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CHAPTER ONE

INTRODUCTION ! (q\
1.1 Introduction z

English has become a global language and it dominates | flelds including
education, business, media, politics and entertainment. Ma -natlfe speakers have

adopted English as a foreign language (EFL) and secon guage ( Smeonn-

calim dasa

native speakers use it as an official language, wh ers use itin

4
lingua franca. The prominent status of learni gllsw

increasingly interconnected and globalize E Due‘f? th port&? of English as
a global language, English IanguageN

subsequently, teaching and learni sh re u (e.n systems worldwide.
(.)

Q—
_ ~\
The process of teaching ﬂYﬁrnmi En has ‘a>crucial role in acquiring this

ed in this

on has beeame a @nary concern, and

[
foreign/second Ianguag% eadln om y 101 skill “is a very important channel

for getting the req WOsurf to rget L@\f age. It helps foreign/second language

&

learners to un. e nd the intr Fndcl'()@ces of the target language” (Mustafa and
¢

Zamzam, ) sserfand=Ra'ed ( 2@) explained that reading comprehension does

not sta ing Ie% “but it é\combmatlon of many skills, whereby the reader

ith the words and te@for content and pleasure. Through reading, students

lea iting, vocabulary, speaking, spelling, grammar and other aspects. Regardless of

@ importance of the reading comprehension skill, some foreign/second language



learners reportedly have negative attitudes towards it and sometimes consider it tough,

challenging and problematic (Mustafa and Zamzam, 2013). Yv

Consequently, the journey towards an appropriate reading program an iculum has
been among the objectives continuously at the centre of attention interest for
educators in Libya and throughout the world, despite several esew efforts (Innajih,
2007; Mustafa and Zamzam, 2013; Elmadwi, 2014) ov R;rs' to promote the
teaching of this skill. Thus, with regards to reading co ensi n,\&qld ‘remains a
challenge for both learners and teachers. Therefore, t is a grawin e¢j L@bpose
suitable instructional methods to facilitate readi rehensi \T
Vap &
1.2 English Language in Libya \% CS<

In Libya, English is studied as a fofeign langua $ @ading comprehension
has the highest priority in prep duc;ﬁion. addi&@here IS more awareness
of the importance of English as a ferei e. T‘géfore, reading competence has
prompted many local to (})Tcen te! o@fforts to enhance instructional
programs through -curric ivities re-requisite courses as a means of
providing extra gractiée ho a, 2 . Such effort is ongoing with the aim to

improve this r&c»lang ge‘s :

L, ) S
Teaghing, English in Libya is Iq%(/ily dependent on the grammar-translation method
( ﬁ’et, 2011; Tabulawa, 2003). One explanation for this is that because English is
>

as a foreign language, little or no attention is geared toward enhancing students’

nglish communicative ability (Riazi and Rahimi, 2005; Richards and Rodgers, 2001).



Various studies have been conducted in recent years that highlight Libyan students’
problems with preferring communicative activities over old methods, espemallYm
preparatory and secondary education levels (Tabulawa, 2003). Accordlng

(2003), researchers indicate that Libyan students strongly prefer unlcatlve
activities, but their instructors are not aware of this preference. Y'

Q)

Tabulawa (2003) stated that studies show a recent change zdes ,owards English

as a foreign language. Language learners in the Libya text hav to reallze
that traditional methods of language instruction, s s the [Gr t_r{n\;ratlon
method and teacher-centred approach are ve e Q?T sited the

V¢eacher and

icat@%pproaches in the
Libyan context towards English %produce\tﬁ”le r;{n\g results. With such

communicative approaches, ea%e ex
\n mmupication and interactions during

in class activities and con‘:& ’ g‘
English classes. In th arners hav thé p@rblllty to enhance their English

language knowled fmh\take s‘ mv@sh proficiency (Shihiba, 2011).
The neceSS| thod fQ'ea@cr% English to Libyan students has increased,;
bel|£v

pedagogical implications of methods tha

mi‘ina

learner-centred activities. For Shihib 1),'new com

cted ke n‘@ctive roles to participate

"Libya earn ngllsh using traditional methods such as GTM
doeﬂ& Ifil their needs in I |ng the language” (Orafi and Borg, 2009, p. 244).
‘% 2008) noted that W|th the invention of the internet and other technological
ncements, learners of English seem to prefer using communicatively-structured

pes of instruction. Students ought to know how to understand meaning from reading



comprehension texts by using appropriate strategies rather than spend time attempting
to make sense of isolated words and rules. In general, research findings mdm?nl

learners of English can benefit from a combination of effective readm(%ﬁctlon

elements, namely reading strategy instruction and communicative la learning

(Zoghi et al., 2010). Q
1.3 Background of the Study z

This section briefly presents the Libyan education systemawith k Wal culture
features. The English language teaching background in Bibya clearly W}t é-%rlous
challenges with teaching English in Libya. Th cti on al sent.{ja-é reasons

for employing communicative language te% athe:xtha eqr r translation

system. This curriculum depicts the S|@shlft inE le and teaching in
Libya. 0) T
N
TABLE 1. 1%1uc%uctureqﬁlibya

