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CHAPTER SIX

DISCUSSION AND INTERPRETION (}
6.1 Introduction q
In this chapter, a discussion pertaining to the research questioqemése.B) is presented.
The discussion consists of the following parts: teachers’ erstanding of CLT and
understanding of its implementation, difficulties with eme aw\‘ities and

how they are implemented in the classroom, and the nces in te inl; e‘@ence

and major difficulties faced by Libyan teachers?’ ing reddi mp@ﬁsion.
(\/E | -
6.2 Teachers' understanding of Cl_w res and | pI@‘htation to teach

reading comprehension C,) \ ,<\
S
Identifying teachers’ views ur%i <S-CLT features and its

implementation in teachin m

study. The outcome of% nt study wa; acﬁie\b by analyzing CLT features, and

4 ¢ &
the analysis was Wd on Y] \}o tainébbm the questionnaire. These features
teraCti

were analyzed w vel 'rving(l_;%éhers, their understanding of the major
¢
thi dhoeja cording to their questionnaire responses,
S

-9

one of the purposes of this

features an ctices of

classro bsérvatiofi i rview!?esponses. The researcher employed observation

—

0 a&how teachers impl@ CLT activities in the classroom. This examination

\rated that several features and practices of CLT are clear and understood by

G ers, while others are not as clear and understand.
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6.2.1 Areas of understanding.

Identifying teachers’ views of their understanding to CLT features
implementation in teaching reading comprehension was one of the pur[%\ this
study. Some CLT features identified in this study reflect teachers’ edge and
understanding of some of the practices and implementations of CLT.Wers' positive

understanding of CLT was reflected in their agreement impliid by*their responses to

the questionnaire items, through their practices in the obse | ons'and through the
interview. Teachers' positive views of CLT features re d tha tWr‘stand the
basic features of CLT. These points are explained in llowing secti n'. _\G}

’ X

NN
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Figure 6.1 Area of understanding of CLT features and its implementation to teach

X
A

In the current study, teachers showed a positive understanding of CLT features and how

reading comprehension

6.2 .1.1. The ability of CLT to improve student’ reading comprehe

CLT has the ability to improve students’ reading comprehe i(NI. According to
ezng sfudents’ reading

the data analysis, teachers realize the importance of CLT in

comprehension capability. Teachers expressed that CLT ISwdiffere fwr methods

because it facilitates interaction between students

L ]
e text/an dn&@dents

s' readi Iity@. reading

wu"t can, help @r’e?a;e students'

understanding in reading comprehensi % also rea at @"is a method with

certain features that vary from tradi@jmetho \T ,<\

o >

% &
According to the theoreticag\hiin of ures, @ communicative approach in
c

language learning is h that is dsed isalearning a foreign language that
4 ¢ &
emphasizes on the i ovemenf \l‘mﬂunic ability” (Richard, 1997). According
to the current study, teacherssiri 'impe)%/the communicative ability and develop
¢

students’ abi h%nter t and acﬁc tlclaanguage. They wanted to increase students’

N
vocabulary Improve_t Ppro ciation, thus enhancing students’ ability to read.

themselves. CLT is successful in improving

comprehension level. Teachers accept CLW

Some teachers used new voca@ in the lessons to communicate with students until

thesnewrwords were familiar to students as they read a text. Teachers encouraged their

6 nts to practice the new words by using them in complete sentences.
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In this study, the data showed that CLT enables students to improve and enhance their
ability to read (see section 4.2.1). This is supported by the findings from

conducted by Rana (2014), which indicated that CLT enhances stude@ding
comprehension. Another study that supports CLT features in devel*students’
reading comprehension observed in this study was done by Irmawati (2012). Irmawati
found that applying the communicative approach effectively i Mmdems’ reading
ability. This was noted from the improvement of some asp rr&as' reading ability,

English vocabulary, grammar, pronunciation, and communicationj T s from the
23

e S
current study thus support Irmawati's findings. Lib achers expr. ss'ed _@ they
G

benefit from implementing CLT in their % 3) a{g@ted that

Iemen@gr:of teaching

strategies is successful in guiding st S tofacquire s cor@hicative abilities.

Gudepu's study further supports twrent stu\iﬂv\a (;@‘develops successful

N,
reading and guides students to néonwnn/%ét]eecabili@ This was clear from the

high teachers' agreement wi bfear S sectio@.zl) and the CLT capability
g

communicative ability is strengthened by r

D

6.2.1.2 The op
F\ ¢ (?
The findinai orted in chapter !B (_rje ealed that Libyan teachers understand the
\
i 0 ts opp&t

offér. st 'p unities to read. Dewey (1916) emphasized the
impertance of associating c@ﬂnication with interaction through language (see
S \oQ.Z). Teachers believe that CLT helps students to communicate through simple

d age interaction and provides students the opportunity to focus on the language.
i

ttlewood (2007) explained that CLT introduced in EFL improves students’ ability to
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use English in real contexts. Libyan teachers realize that the communicative approach
to language teaching focuses on the communicative practice of language in T{)
develop communicative language abilities. Features involve placing SIL@}I the
center of the learning process to offer them the chance to make their ovﬂ&jsions and
choices, develop their ability to read and achieve vocabulary that ené@urages them to
practice the language and participate actively during lessons. CNntended to help
students make sense of what they read. '
Y.

e overarchi g'f(iiu}zs‘ of
ith opﬁo ities @out and

arnmg@ggmmumcate

is %f the main CLT
O

Communicative language teaching methodology

focusing on real communication, providing le

practice what they know (Richards, 2006)¢
through practice and that interacting

features, as it encourages mteractl nguage \N% fﬁé process of real-life

communication in a meaningfu % y!?]d Klapper, <Z'Q\lechards 2006 as cited
in Nunan, 1990). In the pr serv at some teachers encourage
their students to use n e?:ry leffe ntl senblces and communicate with each
other using this vo MI{ry in é;ﬁers tried to engage students in real

communlcatlon icin ary

The res s e cug‘e t 9y rev hat L|byan teachers believe in the capability of
CLU&prove students' ablllt)zl?/practlce reading in English. Teachers explained that

t N feature of CLT for students is making them the center of the learning process

Q tate that enables students to participate during lessons and practice the language.
I

taieb (2013) revealed that implementing CLT in teaching English to secondary school
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students can improve students' ability to practice the language. The participants in the
current study indicated that teachers hold a positive perception towards Yw
improving students’ capability to practice reading lessons at the preparato@This
result is similar to findings from previous studies conducted in a Agr of EFL
countries, whereby the EFL teachers expressed positive perceptions towards CLT

(Chung and Huang, 2009; Hawkey, 2006; Rao, 2001, Razmpo Wzi, 2006).

The current study indicates that teachers show an intereStyin CL an class to
"X
help students interact actively and acceptably. They e sed that C a(’ti\@ such

vocabUl d pronunciation.

the claéggm is not the
but@s must practice it

main way to develop opportunities t leve the langu
g@}tside the classroom is

outside the classroom as well. How@jess Ianﬁa%
5. 0
e,%. . =
SV

as pair work help students practice and devel

Libyan teachers confessed that practicing tw agew\nly

one of the obstacles faced by t 5}[5 reading comprehension

level and English language hﬁ

tongue outside and ins% is ane o théir@ents’ obstacles to mastering the
'3

English language. \ |
K47

N
6.2.1.3 Pr@aeh r ‘?:;\EJC’)(J

The tea% a sighific ';ole m_the implementation of any approach to teaching
Y-v

and ing English. In this , It was reported that Libyan teachers realize the
i

i xﬁmce of proficient teachers to teach reading comprehension (see section 4.2.1).
Teachers expressed positive views of the role of capable teachers in implementing CLT

teach reading comprehension. Teachers noticed and explained that they know about
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CLT but do not have good knowledge of how to implement it to teach reading
comprehension. Teachers recognize the lack of proficient teachers. They expres

did not attend training programs, travel abroad or have contact with native@
they confirmed low proficiency to teach reading through CLT. This fin upported
by Orafi and Borg (2009), who revealed that implementing CLT ingLibyan schools

requires proficient teachers with the ability to apply CLT in thg N

In support of the current study results, Wang and C (20 5) ed that if
L ]

teachers do not understand the methods to be used e aims to acﬁo hed,

; if@ ly ung??stand the

ess \A@gﬁow. In this

study, Libyan teachers expressed thrwar intervie poré(\that they studied

CLT as ateaching method but are n@Sﬁcient e

there will be problems and inevitably, failure.

method and they believe and are confidenté

p@hent it in their classes.
Several researchers (Li, 1998; %d Bo? , gYuse&.('QOM) have reported that
proficient teachers is amon succ f CLT implementation in the
classroom. In the sam chers |TL|b e;(pﬁéed their concerns regarding their
ability to impleme LT |n sch (Orafl and Borg, 2009). Khoi and
Noriko (2012) te of CI(‘-I}%daptlon into EFL classrooms depends on
teachers’ 0ﬁc1 nc I a'nd{janng facilities available to apply CLT. Yusef
ﬁ-nd

(2014) %
e abilly

the to teach English acm.\@ély All past studies support the current study in that

pg\hﬂt teachers are one of the components of CLT success in teaching language.

f

}he L@n education system lacks qualified teachers with
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The results from this study demonstrate that Libyan teachers agree with the necessity
for proficient teachers to develop CLT implementation in classes (see section 4.2.1)"

the researcher’s understanding, the teachers' knowledge of CLT imple mn to

Libyan teachers' oral deficiency is another factor that prevents them from implementing

CLT in their classes. : V
6.2.1.4 Facilitation .\d

AR
Facilitation means helping students understand a fo language glkrﬁmong
most features that indicate teachers’ kno anQ nding;rCLT is
conceptualized as an approach whereby thie,teagher mis a facili,@:c)f students’

learning. This concept reflects the hN’ alief that ing @uden‘[s’ learning

process would enhance their motivﬁ%and pro %ei a@nomy (Roger, 1969).

N
In the current study, teachers e%d theﬂ unders nd(izg.caf the facilitation feature
while at the same time 'nﬁing role as e?)&troller. This shows that the
(m

facilitative and knowl% itting'role (iﬁu'rieby teachers are conceptualized by
d &

these teachers as b hg{vo c@u ry r gs,of language teachers rather than two
!

separate roles. l% ibya n sy. r&-f English teachers regard themselves as
¢
the main so nowledge, itr{ever_j“yaing having to be discussed in the classroom

"
and no % tion fieed Fom s@ents. Phan (2004) stated that in implementing

CL namese teachers ne@he facilitators rather than controllers.
nthis study, the teachers showed a positive understanding of this CLT feature. They

greed that the role of English language teachers must be as facilitators rather than
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controllers during lessons (see section 4.2.2, 6.2.2.3). Libyan teachers seemed to
understand the role of facilitation during real observation and the researcher fow
teachers helped students to read and grasp the meanings of new vocabula@ever,
analyzing the facilitators with reference to Rogers’ 1969 model of a -centered
approach indicates that the holders of this conception seem to interpget CLT in their
classrooms. As the implementation of this feature requires the xm of what Rogers
(1983) described as a ‘person-centered’ approach (see s V?l , these teachers

would not be able to translate this feature into practice i Liby nthere the

“AX
education system is centralized. At the same time, te s are the mai t#a@ders.

erstafd nsw% uestions.

e the J@Vgand permit
|scu@ﬁ1s, while students

Students may not answer or speak until théi

them to answer. Teachers have an eﬁewp i

have a passive role. Students in all @55 obser

N
discussions. Teachers were da%in ttﬁ class, and(;i%ﬂ controlling and strong

personality would not per 'mtsr areideas i discussion. Shihiba (2011)
stu

supported the finding curren . ﬂ—le@vealed that Libyan teachers in
4 $ &
secondary schools &Qninatci \tN.r nsmﬁw of knowledge to students, holding a

ydiSteners to the teachers'

stronger role than students. 'are tElié{Jassive and only listen to their teachers.

[
Shihiba’s (2 ‘fr)sults egar

on prepara choals f

N

A\ S

@ng to the triangulated results, teachers expressed that they attempt to adapt this
0

(?ry schools support the current study results

g Jecer_ljj
S
X

n in their classrooms by trying to give students a chance to share in the discussion.

