An evaluation of the English language teaching

provision in a Libyan University

Ebtesam Esgaiar

A thesis submitted in partial fulfilment of the requirements of Liverpool

John Moores University for the degree of Doctor of Philosophy

PhD January 2019



Abstract

The limited English language skills among Libyan learners threatens their
ability to interact with the international environment. Therefore, improvement
in the provision of foreign language programmes is imperative, and can be
carried out using different methods such as evaluation to critically examine a
programme in order to improve its effectiveness. This study aims to evaluate
the current English language teaching (ELT) provision provided by the English
department in the faculties of education at Zawia University in Libya. It seeks
to establish whether the current English language programme has ever been
validated or updated, and to what extent it is fit for purpose in terms of
preparing the graduates for the world of work. Moreover, this research
analyses the strengths and weaknesses of the current ELT provision.

This study employed both quantitative and qualitative methods to collect the
data, which were gathered through a questionnaire, semi-structured interviews
and document analysis. The quantitative data were analysed using the
Statistical Package for Social Sciences programme, while content analysis
was applied to the quantitative data. Furthermore, this evaluative case study
is based on the context, input, process and product model of evaluation.

The evaluation of the current English as a foreign language programme at
Zawia University revealed a number of inadequacies in terms of the course
design, teaching resources, delivery and the balance of language skills taught.
Moreover, the findings revealed a level of dissatisfaction reported by the
lecturers and alumni with some aspects of the programme including the
teaching resources, the assessment method, the absence of evaluation and
the neglect of students’ needs in the context of designing the teaching
materials. Additionally, the findings revealed that the stakeholders are not
satisfied with the content of the courses, as they do not apply equal attention
to the four language skills, with greater emphasis placed on developing the
reading and writing skills as opposed to the aural and oral skills that is, listening
and speaking.

This study concludes by presenting a number of recommendations targeting
the decision makers and key stakeholders (i.e. the lecturers, students and
alumni) of Zawia University in order to improve the English language
programme moving forward.
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1 Chapter One: Introduction
1.1 Introduction

This chapter presents the aim of the study and provides a summary of the
background of the research. Information about the research problem and the
rationale for undertaking this investigation is presented before the research
questions and research objectives are stated. The final section outlines the

structure of the thesis.

1.2 The aim of the study

This study aims to evaluate the current English language teaching (ELT)
provision provided by the English department in the faculties of education at
Zawia University in Libya. It seeks to establish whether the current English
language programme has ever been validated or updated, and to what extent
it is fit for purpose in terms of preparing graduates for the world of work, while
the strengths and weaknesses of the current ELT provision are also analysed.
Finally, recommendations are drawn from the findings to facilitate the
development of an effective evaluation framework to enhance the quality of

the English language provision at the university.

1.3 Background of the study

The English language is taught throughout the Libyan higher education
sectors, including higher technical and vocational institutions, training
institutions and university education. The University of Zawia, previously titled
‘Seventh of April’, is one of the most important institutions in terms of university
education in the Libyan higher education sector. It was established as an

independent university in 1988, and is located in west of Libya (see figure 1.1).



Misratah
West Mountain

LIBYA e

Al Kufra

Figure 1.1 Zawia university situation, source (Rhema and Miliszewska, 2010)

The university consists of 32 faculties for education, medical technology, arts,
law, engineering, economics, agriculture and veterinary medicine (University
of Zawia, n, d). All these different faculties serve the western regions of Libya.
This study includes the five education faculties within Zawia University. This
research is regarding Zawia University where the researcher works as English
language lecturer. The researcher nominated by Zawia university to award a
PhD Degree as a part from the teacher development programme and the study
is completely sponsored by the Libyan ministry of higher education because
the universities in Libyan do not have individual budget. Through conducting
this research, it was expected that | could identify the weaknesses and
strengths of the English language programme and suggest some solutions to
enhance the programme delivery and students’ performance by summarising
this PhD thesis into report and submit it to the Dean of the University for further
actions.