A
Level Description
Kindergarten Two years - enrolls children at four and five years old
Basic Education Lasts for nine years — from age 6-15 years old. It starts with grade one

and continues to grade nine, (6 years at the primary level and 3 years
at the preparatory level)

Secondary Lasts for three to four years- enrolls the group of 16-19 years old.
(Intermediate) Secondary schools in Libya are divided into the following six main
Education divisions: Basic Sciences (focuses on disciplines of mathematics and
and Training physics), Engineering Sciences (studies sciences of engineering and

construction) Life Sciences (focuses on disciplines of chemistry and

biology), Social Sciences (studies social sciences and humanities),

Economic Sciences (includes the study of administration, accounting,

economics and banking sciences), and Arts and Media.




University Includes universities, higher institutions, and higher technical and
Education vocational centers.
Advanced Studies Includes masters and PhD (Doctorate) degrees.

La)‘
1.3.1 The Education System in Libya since The 1990s i
As Table 1.1 illustrates, the New Libyan Educational StructurYb education levels
ff

was proposed in order to cover and support all learne er'ent age groups.

However, with this New Educational Structure, students rtedly e ered many
problems in learning English at all five levels of e from 1986 hJ rrlt\&‘19905
while foreign language teachers including Engli he ned f(g‘% schools
and universities. According to Elabber (2% : thé’? S due&tical forces
that deeply influenced the education& t that ti onntly, teachers of

A

English were made redundant or o teach e6ts 'such as history and

N
geography. \‘% 0 Q(?

Elabber (2011) pointe(% somjlf t s‘g lteeﬁ&rs practiced a programme called

in Arabic ‘Tagg '@ in I]lb \V‘hlch mﬁegaé change of direction or specialty to
teach other subjeets in‘€l . repar@sy and secondary school. Therefore, some

afw(epe they were and not return to their original

of those teﬁers refer. ed
speC|aIt labber, 20 ‘11) AS\"z?result Libyan students had no exposure to the

g&guage and teachers@ not updated with innovative teaching methods such

‘g"

as mmunlcatlve learning approach. According to Najeeb and Eldokali (2011) and

6 a (2014) this gap in English language learning in Libya made a considerable dent



in the English language levels among Libyan students. The next section presents a

discussion about the basic education in Libya. Yv
1.3.2 Basic Education in Libya (Primary and Preparatory) *

Basic education is considered the educational foundation of all chimetween the
ages of six and fifteen. According to the education policy in Li mibyan children,
male and female, aged six to fifteen are required to enrol i ~%Icz'tion and are not
allowed to be involved in any kind of employment. Basi cati vaide the

minimum range of knowledge and concepts, and to cr

suitable set ndfo_{eb\‘ﬂz(;ren
e resp6 i yfo&ﬁ%mselves

n (six y of p@% school and

ory for a dené@ed six to fifteen.

to acquire the skills and ideas that will help t

when they grow up. The first nine years of4educ

three years of preparatory school) arew::}

The primary education target de onstrates th nt a(\hls stage must learn

S
standard Arabic and improve t |st|c'5blllt Q—

1 \
In addition, the Engli Yg: W de@level three (students aged 9) to
ge. T
sm

expose students to Ihqll\sh at al @.educatlon stage is divided into four-
%

year and two-y ds

e the end of the fourth and sixth grades.

gé’ @IC studies, Jamahiriya society, mathematics,

Students als Arab C Ian
science k geagr. irts n%c and physical education. The preparatory stage

is frmﬁe twelve for three y@Durmg this period, students study Arabic language,

%\h studies, English language, history, geography, sociology, mathematics, and

chls point, English language teachers use the ‘English for Libya’ textbook series.



They mainly apply the grammar translation method with focus on basic, English
grammar rules, such as forming questions and using the present tense. The prep

level is the second stage of basic education, which culminates in a general @tion
administrated by the regional education office. The examination leads tcAgeral, basic
education certificate (Ministry of Education 2004). Students who failfo complete the

full nine years of basic education have the opportunity to enrol |nwthree-year long

l

NY.

. " 9 %X
According to Suwaed (2011), “English is taught as a ulsory subjeget ‘1 i(-g ades.

vocational programs.

She discussed that students in all grades educti eed {)Ypass the
corresponding English exams before they e to the neTt grade. Ald@z{; (2008) also

stated that the teaching methods in Lib\%@ educatio ool roblematic. She

explains it is a mechanical learning cr%ss aime?j-:f gat g@ng exams and moving

N,
onto the next stage; focus is %mza on a aepetét/i&, and students are both

unmotivated and reluctant Qx:fa ipar. 0 hele3$ sed on the abovementioned

arguments, English h ial role in 'S'Li@n education system, as it is a
d &
compulsory subje ducﬁn’ level.