Qe researcher noticed that students' low level limited the role of the facilitator during
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the teaching process. The word facilitator means shifting the role of the teacher from a

controller to a facilitator in the teaching-learning process. Kasanda et al.v)

D

recommended that to solve the problems of this shift of responsibilities ar@f th
teacher to a facilitator, teachers should be educated on the learner-ce pproach.
Brush and Saye (2000) gave an example of this situation, where a cage study teacher
faced some challenges in applying student-centered learni to her lack of
understanding of the facilitator role. Orafi and Borg (2 %e ealed a similar
finding on the failure to implement English language®™earner eWurriculum

. Altholigh cpn&ép\jr‘g]of

s% vel@olve any
traditional teacher duties, he did mention th&os; iIit)n?f C ideri@tg‘ilitation and

instruction as complementary approac@ers, 1983 se@z.&l).
\ Y
&
The current study also supporhé\udieg int tdeachqcs')are still affected by old

&
methods such as the teacher- }bed T achjeven %\@1 they attempt to implement
CLT. The current stu d that Liby. téa are familiar with the notion of
4 ¢ &
\m(- entered_a

classroom controllery, but thel é pproach is predominant over the

rem %onvinced of the appropriateness of old

innovation by three Libyan EFL secondary school tea

D

the role and duties of a facilitator by Rogers (

student-centered,appreach.

: ' o D

methods to eparatory s o6l s@ ts. The researcher discovered that teachers
(]

N
believe% le of facilitator ishé?fer than that of controller, but the environment is

one of the reasons Libyan tea@continue with the controller character and limit the

f s&)r role.

N
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6.2.1.5 Motivation

Motivation means encouraging and supporting students to read and pract?lﬁe
language. Teachers’ understanding of CLT is implied by their understan@ome
democratic ideas in their conceptions of this approach. The teachers’ a ion of this
approach with notions of learner cooperative learning motivation an@‘accounting for

learners’ needs and interests indicates their awareness of the M}t CLT features
eZi

(see 2.3). Cornelius-White and Harbaugh (2010) regarded ve 'eaning as a vital
learning strategy in learner centered approach. This refl ct\be'[dew of the

o
importance of conducting the learning process v@'nse ofi posi e'C(l@g ation
among all concerned in the learning proce he{ he erclision of
appropriate opportunities to promote democtatic municati

and j@x;tion among
these parts. The motivation feature isw din th ions @ewey (1916) and

Roger (1969). Cf) >\y T \’<\
SR

According to the current st mngs'lL a eac@otivatetheirstudentsto read

texts and provide man ivities that motivate lhe@b learn the language (see section
4 ¢ &
\ati n ho

4.2.5). It was noted, inthe real T

encouraged th to“partici

¢
acﬁer&_s)t' | struggle with these problems in their class
NN

reluctance @pate. hus,
activitie{{h/ nd Norik 12) expressed that low learner motivation is one of the

cong&s in CLT impIement@in the EFL context in Vietnam.

6 link to the theoretical opinion asserted by Littlewood (1981) is that the
ommunicative approach is a process of teaching and learning English that supports and
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motivates learners of a foreign language actively. The questionnaire results of the
current study showed that the respondents motivate and encourage their students

and practice the language. In the real observation lessons, teachers enco@'their
students to read and participate in the lessons. In all observed | teachers
cultivated student participation, especially the weakest students. TWe them the
chance to read and pronounce, although not all the students could/participate. The
teachers being observed in the classroom stimulated stu mr'icipate, even in

Arabic; however, teachers relied on Arabic to mak dent We and be

"X
sults in that it&a&@échers

claﬁ pre.s\s&vthat it is

ch reiuir ransla,)@x; make them
understand and maintain interest in th%ﬁ) Cs<

Lol

interested in the lesson. Yusef (2014) supports the cur

are obligated to translate to Arabic after ten mi

due to the lack of students’ English proficie w

In the current study, one way of. n durit@. he observed lessons was

&
Wa}\o include the opportunity for

students to discuss a t% all groups ??e@ were required to speak in front
4

of the whole class. all teacr ategejn' students to share and participate in
rs

to allow pair answers betwe hnts.

i c. H 5%6 (2008) asserted that not all teachers
¢ J (a
motivate thei nts to practice éLEj ivities and develop students’ interaction in
NN
the target | ge. f é\
NT
AN S

\bsence of student motivation and their reluctance to take part is considered a major

@ enge by teachers in implementing communicative activities as part of the
urriculum in class. According to the teachers’ interview responses, student reluctance

English, but o SO
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to take part in class may be due to two major reasons. One is their low level of English
proficiency. Students feel shy when they are not able to come up with correct se?ﬂs
and they are embarrassed to say something wrong in front of their peers. A t ason
is that students believe that knowledge must come from teachers. Thereﬂ&,eveloplng

a supportive environment is highly suggested to aid students to d anxiety. By

,q

encouraging students to share in the classroom, they will Qeco ore brave and
hance t

willing to participate in class activities. Providing learners, make mistakes

and encouraging them with positive feedback have shown,to be e mcreasmg
oy
class participation (Hung, 2009). ' _\(—}

b &
Y’b’

The findings of the current study demonstrate th eachrS oura dents to read

and participate, but their low proﬂNDvels pre u from becoming

effective. Thus, teachers resort to u rablc gu Q@\Nalt until the teacher

&
completes the lesson with all e sa nﬂ details.d hezgo ot exchange knowledge
or information in the classr, hﬁsteT‘ ey listen @emorlze the lesson so they
may use the informati%kon exams. 't'He time, it was discovered in this
d &
study that due to theylack of i::\hm teaﬁu discuss in Arabic to complete the
!
o'

lessons and tex ok O

6.2.1. 6% compre ion t ugh CLT improve students’ vocabulary

Yv
Theg&s of this study revea@ﬂat Libyan teachers acknowledge the role of reading

c en5|on through CLT in developing students' vocabulary. Numerous studies
nstrate the strong relationship between vocabulary and reading comprehension

raze et al., 2007). Alverman, Phelps, and Ridgeway (2007) explained that much
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research supports the correlation between reading and improved vocabulary. In the
current study, Libyan teachers showed a positive understanding of the importan??uf
CLT in reading to develop students' vocabulary, which was clear from @ghly
positive agreements. The current study results show that for Libyan tea facilitate
understanding vocabulary they use two languages (native and targmd aloud, do
exercises and implement reading activities that encourage stud nwactice the target
language. One of the studies that support this result was d mfm (2011), they
found that reading develops and enriches Libyan studenits’ voc buwea (2014)

. . . | ol
concluded that implementing CLT proved superior ore effectiv, t'ar_\@M in
s b 4§

enhancing students’ reading comprehension ski N

(\/: | =) &
6.2.1.7 Reading Comprehension thr& T Impro ud (“Pronunciation
Accurate pronunciation is one of ﬁ%ms O%T[e h@in every lesson. All

N,
teachers observed seemed to fo%ronuﬂciati ,ainczeé?y regard it as one means
of achieving and practicingQMuaT.&n S&ncer (2000) stated that what
most language learner iSto learn how to bro@mce the target language sounds.
4 F &
t Engli

Hence, teachers mustiteach stucie gh pronunciation by modeling English

sounds correctly, ( er, rafi @68) revealed that Libyan teachers still
; oD
implement t onal methods dfocefj accurate pronunciation.

IS

Accm to the current stu%;l:’ibyan teachers focus on reading out loud to help

S become confident with new word pronunciation. Ninsuwan (2015) expressed

[}

hatrthe development of students’ ability in terms of reading comprehension is required

oth reading aloud technique and motivation, reading aloud leads students to focus on
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accuracy, listen and try to understand speech on a daily basis, and helps enhance

students’ control of the English language. Therefore, teachers participating in th

explained that reading aloud is an interesting technique for developi ents’

pronunciation. Teachers believe that reading aloud is a means to corremnciation.

Sayneko (N.D) revealed that reading can improve pronunciation and reading accuracy.

Teachers observed in this study read the texts many times out M make students
X,

pronounce the words correctly. They also focused on ur’jerstanding the

meanings. .\d
L ]
N4
| S
6.2.2 Area of misconceptions \f \Y
According to the questionnaire responswzrvab'ﬁns d int@iﬁs, teachers

S a@mfused about the
meaning of this method. A grave m%ception \CM.EKW

items for this method in terms% Qter effi tenczi'g. TM over CLT to teach

reading; 2) CLT neglecting m’ r1 der 1 classroom; and 3. teachers’
control over the class IS misunders ndingbay relate to teachers’ belief that
4

applying this meth oul af[

\Ne d to &m lose authority or control over their

on tEt-,j\%ncept of the teacher as a class leader.

!
However, C %ing tiviti reﬁui((ijbsﬂJdents to participate and teachers have only

NN
the rolegto e and' facili ?e. Tlvé\éurrent data indicates that these complications

negy@ affect CLT activig@mlementation. These features are explained in the

f% g section.
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Figure 6.2 Area of

6.2.2.1 The use of GT%

Grammar translati wne of't

schools. Altho the%scho

|

has ﬁ(ed from conventional teaching methods

#
toward mor &Dunic Ive t hﬁg 'C}(many different EFL contexts, the majority of
N
teacher% insist’ Eg con@tional methods in class (Karim, 2004). Rogers

(19Qplained that the @t-centered approach is in sharp contrast with

conyentional methods like the teacher- centered approach. According to the current
tudy, teachers believe in the efficiency of GTM to teach reading comprehension. The

ependence of Libyan teachers on conventional methods of teaching embodies
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memorizing, translating and repeating. This reliance makes it harder to practice

communicative activities and lessons actively. Yv

One earlier study that supports the present study results was done by ch, 2000;
Gamal and Debra, 2001. They asserted that the majority of the teacherspVO' participated
in their study were not willing to employ communicative activities# They favored a
teaching method that is more conventional than the com m

tfaching method

(Gorsuch, 2000; Gamal and Debra, 2001). Therefore, uri ( Owuded that
L ]

teachers should follow learner-centered practices w aching to ar’ce_{t&ents’
English language skills. In the current study, Li ac% sed t@-ﬁhey still

implement the traditional method because are usedkto hing sé!;{ many years

and it helps them teach reading comp\;aw Furthe e, d@%nt studies report

that teaching in EFL classrooms re based 0 | io I,@proaches (Liao, 2000;

Roa, 2002; Nunan, 2003; Luttlex%om ° <£?
\ N\’w
ol IS
Throughout all lesson d in the curren t'stu@'teachers were seen using GTM
2
activities, such a&qﬁnentui Afabit in r
ed

teachers encour irs part@'\e in English by giving the meanings of

¢
new words Ei@ng student }{Jt &; ew words in complete sentences. However,

becausethe, stidents fiad | ',Engldh)roflmency, teachers returned to using GTM to

pro@dents with Arabic ings. Saleh (2002) expressed that the language of
S

n and presentation in class is English and/or Arabic and the most common

ﬁ s of interaction were found during English classes. Local research on ELT indicates
a

t Libyan EFL school teachers mostly use old approaches such as GTM with

ing lesson discussions. Some of the
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considerable application of students’ native language (Arabic) (Saleh, 2002; Ali, 2008;

Aldabbus, 2008; Orafi and Borg, 2009). Yv

This study revealed that Libyan teachers believe more in GTM td'&w reading
comprehension than in CLT, which is what prevents them frWa'daptlng and
implementing CLT in their classrooms. Sawani (2009) identified ajor factor that
affects the implementation of the communicative approac m n teaching and
learning context and makes it difficult to employ it pr Wd Libyan
English teachers’ inclination to use silent methods as the gr at t_&&n}aﬂon
method (GLM) as a major factor inhibiting m su éc y e@ylng the

man (2000)

%

communicative approach. Ellis (1996), w 996‘ an arse

identified that teachers practicing tr&@ teacher-c ed ines is the main

problem in using CLT methodolog
0

/p
J
/;),

The triangulated findings fr, th stul gnify that I:.*@/an teachers' implementation

of CLT is limited, be%\ still i

does not let them wte in and res more time. Moreover, teachers

explained that M helps t nts stand the meaning of the text and saves
time to com So e t€acaj?felt that they try to implement CLT to teach
y consrai

pleme rft GENI Teachers expressed that CLT

readlng mak em turn to GTM, such as short time and low
stu |C|ency levels n@éakmg or understanding English. Altaieb (2013)
r that the low proficiency of students and limited class time are among the main