The English language was introduced to the Libyan education system in the
1950s, but, in 1986 the language was prohibited from school and university
curricula due to the development of political tensions between the Libyan
government and the UK in particular, and Western countries in general, which

negatively impacted the educational system at that time (Sawani, 2009).
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The regime’s decision to prohibit the English language from education
curricula continued about eight years. The negative consequences of this
policy become evident in the mid-1990s, where evidence began to emerge
that university graduates had a very limited grasp of English (Alkhaldy, 2012;
Orafi and Borg, 2009).

Despite the tuition of the English language being re-introduced around 1994,
many challenges were encountered because of the negative impact resulting
from the ban on learning and teaching English for many years. In 2000, nhew
English curricula were introduced to the primary and secondary school
language programmes (Youssef, 2012) based on communicative principles
that enhance the students’ interaction and language use, whereas the old
curricula were focused on grammar and memorisation. Consequently, a gap
emerged between what the teachers of English had formerly studied during
their Libyan university education and what they were ultimately being obliged
to teach in schools (Orafi and Borg, 2009; Aloreibi and Carey, 2017).

The exclusion of the English language from education in Libya has had a long-
term impact on higher education because it affects students, graduates and
teachers alike. As stated by Otman and Karlberg (2007:110), the prohibition
of English in Libya ‘proved to be a fundamental and disastrous mistake it has
set back Libya, in terms of educational quality, by two generations’. In the
author’s experience as a lecturer of English in the studied university, the
negative impact of excluding the English language from higher education
institutions has become evident. For example, some Libyan students who
were sent overseas to study in different fields failed to meet the minimum
language requirements for academic admission at the universities, while those
students of the English language field, also failed to achieve the required
scores on the international proficiency tests such as the International English
Language Testing System (IELTS) and the Test of English as a Foreign
Language (TOEFL) compared to their counterparts in other countries. For
those students who are able to fulfil the language requirements of overseas
universities after spending twelve to eighteen months studying English, they

are recommended to join a corresponding course prior to joining the required



programme, in order to ensure they are able to participate though the English
language. This reveals that the ELT programmes employed in Libya do not

meet the standard of international accreditation (Jha, 2015).

While the Ministry of Education produces curricula and publications for
teachers and students during the school level, designing curricula at the higher
education level is the responsibility of the teachers, which is the case in most
countries. There is a tendency to design lectures for modules depending on
personal preference as opposed to meeting certain standards. Since the
lecturers are free to teach what they deem to be appropriate to their students,
courses at the university level are primarily driven by individual effort rather

than by policy.

In Libya, the government has invested heavily in ELT in schools and
universities in order to progress towards the development of global commerce,
science, and technology (Eldokali, 2014). Furthermore, graduates are sent
abroad to study and English speakers are recruited from overseas to teach.
However, English as foreign language (EFL) programmes are not performing
as expected, which negatively impacts on the EFL learners’ proficiency in

English that falls below expectations (Fareh, 2010).

The key target of teaching the English language in Libya is to communicate
effectively with other nations in order to achieve improved social and economic
development. With Youssef (2012:368) pointing out that ‘the main objective of
teaching English language at schools and colleges in Libya is to use the
language and communicate effectively with the outside world for a better
knowledge economy and social development’. Nevertheless, students at all
education levels are not performing to their full potential in the language with
regard to literacy and the four language skills of listening, speaking, reading
and writing (LSRW) (Eldokali, 2014).



1.4 Statement of the problem

This study presents an evaluation of the English language provision provided
by the English department in the faculties of education at Zawia University in
order to identify the strengths and weaknesses of the current English language
provision and to investigate whether it effectively prepares Libyan students for
the world of work. This programme has not yet been able to meet the needs
of learners, which has led to the poor performance of the English language
students (Orafi and Borg, 2009; Fareh, 2010; Abukhattala, 2014; Jha, 2015).
Moreover, the English Proficiency Index included the world language ranking
of 71 countries by order of English skills, with the data calculated using the
results of online testing showing that Libya scored very poorly in terms of
English proficiency, being positioned at 70. Therefore, the English language
performance of the Libyan students is unsatisfactory and their capabilities are
insufficient (Al-Hussein, 2014; Altabit and Omar, 2015; Aloreibi and Carey,
2017).