C %passeij \ash
'}\ \R> &
N, [ YIS
1.4 Characif&@ of Liibyan d&:a@‘?Culture
\
It is co% owlgd the sactiocultural factors present in a society affect the

oS

edugﬁsystem of that societ dor, 2001). According to Orafi (2008) and Salama
B

( he sociocultural elements that prevail in a particular context affect the

ational process of a society. Students and teachers enter the classroom with
articular beliefs and expectations regarding their duties in class, including what and



how to teach. Hence, it is necessary to examine the sociocultural elements present in
Libyan society, for example the role of teachers in Libyan schools, in o

comprehend the impacts of the Libyan sociocultural behaviour in the co@ this

sty 2N
Y'

Teachers are often viewed as the sole authority in a classroo Ny are not to be
questioned or interrupted. The perception of teachers in L rzuirei them to appear
knowledgeable, meaning that something like the inabilit nswer unestions

or exhibiting uncertainty in any aspect of English wo

viewed as hdrt_c{n)\?]gof

G% , th@éssure of
fm\ce cher&centrate on

gaining knowledge on the target Iangwaead of e ing@‘h teaching skills.

Besides, this pressure may avert t%rs from Wg tj@*teaching techniques,
N,

the teachers (Orafi, 2008, Altiaeb, 2013). Acc

constantly having to provide exact answers

D

which would leave them with %of irﬂecur' .d—lezéﬂeachers generally avoid

'cking\old methods. Moreover, it is
also believed that teac% to completel di%cs@ge questions altogether.
NG
Students in Lik@lly Qhat 'C%rf%e classroom they must sit quietly and
memorize th %WS th ea‘ch cgnve;?nterrupting or arguing with teachers is taken
X

NN
as bein% impalit udemé?muld sit at the front of the class and raise their
. X o
han ermission to ask q@hs (Aldabbus, 2008). Participation in class normally

ambiguous questions the student osel

o% urs when the teachers call on a particular student. Therefore, such student
résumptions may hinder their participation in class even in activities that require them

Qtake part actively. Besides, there is always the segregation of males and females in



Libyan culture, even within families. As a result, men and women develop without close
relationships to each other (Atieab, 2013). Therefore, working with the opposu
class may be considered a violation of sociocultural norms. This is the @e

mixed male-female schools, where males prefer only to interact amoﬂk‘emselv

as do the females. Q

The common perception is that learning is an individual str Zther‘han acollective
and dynamic process. This is an indication that the teachemis seen fas authorlty

in the teaching and learning process, whereas studen simply me t# @e the

lessons entirely. Students strive to achieve on 0 W&We highly
esteemed by Libyan society. Families with €hildr WhO\dO I on may tend to
openly display joy. As for teachers, th@nly expe 0 pr; 4?'5 students to pass
exams successfully. If students fa uccee %re p{\he teachers are held

accountable. This pressure thua%!eac rs to focus o chlng only what will be

tested on exams and disregard the rest. I

K3
pj '3
facto esent in Libyan society greatly affect

The ctors dictate the roles of teachers and

¢
students in E fdoms and_inficate &L{mds of behaviour that are acceptable or
e

otheeru/ rmq‘ao_bztmfluea the lessons and how they are learnt. Some of
Y-v

thesu'&s will be discussed @re detail along with the data gathered for the present
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1.5 Teaching English in Libyan Preparatory Schools

The English language carries a significant status in Libya, where it is the only obl?ﬂvy
foreign language taught in public schools and higher institutions. The new est
especially those designed for preparatory and secondary schools—arﬂ& difficult,
leaving not only pupils but also English language teachers strugglinmpe with the
English content (Shihiba, 2011). This is due to the students’ lo awment standards.
However, existing English teachers are not sufficiently qu \mezich higher levels
of the new syllabi. This view is also expressed by thedkibyan MWor Higher

Education (Porter and Yergin 2006; Alhmali 2007; O nd Borg 2009). ' _\‘—}

r
\ ‘?’

Regarding staff, nearly all language teache tp par secq schools are

Libyan citizens with a Bachelor’s de&%\) in Engh fror@m of the English
language institutions in Libya. Alth the L'b?..?ﬂ ser ﬁ\f‘entlrely supports and
m% 2

finances the education syste Ieve'l's, Libyan tionalists voice serious

g

concerns regarding the quali ee rovi Asker 2011; Alhamali 2007;
Ghanem 2006, Grada% ccor;IJg t z}l‘a@ (2007, p.78), “the educational
programmes suffe r Iimitel icula, a <</of qualified teachers, and a strong
tendency to lear. by 'y re ng a characteristic of Arab education in
general.” e ll re i ;ste@}ca which the quality of teaching and training
provide eraﬂ f stan \and does not meet the teaching demands of the

currmmrlcula at preparator@rtidle and high schools.