6 cles to implementing CLT in Libyan schools.
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6.2.2.2 Teachers' role in CLT
In the current study, some teachers expressed a positive view of implementingwho
teach reading and mentioned that they try to implement it in their classroo@ers’s
conception of the role and tasks of the facilitator does not explici lude any
traditional tasks for the teacher similar to those presented in th€ questionnaire
statements in section B (number 1, item c) (see table 4.2@:, pointed out the
possibility of thinking of facilitation and instruction as men‘ary approaches
(Rogers, 1983, p. 185.). \d

L ]

|
=\

ici% zed.@@ygotsky
(1978, p. 209) (see 3.3.4). The tendency of téachegs'to thTk utCL@Ebthe teacher-

centered approach as two complemﬂathods wa ort %1 the findings of
anMWfa h@\al. (2008). Teachers
N

participating in the current stu&%/e that thro CIZQ ey should communicate
with students and let studen.i munirfﬁgcg@r. Meanwhile, other teachers
have a negative view o% inCL

rdleigard for Libyan teachers to accept,
because usually in their culture fe
supposed to respect no

their role a &@lty figures i the el;g to that of facilitators of communications
gAs

(Carles 9 arcons yence, th the confusion with culture, it becomes difficult

In contrast, this traditional role for the teacher

N—r

Schuh (2004), Nonkuketkhong et %006

as the ‘knowers’ while students are

7
§i6x

e the(ifCLT alerts teachers in Libya to transfer

for ‘4..tcachers and students to@ei)t any pedagogical practice that tends to put teachers

i%Xwith their students and detracts from teacher authority” (Hu, 2002, p.99).
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The teacher continues to teach what feels comfortable and what is culturally admissible
(grammar translation and audio-lingual methods), as these methods allow tea

have full authority over the class and what is being taught and learned (Hu, @00).
According to the findings in chapter four, teachers interviewed ex that they
cannot leave their role as the main figure and knowledge transmitter.Weel they are
used to being the most important part of the class and their studentSvare meant to just
receive knowledge. The researcher believes that the teach &:s.ate that belongs
to the Libyan teachers culturally. Shihiba’s (2011) findings. are i agw with this

oy
study. He explained that Libyan teachers regard their s a cultur r‘p@

b &

4
\ N
The Libyan cultural context is one of the things that hei? teaebers b@:{:ollers more

than facilitators, as Libyan society obl S tachers tol me@teaeher-centered

approach more than CLT. Libyan t@ss app@;eq pr; having control over
students. The traditional Confugi ucaﬁon a meliegal the efficiency of the
principal teacher role have hhall Mé and students to embrace and
successfully practice(%r% Lj ! 0
NG

6.2.2.3 Teachew ol o srooc-'t)%(lring implementation of CLT

According t results in chapter R')ur(-l;ayan teachers are strongly attached to having

NN
control{v{r’ eir e fven %n implementing CLT in their lessons. The

utln;ﬁan perspective of te s might lead them to resist or reject any proposals
i

f Eﬁucturing authority or relationships in classrooms, which represent two major

d iples of CLT (Rodgers, 1969). They cannot abandon control as they consider it as
a

rt of their personality as English language teachers. Theoretically, the active role of

o)
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students in CLT in class would most likely give them the opportunity to become more
interactive and less quiet or orderly compared to teacher-centered settings. For u?!!!,

students may be louder than their teachers during group work actlvm(s%roup

discussions in learner-centered classes (Ellis, 2003). *

Yv

EFL teachers should fully comprehend that hearing deswablg during classes
i

using CLT is quite common and they should tolerate suc is&as it is beneficial in

encouraging active student participation. However, her:*srw able to
o g

and #hd o@/hich

differentiate sound between “foreshadowed disciplin

indicated high levels of involvement” (Carless,

In the current study, teachers expresse\aa

like to discuss lessons with S|Ient nts an @'\hg masters over their
students during reading Iessona%s one of th necessqig for teacher personality.
The Libyan teachers obser ed not Ie dents take part in the lesson

discussions. This mav% d to l‘el-r}“éf teachers should have complete
r

authority and con over tlr oonzs therW|se disciplinary problems or
disruptive beha 'ors tud 'not b naged or prevented.
¢ ? (J(,)

) N N
Libyan e encoyl’r e ?r stud&s to participate if they do not make noise or raise
thei es. It is clear that an teachers misunderstand CLT. They prefer to

ity
|%\hnt CLT and for students to practice the language, but under the teachers’

itions. Shihiba’s (2011) findings support this notion that Libyan teachers

qunderstand CLT implementation in classes. Freire (1998, p. 63) emphasized that
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“there are moments in which the teacher, as authority, talks to the learners, says what
must be done, establishes limits without which the freedom of learners |sw
lawlessness.” This indicates that facilitators can fix certain limits and r@n

control the acts and behaviors of students so the classes will be isciplined.
However, teachers enforcing these regulations or limits may transfor Wsrooms into

a CLT setting.

6.2.2.4 Translation helps to obtain meaning

oéﬁ?e;lchers were
stud@f‘predict meanings

encouraging students to provide word & They he
0 'I%*grasp the meanings.

in English, but due to students' I ficiency;

Libyan teachers focus on the%ance f meaning Cgcﬁéy provide students the

meaning of every word mention mlc S four@the texts. It is clear in this
nts

research that Libyan te% Ip stud ‘%c'his@'meanings in the target language,

but the difficulty @dents}l cien its their implementation of CLT to
teach reading. Many studie ovedd;%f Libyan teachers focus on giving their
afl

3

students wor: mgs Or
N
’ b), é\
L|b chers depend on tra}\rﬁ;ﬁon to Arabic as one of the main activities in every

I ) hICh restricts their implementation of CLT to teach reading. This was also

Q irmed by Turan (2015), who found that the mother tongue is a vital part in language
a

ching. Students feel they would be unable to understand the target language input
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until it has been translated into their L1 (by giving examples and extra explaining to the
difficult concepts or ideas). This is supported by Tumbull (2011), who argued ?ﬂe
use of L1 can facilitate the process of teaching vocabulary but cautl@amst
teachers relying on it too much. Yusef (2012) revealed that Libyan tea se Arabic
in class. The current study results concur that reliance on translating i rabic is one

of the obstacles that limit Libyan teachers' implementation of(i LT imclass.

l

6.2.2.5 Focus on accuracy rather than fluency .\d
L ]

methad is to hel &@Ents

n% in @.real -life
or n?lis' omm@g’mn through

different activities. In this case, the a)f the tar
s (]fh'ner 2001). In CLT,

than the successful achievement munlca\eﬁ't_ix%k

The main focus of the communicative language tea
learn a language so they can use it to com

situation. CLT is intended to involve studen

language is regarded as a syst xpregslng eanin th the main function of
language being to permlt i a mmunica Rlchard 2001). In addition,
the development of fl% the}r[LT ea !u t must be taken into account in
language classes. | %nt stu sults Ied that teachers focus on accuracy
rather than flue (See secti (ﬁw

z ")
Accordi 1chaﬂﬁ_J? 4€ﬂuency is described as “natural language use

occ% when a speaker @ages in meaningful interaction and maintains

c endlble and ongoing communication despite limitations in his or her
unicative competence.” On the other hand, accuracy emphasizes the creation of

rammatically correct sentences that can be produced out of context and without
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meaningful communication. Abdallah (2011) explained that Turkish teachers agree that
accuracy and fluency complement each other. According to Matsuura (2001), Jw

university students prefer a traditional style of ELT pedagogy, such as mg on

accuracy rather than fluency. *

6.2.2.6 Implication of teachers’ previous negative experienqew

A shift from one approach in which teachers act as inform ers with full control
and authority over the classroom to facilitators of ents’ leWequires a
L ]

transitional period, during which the changes implie

be tharou y‘ex&@r‘gﬂ to

)Aofo i toB\¥~ (2003)

: pamicip n and%;yof thinking,
has a pivotal role in their teaching ) is the 1 t of@/ teachers learnt

themselves that may be reflected i ir teacw
N,
knowledge is affected by their ce s e section, 2.
\ N\’w
l N

According to past stu an teachers r’ot@e good knowledge to teach with

the teachers (Dewey, 1916; Rogers, 1969; Frei

research, teachers’ cognition, including knmde\dj

=

p@ess. Libyan teachers’

CLT. They did no ﬂ@/ an\ll gms to teach with CLT, although they
studied CLT in ive ity a tlon tﬁrfthe interview. This fact is supported by

Ariogul’s :Efi nt t l&cléﬂand knowledge affects language teachers’
owiled

practica, gefand ?smoa‘\\practlce The teachers’ lack of knowledge or

undﬂ@mg of CLT could @élated to their lack of sufficient training. In Libya,

e ced teachers are used to implementing TCA (Saleh, 2002; Al-dabbus, 2008;

: i and Borg, 2009), which implies different principles and practices from CLT. As
e

features of old methods could have been firmly internalized in the minds of teachers,
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it is difficult for them to shift their conceptions and practices to a learner-centered
approach without being exposed to systematic and longer training on this philowry
\

(—)

In the observed classes, teachers appeared to lack knowledge and tech eeded to
convey certain activities and information to their students. They additignally lack both
the awareness and confidence on how to deal with some of the activiti€s, so they ignore
them. More significantly, they are not sufficiently familia R:I' ,o teach reading
comprehension. As a result, if teachers had sufficient kn dge OMteaching
reading and CLT implementation, it would dem ate that t ‘Ie&@‘r’this
knowledge from different sources, such as prewi g ager learning ex@.ence and

Y_
A

language teaching experience.

—X

There is further evidence of a rela@jetween \he% p@fedge and experience,

N
and implementing CLT to teach%. Tesﬂhers euaffzg@by their experience with

previous teachers, whose kqg%!\;e :l aching @es the new teachers follow.
This type of relationsh% n teachers’ S‘\M@ and their experience emerged in
4

&
the current study as twrs wel din %555! Some did not use English to explain
new words, alth@the i i ' teaczs%’stated they know about the effectiveness
¢
of using En SF) 4 (j’)
N
& v S

Thege_téachers provided seve@dstifications (see section 4.2.5). Some teachers are

0 & to using two languages (Arabic and English) altogether, while others support

& Arabic, but only in certain situations. The latter is justified because, for example,
u

dents sometimes cannot understand the meaning of new words and vocabulary if
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Arabic is not used. This is plausible, because students might lose track and not be able

to follow their teachers’ lessons if they do not know the meanings of Certaln

Shihiba (2011) explained that Libyan teachers are affected by their past kn@ and

experience in how they teach English in Libyan secondary schools. In t ent study,

the researcher found that although Libyan teachers seemed to understandthe importance

of implementing CLT, it is not enough for successful implementation. Teachers’
e

perception of teaching reading comprehension through CL ff ient to perform

it in actual class practice. The distance between what teaehers i nthat they
"X
apply is vast, and the discrepancy between teachers ption jand udl @lce 1S

unique. Many EFL classroom studies, such as s

(2009), Deckert (2004), Rao (2002), and 0

profess a commitment can adhere to @ easily.

cannot guarantee that CLT |mplem nwill r % '\aw:tual practice.
\
[} 7 )
Y-

@Sgachers who

Iear@ perception itself

Identifying teachers’ view

&
the or ‘fﬁclg%‘t at Libyan teachers face in

implementing CLT to % ing co pre en!m@as one of the present study aims.

