ¢ vital role in schema
activation toward comprehend%mt &retln xt%\(Grabe and  Stoller,
2002). ’ ¥ \A

2 \*v} <l

2.12.1 Before-Rea Act|V|tI|

Generally, os ea ree Ewg\élassroom activities should follow three

phases (Bro 1, G be a S&)II(J 01). The first phase occurs before reading,
when tl% r inigiates ‘g toplc;l\\\courages skimming and scanning, and makes
actn&emata Students can t@;g the greatest of their knowledge and skills to a text
o y have had a chance to ease into the passage. The overall aim of the before-

n phase is to get students ready to read by motivating them through eliciting

revious knowledge and building a background. With regard to the reading text, this
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phase often leads to the formation of hypotheses, which is the starting point in
understanding text meaning (Pressley, 2002). The bottom line in activating IT’

background knowledge is that a knowledge base is built, necessary for dealingrwith

material content or textual information. *

Zan (2012) also explained that this is the primary stage of reaQinE, aim of which is
to activate the readers’ background knowledge, arouse t i rest'in the text and

establish a purpose for them to read on. It is inte to pro ders with
L ]

opportunities to activate their own existing scr@*nowl ge and ,o _{e}their
imagination to make predictions. This stage canYW th pn@p i nstags‘}z’rhetasks
given in this stage will usually enable 4earn tang in aé&purposeful

interaction, which will fan their desir eaE)he text. ts <<be motivated and

prepare themselves better for the reading,task an \h&an ;{o\re about the passage if

they immerse into a detailed st e tex?. q
\ N\’w
|"3) 3

Before-you-read activ% articularly seﬁ:l@learners who do not engage in
4
orney 1997). In these two studies,

activities spontane (Andelr -
various instructw ced ' utilié*o stimulate prior knowledge activation:

¢
i) brainstor ﬁﬂ)nd ehcour 'nd’a topic discussion; ii) making predictions by

NN
previewing,thestitle, feadi } or p@res for example, and iii) prior text questioning.

Thuﬁr nowledge has a\;%f in reading comprehension with emphasis on the

S heory (Duke and Person, 2002). There are two possible explanations for this.

G , comprehension failure might occur when learners lack special expertise in
xtracting new information according to the informational theory. Second, when
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compared to the level of linguistic knowledge needed for text comprehension,

background activation cannot seemingly facilitate comprehension. Yv

The second phase is while-reading, that is a wide global reading to obtdin certain facts

2.12.2 While-Reading Activities

or rhetorical devices of which students should take note while eMThis gives them
eZ’ns

a sense of purpose rather than merely reading because the tr'lcted them to do

so. The overall aim of the while-reading activity is to he dentg redehst gically by
focusing on decoding skills (Myriam, N.D). The %could eref rehe Y(;ers
tackle texts by assisting them with linguistic an tic knev (Al@f, 2006)
through active engagement with the text. \G/Qw u\ \ é‘t
QWS
In line with CLT implementation, @s-reading i i?es h@rd be employed when

N,

teaching reading comprehensi%, Iarﬁ;uag iS4 US%(, r meaningful tasks that

promote real communicati@enj ersand I@s, as well as among learners
ie inp

themselves. These tas
f &
leaners’ interest, Q'Kation, e]n encﬁ.ﬂna (2014) enumerated six strategic
steps in practiciéeffe i 'stud&to develop their reading comprehension.
¢
The steps ar :(@ng aloud, v abﬁla@‘;(?ative and target language), problem solving
\
ok

activitie%
neshhs

of t trategy steps to imp@'étudents' vocabulary in reading comprehension, such

or g@p discussions, which might raise

ied ou
g

activities bacl@i exercises. Libyan teachers already apply some

a mng aloud, vocabularies (native and target), pair activities and exercises at the
nahof the lesson. Brown (2001) outlined the advantages of pair or group work. First, it

enerates learner-to-learner interactive language exchange. If half of the while-reading