Q result is new preparatory, middle and high school curricula that are beyond
achers’ knowledge proficiency (Shihiba, 2011). It is found that common teacher
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practices in preparatory and secondary schools include the use of traditional methods.
The aim is to enable learners to read and translate literature written in th?ﬂ!\
language, and to further learners’ general intellectual development by Iearn@nmar

rules and applying the rules by translating sentences between the t#gknd native

language (Fatma, 2014). ?

Normally, a lesson begins with the teacher writing some de n the board and

saying them out loud for the students to hear the pronun€iation. hWthen asks

@

(Saleh, 2002; Alhmali, 2007; Orafi, 2008; Shihi

point out that Arabic dominates classrooméinter
are explained. In order to help memorizengli

the Arabic translation next to each @ﬁ)wordﬁ‘sy )
5. 0
L

the words and pronounce them eacher choo passage to read out. The

students have to listen to th &e v]r arefully, VQ\he teacher then selects a few
students to read the pa%;in. The teac e;‘liss@ for incorrect pronunciation and
’ &
v (©rafi, 2008;

corrects mistakes wthe i, % Fatma, 2014). Teachers also do

comprehension ghecksyto en 'tudezté(now the meaning of each word.
( ¢ ? (J(..)
- \ - -
Next, a% essoft rateswéﬁ grammar. The teacher writes the grammatical

struﬂAon the board and p{@des explicit explanations along with examples. The

S pay attention to the lesson while noting every example the teacher gives. Upon
rammar lesson completion, the students are tested on subject comprehension. As with

ther subjects in Libya, the primary purpose of teaching English is to help students pass
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exams and move on to the next stage. As a teacher of young learners in Libya, the
learning process entails the formation of mechanical habits (Fatima, 2014). Ba i
the teaching process solely involves asking questions, selecting students t(@}r the

questions, and showing examples on the board while having students e nd repeat

chorally. Y'
Y

Several Libyan teachers still doubt the value contributed mi ative activities,

as they are of the opinion that the process of learning an eign antins with

o N Y
vocabulary and grammar rules, which differs from ring a first_| dm&é%’(’)rafl,
2008). They believe that students must receiv?g us% vo@lary and

e X

ies tha],@tthe language
ion @tts the belief that

grammar translation and audio-lir% metf@h‘c ;{\known as traditional
N,
methods of teaching—are favo%afi 25b8). 9 Qc_.)
\ N\’w
S

1.6 New Trends of Er% Foreign L hagbn Libya
4

Due to the rapid&‘iwide cfi \ges-arid gl s

in

0 ation as well as the importance of
English as a dK glo 'age, éﬁlish learning and teaching are in great

grammar rules to memorize before introduéing variou

to use (Al Buseifi, 2003, Salma, 2014)Nln-class implem

“a

¢
demand. Th sjan increasi téectic? interact with foreign countries that share
\ - - - -
commo% ts, theis.Je Pg andmastering an international language as a medium
or li s become a prereq i(i%/in today’s world. English is regarded as the main
I%xi facilitating international communications. As Crystal (2000) argued, English
(&

ctive because it is spoken by nearly a quarter of the world’s population. English

G
nguage use is necessary in facilitating communication with the outside world;
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therefore, learning English in Libya has become an everyday life necessity (Awad,

2012). Y~
\
(—)
In order to facilitate the English acquisition process, Libyan curriCtﬂA@evelopers
proposed a new English curriculum in 2000 for the preparatoryyand secondary
educational levels. The main objective of this new curriculu WWaise the English
teaching and learning standards. This syllabus includes En tborks that come in
a series entitled "English for Libya." The aim of this ne Ilabu lesid%a'bly

and remarkably modify Libya’s system of learnin lish. It w, ar' & pt to

improve the entire English language education th% antia,@?:hanging

I
herh‘g to“recent @E;ge teaching
and learning theories (Orafi, 2008, Sal\ an) CS<

In this curriculum innovation %an Eﬂglis angua achers were required to

modify their previous meth%%eacr an earn‘@long with their opinions and
en

beliefs underpinning tM With the ne n{et@ teachers carried a minor role in
4

project organizatK designl re mﬁu expected to apply the strategies and
edu

guidelines of t ion i ' aketgcﬁrriculum designers, and change agents
¢
(Orafi, 2008 S@ 2014). 4 (j"