Teachers' views we M\ yZ| dlfficulties with implementing CLT,
which emerged4grom-the d questlonnalre items. These difficulties
were analyz eractively b m'lnej?lese teachers’ views of the major difficulties
related men appro%ﬂ as implied in their questionnaire responses,

n and interview res@e’s Observation also served to determine and analyze
r difficulties in implementing CLT in the classroom. This investigation

0 led that some of the difficulties with CLT seem to be of major concern to teachers.
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6.3 Difficulties in CLT Implementation to teach reading comprehension
The major difficulties that were identified from the questionnaire and supporte(wn!e
observation and interview indicate they are related to teachers, diﬁicult@d by
students. Also a mismatch in the curriculum, lack of support in the ed | system,
difficulties with CLT implementation. The difficulties will be discusseddn the following
sub-sections in relation to their causes. N
\4

l

6.3.1 Difficulties faced by the teachers ‘\d

‘X
The main aim of this study was to identify the majo iculties th ibi/alﬁé'chers

face in implementing CLT to teach reading co ion as’s n ta.t@é.&

T

“ &
&
S

N

S
&

!
¢
(0 Figure 6. ifictl}%g faced by the teachers
Qv N
& v S
6.3.¢ck of authentic mat{@s
@ings indicate that teachers have few opportunities to use authentic materials,
& h is one of their difficulties in implementing CLT. During the interview, teachers

plained that they must follow the curriculum from the ministry and they cannot use
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any other materials besides the textbook. Prescribing textbooks for teachers and
students does not provide an appropriate environment for implementing CLT (wn’
theoretical opinion, 1969) nor offers any flexibility for teachers to develo ning
activities or to select appropriate and meaningful materials to accmﬂ& students’

different needs and interests. Rogers’ (1969) theoretical opinion is ngn line with the

Libyan education system. : V

One of the teachers discussed that authentic materials arésefused by ironment,

oy
such as the head master, classmates and parents. @k that ftext k' a‘r@ough
for the students. Another teacher complained ab efi% thentiGresources
Worki@‘preparatory

school places teachers at a disadvantagein terms of acces xtra@‘lrces. Moreover,

he explained that teachers have co@jooks Wl\ﬁst ';KT}I'es but do not contain

N,
the respective CDs. The sch%frastrﬁctur 184 ve(r(/ d. There are no LCD

projectors, books, DVDs, QE‘% eq,i ent. Norﬁere access to any authentic
to

magazines. Teachers e% ay from rl'elr o@pocket when they need to make
’ &
copies for their 3% | \ @)

N n

¢

Ozesvik (ZOf%eed ith the fact &%pa lack of authentic materials is one of the
entin

NN
barriers% ing the i 'menta&é} of CLT in Turkey. The failure to use authentic
m’%hi

mat S probably attribut@’teachers’ overdependence on textbooks (Sreeharil,

$ he present study findings revealed that teachers depend on textbooks as the

G source of knowledge and information. During the observed lessons, teachers relied
n

ly on textbooks to discuss the lessons. It is clear that Libyan teachers lack authentic

to create a communicative classroom. He nowled

Ee]
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materials and there is no evidence that they use any extra materials that would help

create a communicative class. Yv

The questionnaire data revealed that Libyan teachers agree that using Afrabic in class is

6.3.1 .2 Using Arabic language

one of their major difficulties. The interview participants explqine ey were worried
that one of the difficulties they face in developing English ibya is the use of Arabic

in class. Several past studies agree on this. For instancejSaleh OWessed that

A
oblems th iride_(-églish

%ﬂn interviéw, one of
@r. need to use

depending on Arabic in the classroom is among t

w

teaching in the Libyan education system for m :

the teachers explained that teachers' low orakprofi€ie

noy, is a“factor i
Avrabic in class. \% 0" é
5
The fact that subjects at universi Araﬂic se ato&@ influential factor for the
teachers’ undeveloped spe '\ahi lis Mal{’ Th(;may affect the preparation of
student teachers in two%%;, it cw }tﬁe‘@e%of exposure to English in class.
Second, on accog?fnglisrzﬁ’:ﬂ ation én"f

% dent teachers tend to direct more
attention to orizing

athetﬁém investing effort to develop their

o !

communica 'c%ls indepen tlf(scjibhana, 2011).
I N
<</ ’b)! <>

v

Larﬁeman (2000, p.lOl-@Yexplained that “the native language of the students
i in the classroom in order to enhance the security of students, to provide a bridge

rom the familiar to unfamiliar and to make the meanings of the target language clearly”.

nother reason for using Arabic during lessons is the students’ low proficiency.
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Teachers observed conducting classes discussed in English first, then repeated by
translating the discussion in Arabic to make their students understand the lesso

and new words. The researcher perceives that this difficulty has been a big@n for
many Yyears and it limits Libyan teachers and students from develo glish and
adapting CLT successfully. It would thus be possible to provide teachers with up-to-
date publications and establish well-equipped libraries and language eénters in schools.
This would offer teachers the opportunity to utilize a variet yaesito develop their
own proficiency levels. .\d‘

I _@T

Teachers’ low level is an internal constrain that e teachi learning process

(Surafel, 2000). Teachers expressed positive,vie of@?e of caé;lg teachers in

implementing CLT to teach reading rehension. andé%ng (2005) stated
that if teachers do not know and L%tand the\t«h&js o,@‘used and their aims,
-:\"" y N,

problems will arise and inevita%iure. owevery if2§qers fully understand the

I @w. The current study results

method and are confident ir%' g |l %
revealed that teachers’ owledge 0 m;ﬁla@ning CLT to teach reading is one
4 ’ &
of the difficulties t N@ts thel \ess I im&mentation of CLT.
&

N l
¢
In the curre t%, teaghers rés@at in university they studied CLT as a new

NN
method% ing Engli .)—Iowec& they did not study how to implement CLT in
reaq'g&mprehension. Teac@éxpressed that following their graduation, they did

n Xue good knowledge of how to practice CLT in real situation. Shihiba (2011)
oneurred that Libyan teachers studied CLT in general but not how to practice it in the

assroom. In the current study, it was noted there is no relationship between what the



298

teachers studied on CLT in university and the school textbooks. As one of the effects
of not learning about CLT, teachers have poor knowledge of how to practice iw
reading lessons. During the observed classes, teachers seemed to be unab nage
CLT activities in reading lessons, so they avoided them. Orafi (2008) aﬂAwealed that

teachers do not have good knowledge of implementing some CLi?tlvities in the

classroom. : V
The current findings revealed that the effect of GTM li Wn of CLT

port that h’n&ﬁ@ EFL
a, ?Q/&' Nunan,

r e t theéz: of the old
method limits their implementation ol\iahelr class awa@%009) identified a

major factor that affects the |mpI ation 0 &Acatlve approach in the

N
Libyan teaching and learning ancf' makes it (@E&It to employ properly.
Sawani's (2009) study diff %the[ nt'study @t Sawani’s study concerned
g urr

secondary school stud@

g oy
Another influer@ach \Qvin ~fédrned about CLT is that teachers resist

iscusSions th{hebc?dents Teachers cannot let go of control and

sharing the les
conside kt of th ?)nah@ English language teachers. This difficulty limit
Y-v
teac hg&nd students in adapt{g\)CLT in their classes. All local studies (Saleh, 2002;

(see section 6.2.2.1). Furthermore, different studi
classrooms is still based on traditional appro

2003; Littlewood, 2007). Teachers interviewed

eas th t {udgboncerns preparatory schools.

08; Shihiba, 2011) support these results, in that Libyan teachers do not allow

GENS to share in the lesson discussion (see sections 4.2.2, 6.2.2.3, and 6.2.2.4).
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6.3.2. Difficulties faced by the students

The results of the current study demonstrate that students are the second w

difficulty with CLT implementation in reading comprehension. Teachers that

students have difficulties such as low English proficiency, explainin ain ideas,

and resisting to participate in communicative activities as shows in Figdre 6.4.

X,

=\
A

Figureﬁé %
6.3.2.1 Students’ lo {ncy j " 0’
ore

’ &
CLT emphasizes th%dents' g.he learning process and they should

participate and @ed i

decii_\éb{ about all matters related to learning. To

uItie? face

realize this ai

, entsmust che'acs?as active participants in the learning process

N
and teacher. acilifators ftudenékarning (Weimer, 2002). The questionnaire data

den@ed that students’ l@lglish proficiency is one of the principal obstacles
pg; ing teachers from using CLT to teach reading. During the interview, teachers

ssed that the latest modifications to the English curriculum are still not sufficient

Qstudents to improve their level of language proficiency to be able to read and practice
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the language. Teachers also reported that due to the limited hours of instruction per
week, students’ progress is too slow. The interviewees expressed that students hTw

proficiency levels because the Libyan society does not encourage Ianguage(n%\ (see

section 4.3.2). *

The teachers often believe that students’ low proficiency lev SMCK of interest in
participating in communication activities are major chal m ntered in their
implementation of ELT communicative approaches ihiba ZOW(arted that
English uc#u@z;tes
sks{ ima@vleads to

repq@g:hat English

students’ English deficiency and limited comma
difficulty for students to carry out communi
frustration on the part of the students. Orafi
language teachers could not impleme@ tice@"the new English
curriculum owing to the students’ lgglish le \WWC @uct their participation
]S‘nglis Vdoca?;@ also seems to lead to
afi ag’ébrg (2009, p. 249) noted one

unwillingness to work in pairs or ouT.
teacher’s comment, “st%ze very weak En ... How could these students do

4 2 &f%
the speaking activit'%hen t@m ave é ulary in English? I have to do these

in classroom activities. Students? of

&

activities by my%hc : :' (,)O
O

It appea% ibyag”stud are @ to learning with the teacher-centered approach
and ghis%experience may also\ V(:nulate from other school subject classes that are
t \sing the same approach. Students’ past learning experiences with the teacher-

entered approach could affect their way of learning with the new method (Rogers’

eory, 1983). It is important to adapt CLT in all Libyan preparatory school subjects,
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because exposing students to only one approach could be another reason for their lack
of interest in participating in communication teaching style classes. Consistencw
instructional approaches used by all teachers of subjects at Libyan preparato ools
seems to be a necessary condition for the successful implementation of herefore,
investigating the instruction approaches applied by teachers of other@e’:ts in Libyan

preparatory schools might yield significant insight related to CL plementation in

teaching reading comprehension. z '

6.3.2.2 Explaining the main ideas of the lesson ' _\‘—}

As a result of students' low proficiency, they ha meﬁI' i them/gﬁ reading

lesson ideas, as observed in this study. Thew ed to\obt Ring th@; ideas from

their teachers and not needing to with' their mi In @Observed classes,

|s\so$in A@ic, after which they

students remained silent until thefteacher
5. 0
ers coqgiaer this an impediment to

understood and began to share %cipa@. %)

implementing CLT in readi ms (T 2. .Rog 1969) explained that the role
of teacher involves s@;age fin ‘i'rﬂ/,@ting appropriate conditions for

4
students’ cooperati arning i
the teachers explainedhthat
¢

&
\D\Ll ing gm with support and assistance. One of
3 o
background ents do not ndgrs@ what they read and cannot explain the main
utShelp

w
o

urag '&!ﬁr students but they have a low English

- \ - -
?r teach\ers. The questionnaire data demonstrated that

teachg&gree their students @m understand what they read. During the observed

I%Xstudents depended on their teachers to read and explain every word in Arabic.
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Another challenge students have is bad pronunciation. In the observed lessons, teachers
repeated the difficult words many times but students still had difficultivw
pronunciation. All teachers agree that this problem is caused by the Iack@uage
practice inside and outside the classroom. Teachers explained that t?ﬂ%sequently
hinders vocabulary learning and students' progress in the language. Asfa result of their
poor pronunciation, students observed changed the difficult English™words into Arabic
words. The translation of vocabulary from one languag m

r' is thus another

problem that Libyan teachers encounter in implemen CLT in\«{rdassrooms.
X
lish vacabyl ylir@rabic

ing{ S ob@d in the
i voca@;g/ in Arabic.