96

stage is spent on pair or group work, self-governing practice is increased five-fold
compared to conventional teacher-talk dominated classes. In other words, smallw
permit learners to spontaneously begin dialogue, interpret, and negotiate wi sser
degree of teacher-centered practices. Second, pair or group work en;ﬂ&earners to
meaningfully interact during the reading lesson by reading texts. Leargers’ confidence
also increases when they get involved in such activities. V
X

l

2.12.3 After-Reading Activities .\d

"X
According to Myriam (N.D), after you read stage b after stude hﬁv&@d the

an% ity to i@mde skills
are u@z{at deal with

e @rs’ purpose and

discussing the authors’ line of rea%. Examini 'r\tructures or steering

N,
students toward follow-up wrih'%r |dereg. s a re-utilization of the

strategies applied in the pre; hﬂle
’ S
4 $ &
Some general after-ﬁ@ng acll SM at fag; te readers to interpret the text are:
thinking aloud, drawing co tQns or su@érizing, follow-up writing, role-playing,

!
n or ans l‘gla@mips (QARS), recycled stories, and meta-

- - \ - - - w - -

% . i,of p@eachmg activities are drawing conclusions or
iti mmaries, which hav ven effective among EFL readers in enhancing the
m& (Rye

ri
o%\ext comprehension. Through summarization, Duke and Pearson (2002) argued
h

text and completed the exercises. It is characteri

W

dual instruction purposes are met, in that students’ ability to summarize text is

nhanced and their comprehension competence is greater than before. In summary,
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drawing conclusions and question or answer relationship (QARS) activities could be
very effective, but the concern is whether students would be able to learn to sunw
and make their own guestions about the text. These are general after- teach |t|es
in a particular EFL reading class. Thus, as a first step in after-teaching am;sgs it seems

important to create different types of questions, particularly thos %hat transcend

‘?'.

These activities reportedly have an abundance of a tages} S prowdlng

simple “yes or no” answers and referential questions.

authentic circumstances for interaction among studen owing stud ﬁe@me of
learning tasks, promoting readability and offeri al oppﬁr ities fQ@Udents to

study,éd?r;vealed that
ds @Sdlrected learning.

talk (Holiday, 2005; Iddings, 2006). Regan42003)con

group work has a positive impact on ﬂ ilnastudents

Garrettand Shortall (2002) argued that |smg vani tiv |péjur|ng group work can
cater to various learner needs e, Pﬁ'illps al. (2@ the authors of the new
English textbooks for Libyan secondar rat ~&hools also designed most of
the activities to be pe |rs1or g uds @y highlighted the usefulness of
these activities in_“effering s‘ \s\ to produce a spoken language.
Nonetheless, implementing pal roup &%ﬁk activities comes with some difficulties.

N
they are nte ng reﬁﬂ‘ug comprehension at preparatory schools.

¢
Therefore, a:&e)pt is/made tlé ceJr t study to identify CLT activities and how
" *M

dles on the use of the CLT approach in teaching reading comprehension

d ral studies revealed that implementing communicative activities in teaching
ading impact student’ reading performance in the classroom positively. Day (2005),
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for example, conducted a study on the use of various types of comprehension and five
types of questions by EFL teachers. These were activities to help students w
interactive readers. Day paid attention to the use of the comprehen5| |ons
designed that should encourage understanding text. Teachers emplﬁka mix of
teacher-fronted and group activities and were encouraged to provide a‘'discussion space

for all answers, both right and wrong, so students would be invqlve ively in creating

l

Y.

An experimental study of 19 first-year Turkish univ students is olj'le mple
in a

meaning.

of exploring the implementation of task-ba (Tilfo oglu and

ctlvm& appropriate

and productive for EFL learners. E\ ners sta dev@mg their reading
comprehension ability. The result show ﬁ%a ers” involvement in class

activities amplified because the%)plcaf'and Mef@vrltmg tasks. In line with

Day (2005), Tilfolioglu, Ba \001 (200 plained that communicative
k pl

Basaran 2007). The researchers found that w ed

activities as part of gr and ro | It ssroom are successful ways for

& PNy
both teachers tea %readlr \mL stude &)Iearnmg reading if implemented
f

appropriately. T 0 ple@mg activities in the reading class raises

the probabili bco CIOU ssfmb , and opens more communication channels

to the mugity a ferSOI!é\contact level. Thus, teachers and students both

en% from such actnkt@’

d entic teaching materials are a must for EFL teachers when implementing CLT, as
a

rners are exposed to similar levels of language proficiency as native speakers. Using
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real materials in the classroom is one of the major tools to expose learners to as much