Fis

Altﬂhe new version of th riculum is based on interactive and communicative
G
a \ms, teaching personnel still exhibit great resistance to it (Altieab, 2013). The
G iculum recommends that both teachers and students use English as much as possible

the classroom (Orafi, 2008). To introduce and highlight the benefits and efficacies of
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the proposed curriculum, Libyan English Language teachers sat for briefing classes for
almost one week. Inspectors of the Libyan English language held these sessmns

under the supervision of English language educators from the publishi any
These briefing sessions were conducted in order to prepare teacher?&nvey the
curriculum and update their teaching methods. However, no re has been
considered to evaluate the extent to which teachers follo eNcurrlculum. In
recognising that teachers have a significant role in the suc \t

ur'e of educational

innovations (Fullan, 2001; Carless, 2003; Wedell, 2003)this st ducted to

examine teachers’ application of the English syllabu

reparatory oﬁls.ﬁszlbya

stud\ estlgag whether
app{oa elps ,@Eh language

students master the language and achiéve sel f)onfldenc r@%lng skills.
A

and especially in reading comprehension class

the implementation of the communicative

1.7 Libyan English Languag rs a Reading C(:'Q rehension

Learning a second or forei ge L engi %k that requires considerable
effort. Thus, there is a eed to J:e{n k beyond the different methods
through continuous arch to earning.process more practical and enjoyable.
In this case, theyteaching d a ches implemented by foreign language
teachers, th: %lals elect for @ng and learning language skills, and the

\
various tonal ?lng strategies are fundamental to the success or failure of

A]

fore guage teaching and learning.
e

QE Libyan education system encounters many challenges in preparing a suitable
n

vironment and appropriate resources and materials for effective teaching and learning
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of English as a foreign language. Although the government and education system have
made several efforts to provide all the resources required for an effective teach

learning process, it is reported that implementations at the school level ofte s to
failure for various reasons. One reason is teachers’ failure to implem@N changes
incorporated in the innovated English syllabus (Orafi, 2008), anothWheir lack of

CLT comprehension and their low level of language proficie Nan schools have
az

effective teaching materials and great investments have be in the production of

textbooks that follow the communicative approach. The lem is Wy teachers

g
prefer to use familiar methods from their own Iea@s, somethi h#t i{d}ﬁicult
' 4

to change (Inozu, 2011). Y. \ Y,

X
This is reportedly a result of unsatisf@ poor teaching o@%lish as a foreign
language, particularly at the school %Poor te \hg}u

ects the performance of
S
English learners who opt for umi y eaﬂcati tzge weak English language
proficiency. Libyan studen mke [n%g c @&Isory course are anecdotally
reported to regard rea rehension ag'thé m@'problematic and boring activity.
4 F &

Such view leads theWeve@a[ e atti towards learning English in general
(Mustafa and Z %

&

K 201‘ ' O
P %

NN
Some Libyan Students’hav h strséa negative attitudes towards reading, to the extent

;3

thatmﬁelieve reading comp@ﬁsion skills should not be taught at all in their courses

( M and Zamzam, 2013). This negative attitude is often the main cause of failure
0 master foreign language skills. Besides the significance of selecting proper texts for

aching English reading skills, the methods that teachers implement to teach materials
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and deliver knowledge are also very important. In foreign language teaching, the quality
of instruction is the most important factor for successful learning (Al Moghaniw.

The teaching approaches employed in the classroom can have a significa ton
motivation, and this is an area that needs further exploration in the Liby: ext. Most
English teachers rely on the grammar translation method toyteach reading

comprehension. However, English language students report%dlf d it boring and

inappropriate; therefore, they lose interest and motivation t n nglirh (Orafi, 2008).

oy
According to Orafi (2008), the two stages of teach%ading ompr. h¢15m@m the
ytr

Libyan context are: 1) teach new words in the a\n%l i hem\i&é Arabic,

and 2) teach the grammatical structures4ncluded imgthe™text. \/\L@:e grammar

translation method, teachers have the naDroIe in cla

have a passive role in the language I@g proce\&%wg'
N
well as curriculum innovation igg* nd nférely i odl&d‘;@and implementing such
innovations, as it involves m ch nﬁmj:e s@fs, classrooms, and schools"
(Shakedi, 2006, p. 719 gly, Li
7
employ new approaehes in iﬁ); cugulum; however, their preconceptions
about the traditional™teachi 'm Wi cultural background and faith in its
¢
efficiency p eweac rs fr &)p@ the communicative method appropriately
1k

NN
(Shihib The gurrent'study carried out in the hopes of offering some insight

nd c@‘équently, students

g@e teaching methods as

ln E Iiéh@uage teachers have attempted to

\ W=

and poteworthy messages to @Uus developers, policy makers, and educators in the
L%\awducational context. The parties concerned ought to consider students’ needs in
earning English and find the best solutions to prepare an appropriate curriculum. The

ssumption in this study is that scrutinizing teachers’ actions in the midst of applying
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innovative approaches, and looking at how their beliefs and other contextual factors
define their actions, will offer important insight into the process of equipping t?m

with the most recent and useful communicative methods for teaching @gllsh

1.8 Problem Statement V

The teacher-student relationship is beyond question at a gi eantlfnal context and

language.

is mainly influenced by the social and cultural norms o surrpun C|ety The
introduction of a new communicative-learner-centre lish langu cﬂr@m in
Libyan secondary and preparatory schools in 2 d ng\?ﬁ Foreign