This lack of English competency is a problem partly caused by the lack of clear
English language education policies and standards in higher education in
Libya, and Zawia University is no exception. In addition, there are no clearly
established curricula, which results in the absence of learning standards and
objectives. Despite the numerous attempts to reform English education in
Libya, the school curriculum is still grammar-based. Furthermore, no stable
curricula have been introduced at the university level, resulting in non-

standardised curricula being employed (Aloreibi and Carey, 2017).

In fact, most Libyan and non-Libyan university lecturers are recruited without
receiving pre-service or in-service training, and are left to their own means of
self-development in order to independently acquire pedagogical knowledge.
Consequently, the majority of Libyan teachers are sent abroad to receive the
necessary training and postgraduate degrees, while the Ministry of Higher
Education has been forced to recruit overseas teachers to deliver the English
language programmes with no supporting guidelines (Harathi, 2012; Jha,
2015; Suwaed and Rahouma, 2015). Other issues, which also appear to be a
cause for concern, are related to the outdated teaching materials (Rupp,
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2009), with numerous institutes throughout the Middle East being operated by
under-qualified teachers utilising dated materials for instruction. Instead of
developing critical thinking and problem-solving skills, students in many
countries continue to memorise content and structures, and are then only
expected to regurgitate that information on examination. Furthermore, the
absence of the Internet and the outdated books available in the libraries are
additional issues (Alkhaldy, 2012), with the English language being taught in
a futile manner due to the inadequate supporting textbooks.

1.5 Justification of the study

The rationale for this study is to investigate whether the current English
language provision prepares Libyan graduates for the world of work. In
addition, it will support the language departments at Zawia University to
identify the strengths and the weaknesses of the current provision. This study
offers value because it will benefit the key stakeholders by providing valuable
information that will facilitate reforms and improvements through designing a
more effective language programme. The research is significant due to its aim
of identifying the difficulties facing students in the English language
department at Zawia University, since such in-depth understanding of the
challenges that face these students will enable recommendations to be
developed in terms of enhancing the design and delivery of the English
programme at Zawia University. The study will also provide new insight into
applied linguistics in general, and language programme evaluation in
particular, because language programme evaluation is a core contributor
within applied linguistics. This study will also contribute to programme
evaluation in a manner that bridges the existing gaps in current language
research and practice within the Arab world and specifically countries with

similar political and economic situation.

In short, this study has a number of practical implications. Firstly, it will benefit
Zawia University management to understand the source of the deficiencies of
the current English programme, which has not been evaluated for more than
thirty years (Attuwaybi, 2017), and thus will provide them with

recommendations on how to respond to the challenges of evaluating the
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provision of the English programme at the institution. Secondly, it will help to
formulate a programme evaluation strategy in order to design a competitive
and efficient English programme that meets international standards. Thirdly,
this study will extend the existing literature on English language programme
evaluation, which will be of benefit to future researchers and wider context.
The study also contributes to knowledge in the field regarding the operation of

higher education institutions within political instability.

1.6 Research gquestions

This study’s research questions are presented as follows:

1. Has Zawia University’s management ever evaluated or updated the English

language provision to assess its strengths and weaknesses?

2. To what extent does the current English language provision at Zawia
University prepare its graduates for the world of work?

3. What are the views and perspectives of the key stakeholders (both lecturers
and graduates) regarding the provision of the English language programme at

Zawia University?

1.7 Research objectives

This study’s objectives now follow:

1. To evaluate the current English language provision at Zawia University.

2. To assess the perceptions and perspectives of the key stakeholders
(lecturers and graduates) regarding the provision of the English language

programme at Zawia University.

3. To form recommendations based on the findings of this study and to design
a framework that enhances the quality of the English language provision at
Zawia University by highlighting the strengths and weaknesses of the current

programme.