“real language” as possible. Even if the class is not a real-life situation, a
materials do have a very important place within. A study by Berardo (ZO@aled
that using authentic materials in the classroom benefited students, who wposed to
real language used in a real context. Thus, using authentic materials?a?other aspect
that has proven to have a positive effect on high student moti aw giving a sense
of success upon understanding and instilling confidenc me

reading. Such

materials reflect the shifts in language use if there are a ant text at are also

X
d updated ill.‘@\hlng
di%"o the\r&ét useful

very flexible. Moreover, they can be used more than o

can serve as authentic materials, but to im

=9

resources is the Internet with its vast amouw S

The education process in any conte%set of ¢ \n&ns @aking decisions about
N,

what happens between teacher:%dents‘.‘The aanv(e(} lons are determined by the
social and cultural norms 'marti[ context gﬁbr, 2001, 2003). Hiep (2005)

d id@ified the vital aspects of the CLT

conducted a study rela T restriction/an
Ty o
theory and chara;:@ issuels M nly % when the CLT theory is set into
0 redefin

practice. Hiep e 'ccorcv;)&v’date the theory in various settings. Orafi
(2009) argu the sqcial-c tun'al cérj@xt where an innovation is to be implemented

- - \ - - - -
thereforg'wil th@daptlon or resistance to the innovation”. A study

by QGOD looked at Chij students’ perception of communicative and non-
C icative activities in the EFL classroom. Rao found that most students preferred
bination of communicative and non-communicative activities as far as the EFL

ituation in China permits.
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The previous studies demonstrate that the difficulties encountered were mostly due to
the cultural perspective, learner resistance to participate in the classroom, w
authentic materials, as well as conflict between Eastern traditions @nern
approaches to implementing CLT. In Libyan schools, teachers suﬂ&om these
problems and limit themselves against implementing CLT in teaching. Moreover,

cultural factors are rooted in both learners and teachers and thii Weed to be taken

l

NY.

Yv
Rana (2014) studied the effectiveness of CLT on textbobks ohr&é%ed to

into account over other possible factors.

enhance students' reading comprehension. Th h \% 0 g@y’; broader

understanding of the effect of Communicw ngua?e ching,és(ﬁa Grammar

Translation Method on enhancing w eading C reh@&l. Rana’s study

results showed that CLT proved be@s enhanc\&l.gen ;(e ing comprehension.
ﬁy N,
With regard to the current %e researc r«tried@ observe how teachers

implement CLT activities t }head 0 rehené@.
? N
4 ’ &
Ria Handayani’s ( @Lg&rtlclel \meu ly iﬁwed to find out how teaching reading

co@j&ﬂwicaﬁve approach affected students’
understanding.“Fram the man ypss@ ethods and approaches employed to teach
reading%' g the ynicaﬁ&pproach and GTM, Handayani endeavored to
find‘uﬁ.ost appropriate. T@hor highlighted the communicative approach and

Xd the results of students’ achievement from being taught reading with the

: %
3 unicative approach and a traditional method. The researcher utilized the pre-

comprehension gby ployi
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experimental method to identify the most significant stage of treatment

(communicative approach) on students’ achievement. YV

Furthermore, in Handayani’s study, students were tested before and a atment to
determine the influence or benefit of the treatment on teaching ream he findings
indicated that teaching reading comprehension was best accomplishéd by employing
the communicative approach at SDN 1 Pangheotan. The o % s that students’

levels improved after testing following treatment. A serious matt fWeration is

T g
and Shortall Zq)&gorted
ifian EFL ts using teacher-

e syolts

i nothir matter is r@g“to teachers’
and students’ various conceptions abowﬁ }tivities. pilar d@bnces were found

in the conceptions of successful cl@sm activ\\ah-_is 0
Heé 06,

students’ different perspectives on these activities. G

significant differences in an evaluation of 103

fronted and learner-centered classroom activiti

7\ Italian EFL students
N,
and 37 EFL Italian teachers ( 2006, p.142)« Mostuumportantly, these studies

reveal the negative impact Qi \ms CT iohs on s@nts’ motivation, engagement
a s. T

and participation duri% ctiviti ;dcoub'for these problems, Garret and
4
Shortall (2002, p-'@uggef %ﬂpportir%ﬁddents to ‘weigh up’ the advantages
of thei

and disadvanta

g& ' J
their langua u%cien .
& v

Stu@ack of attraction a erest in communicative activities is often seen as a

=

icip in communicative activities to enhance

;/C
J‘

h Xh:e to implementing teaching methods in the language class. The result

hallenges the common belief of teachers regarding students’ tendency to adapt a
assive role during communication activities. A similar occurrence was identified
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among a sample of 1939 Libyan secondary school students (Alhamali, 2007). Time and
space for the proper application of these activities is another challenge for consid

According to Sarwar (2001), language teachers believe that i ting
communicative activities through group work in large classes is notﬁ%le. Jones

(2007), however, argued for the fallacy of this belief and describerecessity to

implement LCA in large classes, as it would be the “only way to givie all the students

l
\d‘ Yw
drk _@/ities

properly can negatively affect the implementati uch activities. Bru&ﬁGnd Saye

time to speak.”