Language (EFL) teachers’ instructional aw fr er-Ce@g‘ to learner-

centred (Saleh, 2002; Orafi and Bo 09). In the Libyan @cultural context,
adapting communicative Ianguage eaching (we %u t A:arl structure in a non-
western setting) is believed to h%engl Or |44200 ("?hls is mainly due to the
differences between the values andrpri sofithen adapted method in this new

Trell ous p@iples and norms of non-Western

' g
uag feachers who strongly rely on, and have

era, and the prevailing Soci ural an

society (the Libyan Qg&(t). ET

intense faith in ee ienc

ropr'tagﬁess of old, traditional teaching methods
exhibit grea s nce against, a cej?ontatlon with the communicative language
teachin p r h Thi :gs tha«&chers are required to adapt, change significantly
and ment new teaching @Hces (Saleh, 2002; Ali, 2008; Orafi and Borg, 2009,

014). The current study investigates teachers’ views to the implementation of

QE in teaching reading comprehension in the preparatory school.
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The new English textbooks include various communication activities and learning tasks
primarily designed to be done through pair and group work, role play, problem

and language games. Appropriate implementation of these activities invol@ents’
true engagement and active participation as well as teachers’ adoption acilitator
role (Phillips et al, 2008). However, several years after this curﬁ‘l.u'm was first
introduced, personal observation and local research reveal that most Bibyan preparatory
school teachers still adopt teacher-centred instructiona %c.

hef (Saleh, 2002;

r
Ahmad, 2004; Dalala, 2006; Alhmali, 2007; Ali, 2008; L & Borg, egardless
L ]

Y'
of the orientations provided, Libyan teachers r edly lack o'vl&dg} and
pe

understanding of new classroom methods arv; er% @ of them
o X
(Shihiba, 2011). \, u\ é\
\j ®)
In Libyan society and accordin@)Libya’s\cngIt r ntext, teachers are
& N
considered the main source 0 edge and rurollet?)f the teaching-learning
process. Consequently, teachers solely I espon%s‘@ﬂity of knowledge transfer to
students (Fatma, 201 , 2014). Sh inb ﬂ@'responsibility with students is

’ 4 $ &
considered a mista \Me cherswill be devaluated in their students’ eyes

(Orafi, 2008; ea

¢
would regar %each rasi spﬁni?}l and unqualified to teach foreign languages.
NN
As an % an tedcher j_ibyaé?ontext, the researcher was interested in looking
at wmkcually happens insid@ classroom. The researcher felt that teachers’ voices

n be heard, and that an investigation of teachers’ voices and difficulties which

6 ence teachers’ implementation of CLT in teaching reading comprehension is
n

eeded.
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Grada (2014) discussed that teachers should have a strong personality in their teaching
and learning process. This particular point is claimed to be what makes teach?ful
unconvinced to use the learner-centred approach. The challenge can al \ue to
English language teachers’ lack of knowledge and preparation for‘&nnovatlve
teaching framework, along with their misunderstanding in em ing the new

approaches. Such teacher confrontation and opposition are app rMused by the fact
|K in

that applying the suggested modifications necessitates lreir ideologies,

methodologies and principles about teaching and learhing (S ihwl). Since
oy

d by their pr cqm@ns of

tea% neg(tjaely to an

[ moijifi ion OQIS: classroom
instruction methods, which requires N ;Iat sudden sﬂmﬂéﬁ'om a traditional

ﬁ@\hods (Alnouh, 2009;

Shihiba, 2011; Salma, 2104). % 42?

In addition, traditiona c hold lreju (is'a strong faith in their traditional
4

methods; hence, mlsur' ng |S|nterpretat|on of novelties can

teachers’ instructional approaches are commonly str
teaching and learning, non-western English |

innovative curriculum. This leads to su

teacher-centred approach to comm t|v tea

substantially af ct th y novatlons in the educational context.
Consequently, mg ache n‘ﬁaléqhelr knowledge and understanding of the
ku

innovati lunt and n&\atlve approaches, preparing them professionally

Y-
Wlt u bIe training and of@ﬂj them proper support and supervision should be
CEE ed closely before introducing innovation to the education system (Shihiba,

Teachers and students are bound to a sociocultural framework, and the principles

dthat setting influence their opinions and prospects. In other words, the cultural and
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social behaviour around impacts the relationship between teachers and students who
live with the same sociocultural norms. Teachers and students bring their ?N&
ideologies and expectations of their roles in the learning process to the clas@ thus

shaping one of the difficulties that hinder a teacher from adapting to a le (Orafi,
2009). Q

Libyan students mostly believe they are only required itcowr' quietly in the

classroom and commit the lessons conveyed by the achefs WOry. It is
L ]

Y'
considered impolite and disrespectful for studen@rruptt et h¢ @press
to

opposing opinions in class. Therefore, students % nd c@ﬁin order
r ze

to conform to their expected roles and to s ctu? thei teach@graﬁ, 2009).