They expressed that they wish to help ents'recite an or@'ew vocabulary.
\ Y

A

N,
Students’ resistance to partici i icati

another significant Iin‘% utilizi
S

interview, teachers ressed ‘

Asker (2014) reported that Libyan students change

words as a means of memorizing new vocabul

present study, some teachers encouraged tf‘&st,

6.3.2.3 Resistance to particip

class activities emer as
reading com sﬁi;ion.
the biggét(}kengeﬂ

interviews in the current study demonstrated that the principal reason why students
how such resistance against communicative classroom activities is the pressure they

el from the grammar-based entrance examinations. Libyan students learn and
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memorize only to pass exams (see section 4.2.4). Teachers mentioned that students are
so focused on preparing for the exams because they realize they would not be te?'m
communicative language skills, that they resist taking part in such communicativerclass
activities. Shihiba (2011) supported the findings of this study in that students

read only to pass exams and not to achieve the language. In classes"where CLT is

implemented, students must perform many challenging taski Wdertake several
entere

responsibilities different from those they are used to in teac (iand old method
based classes. .\d

@ \Y-
| S
In the current study, the questionnaire data de ed th\afl_ stuiejzfs are not
vigWeesw®ex

familiar with new teaching methods. The intervi plained th Y;/an students

are used to being taught with old mel@ focus on ori@“bn and repetition,

so it is hard for them to participate @jT act@;h%f us C communication and

language practice. Students arﬂér w 2

main duty of students is t e}&'

students’ lack of thesqtr kills also
4 2

complex and deman&'%Teacr attribute tﬁ.@ther reasons for students’ resistance
: nts

to participate ingCL T aetiviti ’ @'ﬁnglish proficiency and students’ belief
¢

that knowle t be transf ed&o em from their teachers.
o
4(% ? <

TheQCLT curriculum re@é student participation while teachers should only

\d facilitate. The current findings indicate that these problems impact curriculum

Q ementation negatively. According to the theoretical opinion to Rogers (1969) and
r

eire (1972) they emphasized the importance of presenting students the chance for

5>

teacher-ce approaches, where the

N
()

chers Q}them in class. Nonetheless,

-

fn@ the role of the facilitator more

wn

L
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constructing new knowledge and appropriate meanings from authentic experiences in
challenging situations. Building a supportive environment is highly recommen

way to help students avoid anxiety and thus become less fearful and mo@ng to
participate in class. Giving students opportunities to make erroneou ents and
giving positive feedback are proven helpful in encouraging class paWtion (Hung,
2009). The authoritarian relationship between teachers and stu% o0 affects student

participation in the classroom. In the case of Libya, stude tt'at the teacher is

the center of the learning process, and everything must b e throug acher The
respondents in this study perceived students’ resi to partici te’as_@fnajor
challenge in implementing communicative activiti thecl\é

.,
Vi &
6.3.3 A mismatch in the currlculum\% O<<

The main aim of this study Was to | the m &c wé'n implementing CLT
\

to teach reading comprehensm rlc um i ne of |ff|culties that Libyan

teachers encounter in CLT i Ie ntati
|

S?"’) :
S
S

Figure 6.5 A mismatch in the curriculum
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6.3.3.1 Mismatch between the examination and the objective of the reading lessons.
Implementing teaching approaches developed for other contexts requires a th

examination of their suitability for local application contexts (Freire, %\.98).
Libyan EFL teachers’ accountability for examinations is another maj cle in the
successful implementation of CLT in Libyan preparatory schools. Rs.lvs due to the
significant impact of examination results on students’ further ecMn as well as on

the teachers’ careers. The teachers agreed that this point inf e;heir'implementation

of CLT in their classes. .\d
‘X

N
, % | O
During the interview, teachers criticized the examination stﬂe cusiqg/%'n testing

students’ memorization of grammar struc&W:d I forms@iﬁ very little

ddi@to vocabulary. In

cation abilities™

attention to measuring students’ com
p:}nd pressure for both

the education system, examinatior&s a sour\)ﬁ%ns
N,
teachers and students, becaus i ccesg IS n jud@ in accordance with the

results of these examinatiOQ: Th efor, uchjof t@hers’ attention and effort is

directed to achieving thi . One of th :fhc® explained there is a mismatch

g <Q
between what they Qﬁhin clr \td\ e e@aﬁon. In class, focus is on reading
activities and lapguagerpracti

xami@!ﬁns stress on grammar structures, which

!

¢

leads studen %rn gramma oﬁsé.t?er than practice in communicative language
% "

activitie% quently, t ';eachs& attention is shifted to teaching the content of

hes inations. Similar r@ were reported by Orafi and Borg (2009) in Libya

—+

a \louh (2008) in Kuwait. Altaieb (2014) revealed that the textbook is not relevant

6 Libyan students’ level and culture. Memari (2013) also concluded that grammar-
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based examinations are one of the challenges of implementing CLT in the Iranian

As

Teachers expressed that the long textbooks and short time aIIoca‘Ag the year

context.

presented a difficulty. According to Altaieb (2014), the syllabus is ome obstacles
that teachers face when implementing CLT in their classes._Furthermore, means of
evaluating students in reading comprehension is yet a mcrlty for Libyan
teachers who implement CLT. In this work, teachers lained t ‘evaluate
students as they pronounce and read aloud, as they d t have any e' a@ riate

way of evaluation. Mitigating all these difficultieS t eth Id Q&r'ibute to
n

entinqéc‘zf.in teaching
&

_\O

S

converting Libyan schools to an appropriat text fori

reading comprehension, \(’)
e

6.3.4 Lack of supportin thee temy 4

schoo

D

The results from the curre %rev’ t the e@tation system poses a major
t

difficulty for Libyan pw rs‘indbplementing CLT to teach reading

comprehension. Te rs beliel oble ith limited resources and facilities,

administration gupponted, ? 'nt t{_} ng, large classes, limited time and
¢

£
unqualified Eﬁ% are’he m orﬂm@%r?nents in using CLT in Libyan preparatory

N

4
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&
6.3.4.1 Limited resources an ciIi'i \A

ng resources to help teachers

Providing schools wi{ teac;' g facilities jand @a
ds and e

. i o
implement new meK ' mdep@ént student learning is a significant
factor for promc{&@we S sf impla@ntation of CLT. Rogers (1983, p.141)

suggested thatu y educati

but they %eso s to'fe

§9 At

agreement between teachers on ‘\})J;ck of resources to help them facilitate the teaching
N

:& Libyan teachers suffer from a shortage of resources for reading lessons, such
b

“,

!
| Set 19'3 “it is not necessary to teach some students,

tb@nterest.” The findings of this study present high

s and short stories. The proper implementation of such activities requires

a
assrooms designed in a way that facilitates teacher management of pair and group
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work and provides students with self-access to learning materials (Brown, 2001).
Therefore, teachers should not have to consider the poor classroom condition?m
excuse for not adapting CLT in instruction. The researchers ex% that
implementing CLT requires adequate materials, as a lot of communicat jvities are
involved. Unfortunately, the findings of the present study revealed thm classrooms
at the preparatory education level do not have the necessary equipment for sound
implementation of CLT: there are no audio-visual materi to

'her ready-made

tools for speech assessment, nor language laboratories ibyan pr.éba{zdy schools.
8

Yv

In this situation, teachers should convey their special ledge land e'ie_né&o the
students clearly and spend the majority of t ratiom ti aki@?esources

available to students. %\, Q\ \
A

6.3.4.2 Lack of administration su@s \
5. 0

The current findings revealed t"%ll’t fr&n ad 'rﬁstrz@g‘gs crucial for an effective
implementation process. m fI studg“}rdicates there is a lack of

administration suppo% ers rf‘ #}dpo@nd encouragement from their
administration, but '%Libyar \tsx he cié&%stance is the opposite. Such support
is also presente fﬁhatur \ﬁlporl@(wor. For example, Altrichter (2005, p.
44) stated t %hout up‘ 0 ofﬁe%(-)}n 1 administrators change might happen with
individLQ%
e

inn pockets without a(%e‘ting the broader system.” In the present study
\
i

«
RS
O

A

-9

\ - - - - -
ers of’ ichoollajt it would most likely remain isolated in some

i mv teachers explained that one of their major difficulties with implementing

6 in their classes is the administration. The administration requests teachers to speak
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in Arabic to help students understand the language; meanwhile, the administration
blames teachers if student English scores are low, due to English discussions. Yv
The data also indicates that comprehensive support from administratorNortant as
it assists teachers to achieve the goals of implementing the new methods. Nonetheless,

the close follow-up by administrators should not be discoura 'nNchers. Namely,

teachers need to be supported in ways that help them i t tI]e new methods
effectively and with high quality, and not by putting ure an t finish the
Y'

@
curriculum within the time allocated regardless of th omes. [The oﬁc@:ame

up in interviewees’ comments and responses?g ue% ed @Tfﬁculties
The participati o

that administrators pressured them to Mﬁ)ne aspect rric@ quantity and not
quality. Most interview respondent(c%irmed t \m&l%th @hinistration support is
;ﬁe_; y N,

necessary to help teachers thrr% imp’i‘eme tion ss, whereby if teachers

tion, the results usually tend

obtain active and positive SL@ CUI u ple
to be positive. This po% idated by Altaieb (@3), who revealed that the lack of

4 2
administration su@ne oi rs tc@ementing CLT in Libyan secondary
schools. \ ' &

6.3.4.3 Ins ient

Ve,

*
Iy

Theglacky of training progra so’;/perceived as a difficulty in implementing CLT in

c Ns as well. The findings of the current study show that teachers are concerned

& their professional development. Training teachers for implementing educational
n

ovation is a necessary condition for enhancing their success. Training develops
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teachers’ understanding of the theoretical and practical assumptions of innovation
(Kirkgoz, 2008). New curriculum requires competent teachers (Sawani, zodw
section, 2.4.9.1). Most teachers interviewed in the current study believe that own
level of academic knowledge has not been enhanced in the way it shoﬁ*e been if
they are required to prepare lessons for the CLT curriculum. CheungWong (2012,
p.51) claimed that “teachers should be provided with sz professional
development training in various ways, especially in crit mn? skills training,

learner diversity, and inclusive educations.” It is noted the t, awponses in
L 4

i 9
achers| lac e'aBE@ riate

kn% d help them to

y\one tervieweey professional

im@entation process.

g@f pre-service and in-

the interviews as well as from the questionnaire t
professional development that would enhan
implement the curriculum effectively. As w
development is crucial because it is a faeilitating factor

Rogers (1983) believed that msﬂtt@s underta t e

service teacher training prograr%o Id play a |gn|f|c<§Prole in this process.
X
According to the prese%;h, teac

}b@wledge or understanding of CLT
may be related to theiglack of Sl‘

Libya, teachers are used to applying

's Z@V Orafi and Borg, 2009), which imply

different prl e and racti S o'f Q/ related to CLT. As the principles of old
NN

old methods ( eh,

method e en fi rnah@*m the minds of teachers, it is difficult for them
to shift their conceptions and ices toward a learner-centered without exposure to

S \btlc and longer training on this philosophy. The positive views of the majority of

6 erson CLT and its appropriateness for teaching reading comprehension in Libyan
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preparatory schools might enhance the success of training programs. However, it is

important to conduct training on the CLT approach to instruction. Yv

6.3.4.5 Large classes *

Yet another problem teachers are facing as a barrier to CLT implementation is class
size. In the current study, class size was reportedly one of the biggest problems for
teachers implementing CLT in their classes. Dewey’ theor 16) expressed that large

numbers of students in classrooms lead teachers to depend.on m thWrecitation
. g

a class t(iac_hék who

, t(é{ en@ecitation

cathxe activities. @g:/erage class

size in the schools visited for this stuwa-m stude nd Egﬁme allocated for
ey ider this factor as a

an English class was 45 minutes, z('gss a Wee\l‘e%he
:k";' y N,

serious impediment to their im%tiongf reading act@es in class.
\ N\’w
Vel IEISS
Communicative activi% ding lessons ake ti@'and students need to participate.

'3 '
i

Teachers engaged insuch classle ed thé oncerns about the difficulty to teach

the curriculum Q claﬁ? over(:}&r'ge classes with mixed English learning
3 ‘

and memorization. The average number of stude

participated in this study seems be too large to |

D

and memorization to avoid implementing

abilities ma ective teachin of&mea}g\?curriculum hard to achieve. The findings of
NN
the curr% show tha 'gst interviewees expressed a concern about the difficulties
of ing communicative ities in reading lessons with large classes. Their
&y
c \ehstems from the fact that it is unfeasible to have all students participate in such

ctivities. Moreover, it is difficult to monitor and manage large classes when teaching

ommunicative lessons and activities. It is time consuming and labor intensive. The
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teachers participating in the current study exhibited concern about class size and its
negative impact on their classroom practice. One of the observed teachers state

taught reading lessons to a large class. He could not implement the readi%\r/ities
that are part of the lesson, so he drops some. It is thus very hard to ﬂ%rent CLT
reading successfully. Altaieb (2013) and Shihiba (2011) support t&?ct that many

students is one of the factors that prompt teachers to abandon gLT ImcClass.

l

6.3.4.6 Limited class time .\d
@

T
The limited reading class time is another difficulty f chers impl er#ir@ding
ers{ is di@ﬁlty were

ion a ting students

comprehension through CLT. In the current stu

positive. They expressed that the goals of ClsI ar

to practice the language; however, achtewving aese goals clas QTn full of students

is implausible, given the fact that te have on\ﬁqﬁn esa cated for each class.