Teachers’ lack of understanding of how to mana up and pai

(2000) described the difficulties that a t% ncountered, in thgé“egse study in

managing groups due to her inability t %m" well-defi res@ﬁbilities and roles

for students. They regarded this fa% a majo
N,
aQ(Er’ee Libyan EFL teachers’

student-centered Iearning.Orafi%g (2009) faund /2

converged pair work activities inte qu anﬁgkessions due to their lack of

f ,@*failure to implement

S =g

S
understanding of thei%’t ive roll du n};'th@ activities. Also, Butler (2005)
N _ N &
identified the perce s of 43::; FL ers, 22 Korean EFL teachers and 44
!

Taiwanese EFLgteachers of icati tivities, such as songs, games and role

¢
plays. The i&r@s of [Butle Judqj?vealed that the challenges these teachers

- - \. - -, . -
encountgre implgmen gthe @tloned activities were related to their lack of

b

undetstanding of three factors @'{at constitutes teaching for communicative purposes,
t%}; s that developmental factors play in EFL learning, and strategies for
a

onizing learning-teaching and context” (Butler, 2005, p.423). The literature

Qwesented above gave the researcher insight into how the study should be conducted.
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Therefore, for this study the mixed method research with triangulation was employed

to look at how Libyan teachers implement CLT activities to teach w

comprehension in preparatory schools. (q\
2.14 Summary Q

This chapter provided an overall view of some important topicss€oncerning CLT
method use in teaching English reading comprehension at aEprep]aratory schools.

It shed light on the importance of the reading comprehension skil iw teaching
L ]

and learning process. Past studies highlighted that thi icular skill v’dg@trong

foundation and increases the competency level \ : |angy¥e among

ition p@g all aspects

d ‘ﬁed and employed
O

students. Due to the significant role of théslan

related to teaching and learning readlnwan
very carefully and skillfully. Cf)
.% %

The implementation of the %Etho! ; lyzed to offer deeper insight
h

into the difficulties a% ms w
differences betwee teachf \te(ed ap g::ﬁ” (traditional method) and learner-
centered appro it m Q teaching) in section 2.3.1 shed light in
this resea ter u derst d {/hﬁ}? Libyan teachers find CLT an appropriate
%reaﬂl prehe@on

\C-j

mvestlgatlng CLT implementation for EFL in developing countries mostly

@ erned (i) teachers’ views and beliefs regarding CLT and testing out a new
urriculum at the secondary level (Orafi and Borg, 2009); (ii) the extent of CLT

C T'lmqﬁmentatlon The analysis of the

%=

approac
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implementation in the classroom (Al-Nouh, 2008); and (iii) the most influential
challenges encountered by teachers and students in this process (Yilmaz, 2009)

(2011) explored EFL teachers’ understanding of the philosophy underlyln@ner-
centered concept at Libyan secondary schools. The researcher tried rate two

components, i.e. communicative language teaching and readlng comprehension with

*3

the implementation of CLT in teaching reading. The majorlty stu dld not mention
the integration of these two components, while some studie ed difficulties with

CLT and other methods in reading comprehension.

In the Libyan context, previous studies reveal e effeCt nS|dered

teacnéggngllsh The

the main problem that prevents teachers fr ad tmg:‘:L

current study attempts to identify cultles byé&yan teachers in
implementing CLT, especially in r compr gn. & as numerous studies
concerned teachers at the eIe sec dar and li(/ S|ty levels, the current
research concerns preparatQry sc oI [ Aldenti the implementation of the

CLT method in teac ing comprefien l;l the Libyan preparatory level
4 $ &
represents filling w\frca | M gap, ch makes this different from other

studies. Besrdew iffic e te S encounter in implementing the CLT
method at Li epar. t I re Iso addressed.

’ 4
:\»T
\C.)

&
N