This assumption about teacher and st t roles is the re Whé‘fhe students avoid

participating in classroom activitie%n their \7&$Ie ;@‘dynamic involvement

are needed. q
\ N\’w
X |3 S
As discussed earlier, t% re considere }h{a p@ipal knowledge source in class,
d &
and their main role \ﬂransfelr tion§udent3. English language teachers in
Libya are usuall @Ie au

!
¢
interrupt or c&@ their teachers FQEt?ermore, considering teachers as authority

i classé?’consequently, students should not argue,

"
figures in class somgtime 'gsults%egative behaviour, such as students avoiding
X

part on in class activities onsequently losing interest in learning the language.
2B

‘%h English language teachers in Libya attempt to implement innovative
0

unicative approaches in their teaching strategies, they believe they lack

Qowledge about the new methods. They also feel they are biased and have positive
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views of traditional methods, which in turn leads to their failure to motivate students to

learn English (Shihiba, 2011). Yv

As a result, the current study is aimed at identifying Commumd&l,anguage

Teaching (CLT) implementation in teaching reading comprehenm&at the Libyan

preparatory level. CLT implementation is investigated in term of( achers' views of
szhat

CLT in teaching reading comprehension. (2) the diffi ’_lbyan English

activi ie.s\m)g¢w Libyan
Y

teachers might face during classroom instruction, (3)

teachers implement them during class reading and (4 hq i@f\u’l‘icant
differences between teachers' teaching exper d theddiffi ies{h?? face in

ight @x}y be related

teaching reading comprehension. In addltlo |ff|0\JItie
to teachers’ ability to use new method at also res m t@‘faith in practising

their traditional role. This is to st at ng | @thers are required to

c;
develop and update their teachl L
So

K' L I~
This study mvestlgate% lementatio ﬂ‘f es and teachers' views of CLT

'3

implementation by w Enﬂ!::; ge te r in preparatory schools for reading
ud|e

comprehension.gAlthough ress this matter at the secondary and

university Ie:hls study |s a atlémetj?expand the findings to the preparatory level

and fin yultles;‘,‘\at Libyan teachers face in applying CLT. After

maq&s of CLT adaptatlorkc@é study investigates to what extent English language

t |n Libyan preparatory schools actually use and implement this method,

Q ially in reading comprehension. This study was designed to identify the activities
a

t teachers implement in CLT approach and the difficulties that Libyan English
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language teachers may face in applying CLT in reading comprehension. Moreover, the

study seeks to find out teachers’ views of teaching reading comprehension USYHE

1.9 Research Objectives ?

The specific objectives of this study are as follows:

CLT approach.

1.9.1 To find out teachers' views of the communicati gage 'teachlng (CLT)

approach in teaching reading comprehension. \d

1.9.2 To identify the difficulties that Libyan ers face | ntup_@htmg
e

communicative language teaching (CL h readi pr
loy |Q$3;munlcatlve

1.9.3 To identify the activities that L| n achm\s e
Language teaching (CLT) and |m cations 0 Ti <<chlng the reading

comprehension skill. Y /‘\-\

S
1.9.4 To examine the mgmfmérencgs between Iemﬁ% of teaching experience

im enting CLT to teach reading

and the difficulties @\ea@r
comprehension% b} ( 0.

This study i

1.10 Research %

Aapproach in teachmg%bédlng comprehension?
E\! What are the major difficulties that Libyan teachers encounter in
0 implementing communicative language teaching (CLT) to teach reading

comprehension?
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iii. What types of activities do Libyan teachers apply in communicative
language teaching (CLT) and how do they implement them to teachw
in class? q

iv. Are there any significant differences between lengths of tea perience

and the difficulties Libyan teachers face in implementing” CLT to teach

reading comprehension? V
1.11 Hypotheses of the Study ‘\d
"X

Based on question 1.9.4, the study is aimed to test th

HO: There are no significant differences

the difficulties that Libyan tea

reading comprehension \)

H1: There is a significant dif‘rﬁe
difficulties that Liby%ers f
comprehension. E \ '

1.12 Significance Fﬁe\Studyl 2% %

Reading is one éﬁvost i 't Iar@de skills and has long been the focus of

¢
attention f@ language Jts,cs%garchers, pedagogues, scholars, teachers and
N\~

teacher-traipersr Readhi ares learners to exposure to the target language,
| . s | | .

whigh_iSyessential in a forelwguage teaching and learning context like Libya.

reading comprehension through CLT has been adapted in the Libyan

G iculum. However, in some foreign language teaching and learning contexts like
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Libya, teaching English using CLT poses various difficulties for learners, especially in

¥

The researcher formed an interest to observe what actually happens irﬂ&dassrooms

the case of the reading comprehension skill.