The researcher observed that l%coul& not etud&é')participate in the lesson
discussion and not even in LHE}ﬂVitiel e rimerétf(;éﬁect of limited class time is
SO t

that teachers discuss i% thatistud tslwﬂbmderstand quickly and go to the
4

' g &
next lesson. Other téachers drcl \m\ ctivgs.,because they require extra time and

teachers must catch thertim the ¢ ulum within the allocated timeframe.

c ¢ ? (J(..)
The tria%t datarsignifies that<tgachers feel they have to develop extra materials

N
and j& their own activitie@érder to use CLT in their classrooms, but they lack

t \N for developing such materials for communicative lessons, which in turn

& mes a constraint for using CLT. Ozsevik (2010) revealed that lack of time is a

ajor problem in implementing CLT in Turkish classes.
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6.3.4.7 Lack of Qualified Teachers

The findings of the current study reveal that teachers provided positive vieww
questionnaire regarding their understanding of the lack of qualified teac Neach
with CLT. A shift from one approach in which the teacher acts as an irﬂAﬂion-giver
with full control and authority over the classroom to a facilitator of'student learning

requires a transitional period during which the changes implied iMrocess could be
S, {19

6E1 Freire, 1972).

ers isja WOblem for

"X
implementing communicative approaches in langua aching in ir'la&dk;hina,
b4

thoroughly explained for the teachers (Dewey, 1916;

Nunan (2003) reported that lack of provisions for FL t

Hong Kong, Japan, Korea, Malaysia, Taiwan a i am{

The finding explains the tendency o‘\me)eachers t ee @‘e with two other
questionnaire items that imply theiWs of t &It g@weir misconception of

CLT and teachers studying the % tion 4.3.1). This lack of

harmony was also reported by Ali

teachers unqualified % ent
4
classrooms (AI-HZ;Q)O& VI/ g&o The majority of them are unable to
ro imitation

implement CLTq\p y du \%‘the part of the students and the nature of
S!@w se

xplains the impact of having

approaches to teaching in

[ . Th

!

¢

the educat OE :r%gg a@ sistent with other research findings (Wang,
\

2009; a htlang and Hu 992\

200
¥
9
w&earcher perceived that the cause of this difficulty is related to the lack of

& ony between university education in Libya and the needs of preparatory schools.

his seems to have a significant impact on CLT implementation to teach reading
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comprehension, as teachers appear to not have confidence in their ability to implement
this approach, which represents a new experience for them. The findings of thw
indicate that the content of these textbooks seems to be beyond the abilit;% ers.
Therefore, they are not only struggling to shift their conceptions tructional
approaches to CLT but also to deliver the content of these textbooks properly.

Y
The researcher found that Libyan teachers have limited 'YTm lement CLT in

teaching reading because of the lack of preparedness to h wi Whods such

|Ii’ie&,¢éining

Ip withithe
% uppo@ﬁrom the

5

t h‘bya teac suffer from

underdeveloped education programs. \, Cs<

\ ‘k
A
S
6.3.5 Difficulties with CLT i tatio uq <3-
The results of the current st%\;re alejr:ﬂa'rjits$ he third biggest difficulty in
d

implementing CLT to % ing campr erfsiob‘l’eachers believe that challenges
4

£
are found with Iir@e a@m ateneéa! CLT to the Libyan context.

NN %(SQ
IR
\c.}’

as CLT. At the same time, the education system does

programs, increasing the number of Englis

administrators. The researcher also f

=

(a)
&
N
N
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Figure 6.7 Difficulties with Wplew (—

&, )

6.3.5.1 Limited time \ O

Teachers’ limited time to teach teri dlas t(l‘)étop barrier in teaching
@

reading lessons. The questioK data reyvealed that vast majority agree that

A\

insufficient time is one of th jor dif'cult' im@henting CLT. The triangulated
(

findings are also sup%by the gparti @%responses in the interviews. The

interviewees stat@ache's do\t hav&,é»ough time to practice and teach CLT

fully and eff w I te;w s) ad&@lally indicated that teaching the CLT
'

curriculun@ting ommu icat'ué.methods require time, and every single student

shoul Wn opportUities to @ipate. The teachers expressed that the time for
)

th g, writing, reading%f@ grammar activities that must be covered is limited.

%me limitation is harder for large classes, in addition to the pressure on teachers

Om principals and inspectors to cover the whole curriculum in the time allocated.

Altieb’s (2014) finding are in accord with this study in that implementing a new
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curriculum that depends on CLT for secondary school classes necessitates enough time

to develop. Yv
Roberto (2004) argued that a traditional teaching method or teacher-c approach
is one where a class activity is centered on the teacher, who serve the center of
knowledge and directs the information. In other words, 'nweacher-centered
approach, teachers are regarded as knowledge givers wh z

ers 'ﬁCt as receivers

(Brown, 2001. Most Libyan teachers demonstrated they*did not aWh time to
8

prepare CLT teaching materials or activities for t@es because_t y’w&@need

a lot of time. To support this statement, Bangl?@ tea% eptiq@mere that
CLT is time-consuming in terms of prw teaﬁng teria@g(; classroom

activities (Karim, 2004). Ntirenganya morted tha and@%liversity teachers
have the same difficulties in implen@'sg CLT. \T ,<\
S

% “ Qe
6.3 .5.2 Unsuitability of th \N Pﬁn}c
The positive views of % i ici

their disagreement déiking th

4/%49

e questionnaire on CLT indicate

m of sharing their role with students

in the classroow 3.1): ' [ EFL teachers regarding this approach
¢
were report onkukhetk ng' eté."(zooe) in Thailand, by Al-Nouh (2008) in

_ _ N7 _ _
Kuwait bywOrafifa jg (ZO@m Libya. Libyan teachers do not like to share
thei nsibility of discussj\rtg\)t'he lesson with their students (see section, 2.9.4.2).

\g(he interview, teachers expressed that they refuse to give students a role in their

cises and regard it as an incorrect concept.
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The notion of communicative language teaching was originally developed in Western
contexts, which have certain distinct cultural characteristics compatible with tw
principles of CLM (Brown, 2001). Brown (2001) considered that full und s\&ng of
the prevailing practices in classrooms and the wider community is a nec&condltlon
for developing an appropriate ELT methodology. However, theypositive views
identified in this study cannot be related to successful % experiences of

implementing this approach in reading classes. These pos ws might be related

to the teachers’ personal negative experiences with old hich they
23

consider as a reason for the weakness of their rea omprehensi nks ction

2.8.4). Hence, teachers feel that CLT is an apprvg ho eloping students’

"Zq

reading comprehension. o\
é

The findings of this study indicate in leya,ﬁ qtu I ude towards CLT at

the school level seems to vary perss'nal teacher I&%?Although teachers were
positive about the |mplem of iIs*appreach feaéachmg English and reading
comprehension, the c erarch tuFe@the education system in Libya
represents a tradltlwersp ards qung and learning (Shihiba 2011).
Teachers obs tudy(J eed that CLT does not consider the

differences E este a‘d QJ(rgNestern contexts. One of the differences is
her 1o

sharing studséﬁ in the classroom. During the interview, one

teac hg&olamed that he beheve.@that teaching and learning are processes that are only
c% d and managed by the teacher. He did not believe in the argument for allowing
nts to share with the teacher in directing and organizing this process. The teacher

QO explained that throughout the history of teaching and learning, the role of each has
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been clearly defined and questioned if it is possible to ignore the success achieved

As

As an Islamic, conservative and developing society, Libyan society is ﬁ*erized by

through this way of teaching so far.

high respect for religious and social values. These values govern the'gehaviors of the
MHutchins et al,

cce;'ted in Libya, it

emp awimpact of
Y

rab countries. ﬁo f the

fW\e'r i ssedvgflier (see

section 1.6) and teachers’ extracts from the i i en\e provided a;@&?see section
4.3.5, 4.3.6). \f— ) é
\ Y
N
To expand on this point, two %@em ﬁ) be en{f}@n Libyan EFL teachers’

implementation of CLT in mxt I anguage @sroom and teaching reading.

members of this society and organize the relationships amo

2010). For a persons’ behavior to be religiously and soc

should be bound to these values. Rees and Althakhri (2

incompatible contextual and cultural aspects

3

-

Youngsters’ high re% r eldefs a ‘e‘alrs®' highly impact the effective
& e
implementation o@ Libyia_ \gaq a etga 05) considered this a reason for the
inappropriateness of“this
¢

questioned &@ibili of
Accord% e present Por, o@ren in Libya are brought up with the value of

_ L |
respecting elders to the exter@’not questioning what they say (see section 2.2.1).

e, these children often maintain the same status for teachers, as elders whose

' in 6155*’ non-Western context. Yeung (2009)

inpr@/e tation in Hong Kong for the same reason.
NN

ayings should not be questioned (Alhmali, 2007, p. 173). This could be due to Libyan

dents’ awareness that their behavior in school is often judged in accordance to this
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value (how much respect do they accord school elders -- head teachers and teachers?).
According to the observed lessons, students respect teachers and do not a?ny
questions until teachers give them permission, and any information @d by
teachers must be respected and not argued at all. This is not in line wm;q features
that emphasize the sharing role between teachers and students in class‘and participating
in communicative activities. This could increase the stra%}fifting students’
sfeom
l
Y.

Another incompatibility aspect between the culture in n socigty C’.‘[@Iated

conceptions of the role of teachers and students in the CL

to the sensitive topic of male-female contact. Su ct % . ious@?ohibited

edQTis nome@ﬂn some Arab

countries in the Middle East and attrib %ﬁhe effec nd@‘gregation in these

areas. Hence, the notion of contact@ﬁeen ma xthe P&?\s relatively sensitive.
E y N
Consequently, Libyan schools \% Fé

and socially sensitive. Metcalfe (2006, ZOOW

Ver representd‘co nity life” (Dewey, 1916.

-

iesSuch a@ir and group work, role play and

Xfp &
p.358), which is a centralgrin le AThis s%itivity could not foster the

implementation of co ication activit

'3
en@ars of CLT in language classrooms.
' ac 'v&fiés requires splitting students in various
groups and 'an them_i o#\gdf}(a?ning tasks and activities interactively and
NN

coopera% e segtion .2). Buring the observed lessons, teachers in preparatory

schools faced the problem of @*’e students rejecting to work together with female
N

s%\b Although the teachers could mitigate this problem by allowing students to

elect their group members, this would not allow comprising random groups, which

ould have a positive impact on the sociocultural aspect of learning (Livingstone and
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Lynch, 2000). In Libya, both male and female teachers should be very careful about
how they establish relationships with students of the opposite sex. Moreovew

words that are not related to Libyan society, such as boyfriend and gwlfner@nake

students uncomfortable. *

6.3.5.3 Teachers’ sociocultural belief
One of the main difficulties that Libyan teachers face whensi Kmer'tmg CLT is the

influence of their beliefs and socio-cultural backgrotnd. tles Were
revealed through the process of data collection am@s i r@lnted
out, their existing culture, beliefs and views in heir wa achi g‘z?is shown

by the agreement in questionnaire respons bs ed tessons,and m@iews

O

The participants in this study felt t an in ?0 e beliefs on how they

teach and implement CLT, anz%d

teaching. Teachers tried to M bI

\
a? theyfollow @' own teachers’ ways of

ilemai ntagwﬁ their role as controllers (see

section 4.2.1). These r% gulated wit t:hé o@vation demonstrate that teachers
'3

&
avoid some readin theﬁ ey ar (mat able to implement them. Latiwish

sand ents are influenced by a particular belief

(2003) mentioned thatziby.
and culture &)ngE gI?Z\? he(jaerwewed expressed that their socio-cultural

backgr ed the ache d their students' participation in the classroom
(see ction, 6 2.2.4). Orafi an@(g (2009) explained that the socio-cultural aspect has

on teachers’ adaption of CLT in their way of teaching. Incecay and Incecay

:f 9) commented that traditional learning behaviors and styles caused EFL students

be passive in communicative activities. They further argued that it is not easy for
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EFL students to forget traditional learning styles and habits, which are full of teacher
and book-centered approaches. According to previous literature, Doherty an

(2005) concluded that a Western teaching methodology does not suit theeﬁ}tting
because it is designed for active, independent, confident and co-constr&klassroom
interaction and knowledge. EFL students tend to be passive and non3interactive good
listeners and observers (Doherty and Singh, 2005). \)

g

This illustrates that the culture and beliefs of both teacher stu nw‘greement
icipants cl y'hg@vt;]eir
te% oneckt/Rz;t Libyan

students are used to being silent and shy away frfom T]y ractio@:gvities. This

signifies the effect their teachers’ culwaence has eac@%tyle. This result
was also evident in the interview r%es. Ala\r~(¥)1 @ported this finding in

=
that teachers’ beliefS and culturgsi ence'how ey tezg. ittlewood (2000, p.31)

provided an example of cu aI\(Iuj n beth s@s and teachers’ behaviors in

EFL settings: “culture Wi ng tradition of dn@itional obedience to authority in
4 ’ &
which the teacher,ii?ot as|a \m{a or, bgya fount of knowledge to be delivered
and no one wanﬂ ice their opi ' ns aﬂt-d)%hallenge what lectures say.”
( ¢ ? (J(..)
\
In terms/of kre, offe.of i'teaché?explained that “the material was imported from

out ibya, and it was not @hed by the Libyan educators. So, some of the topics

a%&related to our culture. 1 remember trying to change words like boyfriend,
Irlri

end. I just say friend, and when they talk about parties, they (Libyans) do not drink

about a suitable way to teach reading. Moreover, som

consideration for the existing culture of teachi

ine, I change that to juice or milk.” Another teacher’s comment indicates that Libyan
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teachers teach English according to the Libyan culture and not the English culture.