and to understand by listening to the difficulties and problems that teachers faced while
teaching with the CLT method in class. The researcher felt thitMrs’ voices were
al

not being heard and it is necessary to investigate teachers? Wi nd' difficulties that
influence CLT implementation. Such investigation s offer insi d useful

n
@

messages for policy makers, curriculum developers a cher bys' _\f-}
4
\ \/‘z~

Although teachers tried to implement CLT@ ities to @} sh, they still

expressed having difficulties. They seé@lieve in tragi |onaC§thing approaches
like the grammar translation metho%o stude \’Mgp ieiency levels. The reason
;Sy N
for difficulties may also be te%sck &’ kn Iedge(o implementing innovative
approaches such as CLT ( MZTM@M% a clear picture of how
teachers implement C IVities and'how ahy@erse forces and conditions, both
4
internal and exte;r@;ht co‘n \PN ese gwities for teachers who teach reading
comprehension.gI'he “study als @*he differences in teaching experience
\ ’ J Lf}
significantly _affect)students a Cilsw iculties with CLT implementation. Libyan
teacher%kd
i

CL eaching method, bu@y still lack practice and implementation

3
N

=)
=

N _ _
to faye ?quate@)wledge and clear views of the effectiveness of
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1.13 Definition of Terms

1.131. Reading Comprehension (q\
Reading comprehension is defined as an interactive process through vﬂ&he reader
uses code, context analysis, prior knowledge, vocabulary, and language along with
executive control strategies to understand text. Reading is defined as'@/lively process in
which readers shift between information and sources, elabo Y.

nings and strategies,

observe their comprehension and utilize the social co to refle responses

(Walker, 2000). é [ _\c.}
\/‘T

4
'\r suffj,éx.functioning
qui@% combination of

In addition, Alfassi (2004) defined readin Qwv';l a

and for obtaining information in an w ociety t

memory and meaning instruction. I@Sg is M
@

N
thinking for example. It also % the ‘use ofyprior l@/ledge, vocabulary, and
&
S t

language in order to construct and r he@aning of the text. Reading

j(z\i'ncluding looking and

=

comprehension refers cessesthrough (NI»@ the reader forms meaning from
4 ¢ &
the symbols presen &che p'a:\‘h( ugh g,ding, Libyan teachers encourage their

students to underStanthihe voC ry, to read with accurate pronunciation

and to const entenc v;it orﬁct@}?nmar.
TS
<</ ' /s <

11;& icative A @3'
. mmunicative ppr&

communicative approach in language learning is employed to learn a second or
oreign language with emphasis on the improvement in communicative ability (Richard,

997). The idea is that new words are not presented in isolation but in the context of a
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complete sentence and in a meaningful situation (Senel, 2002, p. 122). Many applied
linguists regard CLT as one of the most effective approaches to ELT. TheVﬂl
characteristic of Communicative Language Teaching is that "almost ever;%\nat is
done, is done with communicative intent” (Rao, 2002, p. 87). It "dw& the four

language skills that make up the relationship with communicatichhards and

Rodgers, 1994, p. 66). \/
1.13.3 Communicative Language Teaching .\d

According to a study by Richard and Rodger (200

e communi t‘/e uage

g oth@r ds. fers to a

Iang@d language

SSro rocedures." This

teaching method is considered the best appro

diverse set of principles that reflect a comw ve
learning and that can be used to supp % variety o
definition is relevant to the current Which exami Vs ;@Yed principles of CLT

that help with classroom te %Aean@/hile, tchaz?;?\ZOOG, p. 2) stated that
"communicative language N

r] nderstoo a set of principles about the
e

goals of language tea rs learh Qﬂguage the kinds of classroom

activities that be K% ate I nd th (:(;Yes of teachers and learners in the

é"
C—)
’o

1.13.4 Qa,ktoryﬁ ool é\\

Y—v

Lﬂ&he preparatory schoot}fhe second level of education. Students spends three

é\ﬁstudy, from grade one to three from the age of 13 to 15.

classroom."
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1.14 Summary

In this chapter the researcher presents an overview to the educational system |Tya
including the key characteristics of its educational culture, basic educaﬂ(ru}lbya,
and provides a background about English language teaching in Lib is thesis
consists seven chapters as follows. Chapter one introduced the idea of\the research and

explained the rationale for conducting it in the Libyan context Wwards to teaching

English in Libyan preparatory schools and the Libyan edu sten' in general. The

chapter also outlined the study aims and research question®€hapte tw a detailed
L ]
NN
of the educ tltjn@m in
ep rato ols.C F apter two
ffers @3? account of

sa éﬁed description of
O

description of the study context. It explains the str

Libya as well as the English methods used at Li

findings from recent research on teaching
reading comprehension at Libyan sch %ter three

the methodology employed to answ researc t n p@b’rocedures used in the
\

current study. Chapters Four xmam t tlon approach and data
collection instruments em n t i Th Iso address the process of
Chapter Six presents % and e lain nH rlbmg and organizing the data.
in detail. Chapter s prowdle ary e main analyses the study findings
findings in rela nt 'estl otes the study limitations, outlines the
research co u ons d fstl ns for further research, and discusses the
\
educatl Ilcatp IS st