As

Therefore, it is evident that teachers and students in preparatory schoo influenced

Yousf (2014) presented the same perception.

by their beliefs and culture of teaching and learning. This influence coRequently limits

many of the reading activities. However, some teachers ar tMo abandon this
oz n

cultural influence and have started to look at or tend towar i te'ractive methods

like CLT. ‘\d
@
N4
| S
Identifying teachers' view towards the types of? tivities i ente@ﬁ/ Libyan
ft

teachers to teach reading comprehension V\w

views were investigated by analyzing\ fyas of C

implemented according to the dat ered fr \kgs

of thi y. Teachers'

iti@‘ﬂ how they were

qn‘g\reading lessons. The
N

heirdimplementation was carried

—

process of analyzing these type activities

out interactively, together 0 rw’

questionnaire and inter\iewskesponses. '0’
v

6.4 TypesofLL tivi '\Q@'ch rﬁéﬁﬁg comprehension in the classroom
¢
With regard fcﬁ@ of OLT actiVities acc?l‘?ow teachers implement them during reading

S
Iessons% served.th ostsh\essons focused on activities under the following

s'im entation of CLT activities, a
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6.4.1 Before you read phase

Nearly all lessons observed concentrated on the “before you read” phase. Broww
and Cheung (2003) explained that CLT emphasizes purposeful and@hgful
activities. Such activities relate to the use of authentic elements an materials
besides textbook activities. Teachers in the current study presented more attention to
the activities found in the textbook to help students start reading text and grasp the
meaning before reading the whole text. Monopoli (N.D.) a Yge that all teachers
used the “before you read” activity because it is aime acti twfts’ prior
knowledge of the text. In addition, Orafi (2008) explained that Li ar' t@vr; in
secondary schools begin reading lessons with the«before % e ase,\jz~

NV

Memorization is one of the most impo@vities dur er Qlding lesson in the

current study. The findings confirm Il teache‘r_&_ |$ed y@‘emorizing vocabulary

N,
by reminding students of the % les
O

n. Previous ies support that Libyan
&
teachers highlight memori S aL tivity%@. Saleh (2002) and Altaieb
(2014). One of the tea@gsed at t ‘Xko@ntrate on memorization as a way
2
of achieving the&@ge. Tkle sed gﬁ;‘énglish is considered as a foreign
n

language to Li ent car@*‘practice it without memorizing a lot of

vocabulary f hdin ex‘ts. 4 (j')
e N

A X | |
An ctivity in the “before Wead” phase involves checking students' background

ge of the new lesson, which is also shared by all teachers. Abdallah’s (2011)
tudy supports the findings of the current research about the importance of the “before

ou read” activity in teaching reading comprehension. Abdallah expressed that students'
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background knowledge of a reading topic is activated and helps arouse their interest in
the reading text assigned in the “before you read” stage. It also helps s?ﬂs
comprehend the text they are going to read (Abdallah, 2011). Orafi (2008 that

one of the reading activities with CLT is building students’ knowledﬁ&w lesson

through lesson maps or pictures. ?

Also, the idea that building students’ background kn g influences reading

comprehension implies that meaning does not rely merelyain the rins; rather,
L ]

cultural bac gr’)u_rk@gg‘the

7) Alm te@?s in the
QYN |t|r®§~sh whereas

current study did this activity and encour
other teachers encouraged students to \t%ngllsh or ic. O

T &
Almost all the teachers helped redﬁt the eanln he text and get the main
idea of the lesson. Teach de op M‘n h a meaningful practice of
classroom activities, tt‘% sed th j
some questions are st
classroom was 'teat%le ion, tﬂﬁ% also was noted by Orafi (2008) in a

Libyan secos cho Th daé |Cjt‘t?|s study shows that teachers attempted to

the students bring certain knowledge, experience,

reading that affects their comprehension (Br

implem t ‘before you.re stage&vmes, but they did so using old methods. It is
h teachers are still @énced by the old, teacher-centered methods. For

, teachers focus on building students' background of the lesson by relying on

rabic language (GTM). The activities do not involve real communication between

dents but the teacher controls the activities (teacher-centered approach).
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The main activity that was shared by all teachers observed in the current study is
translation into Arabic. The teachers translated and discussed in Arabic after n W
their students did not get the meaning in English. Shihiba (2011) explaine yan
teachers discuss lessons and implement CLT activities in Arabic due lﬁ&students
low proficiency. Teachers explained that they use Arabic in the c ¥r0~om because
students did not have a good English background to parti CLT activities.
Teachers also expressed in the interview that the limited ti %

te(ithem to discuss

in Arabic so that students would understand and they 0 r act|V|ty

0 t
Monopoli (N.D.) expressed that time restriction d@ﬁ“ow teach oﬂe&@hh all
the reading activities in a lesson.
ST

In the “before you read” phase, certalwzbs are carr utb Qe students engage

with the reading text, as suggested uck an % @and Pressley (2002).

Teachers utilize activities such %tormﬁhg an eacog(/ g a discussion about the
hea

topic, making predictions b dings, or pictures, and questioning

on prior text dependin nts'n ds a téx racteristics.
v/

6.4.2 While ytl@bpha

' 9
Reading alo e malin acti 'tyﬁn he

reveale% teachers Spuragéhelr students to read aloud. This reading aloud

ctm&conducted mainly a@éxermse for pronunciation and confidence-building.

he interviewees said that they ask students to read out loud to correct their

|

C
/q/c

while you read” phase. The collected data

d unciation and for other classmates to hear the text several times. This teacher also
a

id that the classroom is the only place where students can hear the English language,
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so this exercise help with listening and practicing English more. Orafi (2008) and

Shihiba (20011) agreed that Libyan teachers focus on reading aloud as a prinmwm

of the “while you read” activity. (0\

In reading lessons, almost all teachers asked students to highlight the ngain ideas found

in each paragraph when discussing a text, while other asked students

individually. This is the most common activity in the “whil d” ase of a lesson.

It was observed that all teachers provided communicati tiviti S,Wpalr work

or group work. The teachers tried to promote coll ive learni 'n'an_\éBbrt to
reinforce students’ involvement in the reading ere@i'gned for
pair work. It was observed that not all stud i i oIved@Xwe discussion
and assignment completion. Students ed and switched
between both Arabic and Engllsh observ\haWth ity of students were
N,
unable to communicate and |n tlve , especially Qt{/;’/veak students. Teachers
provided students the oppor W S, bu ork involved reading aloud
and translating to Arab% s (ZOOJ fin r};s |Iar to the current study, in that

secondary schoollqvgrs m]p pair but only on reading aloud and

translating. Corgectin 'and @(mar mistakes were shared in the reading
aloud activi II as he hi ng g e main idea activity in the reading lessons.
Altaleb also fo t L| teachers focus on correct pronunciation and

a |stakes in every Ie

:Gag every student an opportunity to read was one of the most important tasks for all

achers in the current study. Teachers believe that repeating the lessons gives students
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a chance to understand the text and memorize pronunciation. Repetition is regarded as

a principal activity in reading lessons. Yusef (2014) agreed that repetition is cr?ﬁn

reading lessons. cq\

According to the discussion above, Libyan teachers implement the ile you read”

phase, but with old methods. The communicative activities a eWteaehers while,
chh

interaction between students is neglected (teacher-centere ).'Despite the fact

that these activities are often designed for students’ rac 'cc%\n@ddependent
L ]

learning in order to develop their “linguistic and soci wledge an. e'r @ctive

skills” the availability of the teacher as a reco pr(@ ent@port and
T

orrect@pronunciation

and repetition were identified while h %Dg the ma a o@ text and reading

sentence by sentence (audio-lingu%thod). \bago Ig\q\that Libyan teachers
N,
implement CLT activities throu%neth&is. 7 QCP
-ﬁ"
N

6.4.3 After you read %z I " ' 0’
ity in

4
The findings indica Q@ithe mr activi
assignments andybriefly explaini

att son was about. Teachers were observed
#
to give stud g@divid al as

RN o
teacher% tudents_t rk m@oups. Group discussion helps and encourages

students'mot to focus on a glob derstanding of the text, but to also make inferences,
e

a%\te, and evaluate the text ideas. However, the researchers observed that in
eddin

assistance is essential (Conelius-White andarb

' g &)
gﬁafter you read” phase involves giving

!
nﬁeré;a‘ter discussing the reading passage. Other

g classes only two or three students in a group participated in the discussion. The

Qt of the group members were rather passive and only listened attentively to the active
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students. This unequal participation in discussion may be due to factors like personality,

willingness to communicate, cultural beliefs and social identity (Brown, 2007; W

2004). Some teachers ignore this activity completely. (ﬁ\

The triangulated findings from the current study revealed teachers implement some
CLT activities in teaching reading. They carry out group and am activities. The
importance of these activities according to experts’ views) Yas ._arsen-Freeman
(2000) and Richard and Rodgers (2001), is to enhance studeats’ reddi rehensmn
In addition, with these activities teachers help facili iscussions hlfh @e the
class livelier. That is, teachers become facillta nsuredhat_di usskﬁa)ccurs to

stimulate students to express their ideas f|d tly. osedggl‘lchards and

Rodgers (2001), a sample compatible %D

negotiation and interaction while re d text. \_\_T ,<\

% o
Many thinkers explained t hainf 0S fusmﬁ}hese activities is to motivate

students to comprehen ext, to help th ehn@thelr vocabulary, and to develop
4 ’ &
age

students’ ability to QKthe ta‘ priately in a varied and authentic
cultural setting Qﬂwy, 2
E ‘

ngs 2()&65 Several factors affect these activities,

s time, lar clﬁssb d the low levels of students. The findings

such as I|m|Ee
from O% dy (20 yealed@t secondary school teachers avoid and neglect
“aﬂ read” activities com ly, which differ from the current study. One of the
e
r for this difference is that the context is different, as this study concerns the
ratory level and Orafi' study concerns the secondary level. However, Abdallah

011) found that teachers in rural schools implement “after you read” activities.
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It was noticed that all teachers avoided the role-play activity. The teachers who
participated in this study gave different reasons for avoiding to implement roT,
such as insufficient time, large classes, and lack of teaching facilities. Ho Jthese
factors seem to be mere excuses rather than serious impediments. It QAQS that the

pure communicative nature of role-play activities is what makg teachers lack

confidence in their ability to respond to students’ inquiries a des during such
ccss from the students

and teacher support and encouragement. Therefore, thi abo tWrrassment

Ay
teachers would feel if unable to answer a quest@avide ud Wi@glish
vocabulary or expressions, could make the noti ch Kw ; pre@‘jﬂi serious

IS.

threat and source of tension for some tea FL oaiac ! deﬁ,@a‘;; in spoken

English is also reportedly a major prob\%axe succes mplw tation of CLT in

China (Eslami and Fatahi, 2008). C%(ZOO%?@[ e@at EFL teachers’ lack

N
of confidence or proficiency w%lt inﬂmir ‘danfg:‘?“att empting more open-

ended task-based activiti hwll m theéﬁ)cess of implementing the
communicative appro%; langu be-}:ﬂing@ry difficult, if not impossible”

4 2
(Nunan, 2003). \ | & %CQ
A &
\ P C‘a(-}
Another facfﬁ ableads to tea eff’ acc}i ance of role-play activities could be related
(6]

to stude%

(20 lained that student’\(w( of interest is one of the hinders for implementing

activities. These activities need free interaction and practi

NN
finterest. yartici@ng in these communication activities. Alhamali,

\ivities. The proper implementation of role-play activities requires increasing

Q nts’ talking time by them asking questions, offering suggestions, requesting things,
I

aying roles of other people, working together to solve problems and giving feedback



330

on what might happen during their interactions (Ferrman, 2000; Jonson, 2001; Rico,
2008). These demands would make only those students who have appropriate IW
fluency able to be active participants in role-play activities. Unfortunately@hers
consider students’ low oral proficiency as a major challenge fo uccessful

implementation of CLT in Libyan secondary schools. This was also reported by Orafi

and Borg (2009). : V

Students could not participate in explaining briefly wh e lesson ‘wasfabout.
L ]

Their
low level prevented them from sharing in this activity. "According to ta'tr&@lated
eac

her§ iva udents to
e pohveei

speak. Only a few students responded to tw iti hile &Zjority were
weak and showed resistance to particiwaeading c hu@teacher-centered

approach is typical of an EFL classr%The f@%h #ent study revealed that
N,

Libyan students are passive, x% no one wan tczls%?ce out their opinion or

challenge what their teach % Li'l 00 (ZO@UM that Asian students are

passive in voicing out thei Kionsin ront ftﬁek@chers. Also, Mehark and Frahad
4 ’ &

(2014) reported thatastudents’ \'dq towards._pair and group work is one of the

difficulties thatghindeéwimp i CL&( a whole. The findings of the present

: ‘ v

questionnair led that_tedchers @/ the same opinion that CLT activities in
NN

readinng’ enswrga_h_J‘w engage students in meaningful communication, but it

was ved that teachers di@( provide students the opportunity to engage in real

C

n

@wicaﬁon. Teachers facilitated when necessary to keep the activities moving and
6 re that students were engaged in the reading process.

with interviewees’ responses, it is quite diffic
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To triangulate the data in terms of the observation and interview findings on the
implementation of CLT activities in the “before you read,” “while you read” an

you read” stages, it can be concluded that teachers implement CLT act|V|t yin
the “before you read” stage and partially in the “while you read” and Ag/ou read”
stages, all in the traditional (teachers-centered) methods. The preYF&j choice of
method in teaching reading depends on several factors, 'nm the students’
proficiency level, reliance on translating to Arabic, limit Y;d'

grammar-based

examinations. Thus, the teachers take on a pro-active ro caterto s accordlng

X
to their capability, receptiveness, and social and c@nwron en ' _{—)
b4

\ \/

red ach is more

i ona@&)roach prevails in

The results of the current study reveal \ha, ea

evidently implemented than CLT to te ang This

reading lessons and is well- accepte udents \ch%s QQ ation and use of their

native language is obvious i ion gnd teac |ng e triangulation findings
indicate that teachers com nI ovi EN; nments -- an activity that is
often used with a tradit hlng s‘u GTM and ALM. In other words,
.‘
the study shows &gteacrie \nte d an cher dominated activities are used
more often than,CL Thactiviti ' ach ng in Libyan preparatory schools. The
results of thE &@t stu are agree@ with those of Abdallah (2011), in that CLT
tea

NN
activitie %

eaclt rea 'g comprehension are often implemented with old methods
in rmh schools. >
9

ipears that due to students’ low proficiency levels according to triangulation of the

uestionnaire with the observation and interview, teachers resort to implementing a
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teacher- centered approach because it is quite difficult for them to stimulate students to
participate and speak. It means that teachers dominate the class instruction tw
reading. Based on the interview and observation findings, students in the{%&s do
not participate willingly unless called. In these classes, it would be a H&@se to find
students initiating interaction with teachers. The teachers usually Wzt the class,
explain the lesson, and give instructions while the stud nmn and follow.
Furthermore, teachers were observed to use both langua Y;ars (2011) work
supports the findings of the current study. Another f that erachers to

@
T
nce. It wa bs’:ryfj at a
tiv% |viti§§,-('§ince the

employ teacher-centered approaches is students’ co
majority of students did not take part in co

IangTag rofici levels, as

reading activities because they are @jruggling V\/o @-sentence levels.
& >
“ &

From triangulating the questionnaire, 1 vation an erview data in this study, it
I a

seems another cause fc% in

Generally, teacher Wt diﬁii

(2001) reportedgthat many

ive ﬁmts individualized attention. Sarwar
hink

teaclé“l that implementing CLT activities

!
through paiE g@roup work<4in é\r@asses IS not possible. Also, Jones (2007)
that t

NN
emphasj he gécessi :for im&kmenting the LCA in large classes as it can give

all the students time to read a@éak. The huge number of students beside the limited
t%Me it difficult to benefit from these activities. Teachers expressed that they need
time to reinforce the teaching process, and that understanding can be achieved

rough activities like pair work and group work. These activities are implemented



333

through interaction and communication that allow students to understand the texts well.

However, such activities and interaction take up a lot of time, which is not fea

the context of this study. (0\
Another factor that leads to teachers to implement traditional approac)&e limited
teacher training on CLT, according to questionnaire and interview st. Although
teachers exhibit a strong desire to change from the teacher-%approach to the

CLT approach, they feel powerless to do so due to the uate knowledge of

communicative teaching. Brush and Saya (2000) explai e di ichountered
oy

by teachers in managing groups due to their inability blish well- n’ed_\ s and

responsibilities for students. This research fo

schools have a basic repertoire of CLT techriqu

of CLT in their classes. Nevertheless,%{&che

to develop and implement CLT to t@jeading

<>

According to the questionpaire emi che

expressed they are no ified and have miinim
T
in

implement CLT a [NQ{:, to tf g,gw

sometimes avoid,certain acti \;}:ord' 0 the questionnaire data, very grammar-
based exami &@are "

parents @wl admini

t another éctef‘:t’r‘?at causes not only teachers but also students,
limi ining, limited class@ grammar-based examinations and large class size

%

N
rs to@us on grammar. Abdallah (2011) concurred that

a me of the reasons for implementing old methods instead of CLT to teach reading

G rehension in rural classes.
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According to the mentioned findings, this study indicates that teachers are attempting
to implement CLT activities to teach reading comprehension. However, tTe
contextual factors that directly impact the implementation of a teaching refo icy
This illustrates that what might be appropriate to implement in other contexts
might not be equally successful in particular local situations. The fath the policy
requires both teachers and students to develop new teaching nmmg method but
does not equip or support schools with sufficient fa 'msc'urces, learning
environments or sufficient teachers trained in CLT. eref e,\hi{é:jy raises
concerns for all stakeholders to take into account wh olicy Is bei ' @nted
in the dissemination stage. Policies cannot i emené ess@. without

Iearu@B}orm policy

is to be successful, intensive and Istept teacher elo@ must be well-

organized and sufficient resources be IIoc\wg ﬁ%chools can meet the

S
policy objectives. N
\ N\’w
Y. L \
In explaining the di of ap ing S'ld h@lmportant approach in Libyan

preparatory scho oI , eachersl at xtremely difficult to carry out
communlcatlve ctl jes t \ rea |tuat|ons According to Vygotskain’
theory (19 a mg' ocat Jsoejl cultural and historical context. For instance,
in the tudyja e 'p usmg‘\\l-|alloween for reading material is difficult for
stu tshHalloween is not part @ﬁadltlonal Libyan culture and it is thus unrealistic to

e |byan students to be meaningfully involved in the topic and in role play. It is

6 nt there is conflict between Western and non-Western norms and worldwide views
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on communicative activities because Western norms might be inconsistent with the

values and views of Libyan culture. Yv

One of the other difficulties that Libyan teachers face in implementing -centered
approaches is the teaching environment. Students have problems reading in English and
understanding without translation due to the lack of English practice®inside and outside

the classroom. Vygotsky (1978) emphasized that social int significant role

—

ecause the
@

, % 9
her point is that m@f the
3. ¢ \/‘T

. S&'
Investigating the effect of diﬁerenceswawg experl Ien@) teachers’ views

of the major difficulties they face in %mentin $te c}a@ading comprehension
N,

was one of the aims of this sl%cheﬁ' vie swvere:'g%estigated by testing the
&
experien

differences between the tea hngl % =5 Years; 6-10 Years, and 11-

15 Years) using mean % standard d iaﬁo@‘ the ‘Differences’ scale using the
4
OVA) Thr

in the learning process (see section 2.3.4). Their exposureyis very li

4

community (students) around them speak in Arabic.

e

curriculum for seven subjects is in Arabic (see

' g
one-way analysis 0 iance (/r : ﬁa{a gathering procedures were used to
answer the resqu esti 'entif&%&( the effect of differences in teaching

¢
experience ulties face y’Lil@%?teachers in teaching reading through CLT.
% NN
The ins% wergfa.su 'y quea@maire, observation and interview.
A \’T
9
‘%rences of teaching experience on the difficulties in CLT implementation

:T question was aimed to investigate the differences in teaching experience length on

e major difficulties with implementing CLT to teach reading comprehension. Dewey’

£
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theory (1916) explained that using the past experience can significantly contribute to
continue their interest and enhance their present learning. The difficulties inve

teachers', students', curriculum, educational system, CLT and socio-cultural di Ities.
The results revealed there are significant differences between tea&views on
difficulties related to students and CLT. The data also revealed there?r% significant

differences between teachers’ views of difficulties related ;oMrs, curriculum,
\d‘ X

6.5.1 Significant differences { _\0}

sociocultural context and the education system.

The results revealed significant differences artici vi%x~ towards

difficulties related to students and CLTW Iemaftin CLT @;ch reading

comprehension. Shihiba (2011) reportw dent wea sis@%fthedifficulties

in implementing CLT in secondary @Sls. Teac\e%re g@\hat challenges related
By N,
to CLT are a difficulty accordin%erenf‘teac ingiexpenience lengths. Ntirenganya
N
h

(2015) reported that Rw. aXmiv c e‘§§so have this difficulty in
implementing CLT. %jz .‘Lj}l )
N NQox
Sods? &

&

6.5.2 Non-signi@ iffe
: ‘ o
The results r. no signifi tJiff@ ces between the participants’ views towards

g
_ N N _ _
major diff S I d the «tgachers, curriculum, sociocultural context and
edugation system in terms of t@i’ng experience length in implementing CLT to teach

r%Ncomprehension. Researchers on education consider teaching experience very

rtant in developing teaching skills, as it helps teachers master the subject matter

Qey teach. The findings of Orafi and Borg (2009) and Al-Nouh (2008) in Kuwait concur
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with the present finding that the failure to implement a CLT curriculum in Libyan

secondary schools is caused by less experienced teachers with this method. Y

6.6 Conclusion *

This chapter explained the results from three sources of data: questionnaire, observation
and interview. Libyan teachers presented a positive understanQ'inNE e basic features
of CLT implementation. At the same time, the effec thods and the

sociocultural context are among difficulties that refle ache ’Meption of

®
implementing CLT. Lack of support from the edu system a S‘.ld&%’ low
proficiency limit teachers’ implementation of: ctivitids ch @;ng. The

o}

differences in teaching experience signific ies rela@;gtudents and

to CLT itself. Libyan teachers realize@rtance 0 in@hing reading and

how CLT activities enhance and d@s students? gtic gﬁhe language, but they
S

face difficulties that restrict i oﬂ in ucces@

tati way. The next chapter

&

summarizes the main findi in tioj ) sea@estions, notes the limitations

ion prbv@'suggestions for further research,
£

and discusses edu ml |m;il I0RS. The&m and final chapter concludes with
personal reflectigns er on trtixfo’ork.

¢ :'C,)

S

N
\(?

o

of the study, outlines t ontri

%
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