1.8 Thesis outline

This study aims to examine the English language provision offered by the
English department in the faculties of education at Zawia University. The thesis
consists of seven chapters, described as follows: Chapter One provides the
aim and the background of the study. It also offers information regarding the
research problem and the rationale for conducting this research. In addition,
the research questions and research objectives are established. Chapter Two
presents the context of Libya, in which this study has been conducted. It
provides an overview of the Libyan educational system, higher education and
its challenges. In addition, a brief history of ELT in the Libyan university context
and the current scenario of ELT are included, which forms the foundation of
the present study. Chapter Three primarily focuses on the significance of
learning English worldwide. In addition to highlighting the different methods
and approaches of teaching English language skills and assessment,
definitions are generated for syllabus and language syllabus design, as well
as the types of language teaching syllabi. Furthermore, language programme
evaluation and its types are introduced, with the gaps within the relevant
literature identified. Chapter Four introduces the methodology and methods
employed in organising and conducting this research. The various research
philosophies, approaches, strategies and methods of data collection used in
research are explored, with the reasons for the methodological choices
adopted in this study being justified in relation to the objectives of the research,
with the aim of providing the most efficacious output for the recommendations,
suggestions and conclusions within the research area. Chapter Five presents
the overall procedures that were applied in analysing the data for this case
study research. It begins with an analysis of the data emerging from the
guestionnaire, followed by the analyses of the interviews and documents. The
chapter concludes with the triangulation of the data. Chapter Six involves the
interpretation of the main findings of this quantitative and qualitative research,
with the focus on how these findings respond to the research questions, and
thus satisfy the research objectives. Chapter Seven provides the conclusion
to the study and its recommendations, which are drawn from the discussion,



while also stating the research limitations, contribution to knowledge, and

suggestions for further research.

1.9 Summary of the chapter

This chapter provided the background of the study. It formulated the statement
of the problem and established the research questions and research
objectives, while also highlighting the motivation for undertaking this study.
Finally, the outline of the thesis was described. In the subsequent chapter, the
research background is highlighted.



2 Chapter Two: Context of the Study

2.1 Introduction

This chapter introduces the study context of Libya, providing an overview of
the Libyan education system, with a focus on higher education and its current
challenges. In addition, it considers ELT in Libyan universities, which forms
the foundation for the present study. The ultimate purpose of this chapter is

for the reader to acquire a broader understanding of the research context.

2.2 The Libyan education system: an overview

Libya has one of the lowest levels of illiteracy in North Africa, and has always
been keen to provide appropriate education for all members of society
(Rhema and Miliszewska, 2010). Education in Libya is free for all citizens, from
elementary school to university, including postgraduate study at home and
abroad. Moreover, educational institutions are distributed throughout the
country to encourage learning (David, 2009).

The Libyan education system is divided into two main phases: the school stage
and the university stage. ElI-Hawat (2006) reported that elementary schooling
in Libya consists of six years, followed by three years of junior high
(preparatory school) and three years of secondary school. Then, students can
continue to study at the university level. The English language is introduced to
Libyan students from the fifth grade of elementary school up until the third year
of secondary school. English as a subject is taught at the school level for only
three hours a week, divided into four 45-minute classes. At university, the
students of non-English departments have to study general English once a
week for two hours in their first and second years of university, and they must
pass general English examinations at levels 1 and 2 (Alkhaldy, 2012).

In the English classrooms a traditional learning approach is followed where the
teacher stands in front of the students and uses Arabic (the official language)
to teach grammar, explain the meaning of English words and texts, and to
provide instruction to the students. However, this does not enhance the

development of the students’ English level or any of the four skills since the

10



students do not have any other opportunity to practise the language outside

these classes (Najeeb, 2013).

2.2.1 Higher education in Libya

Higher education in Libya is governed and financed by the Ministry of Higher
Education, and is provided by public and private universities and higher
technical and vocational institutions (Rhema and Miliszewska, 2010). There
are ten universities and 109 institutes affiliated with the higher education sector
across Libya. Those institutions award bachelor's degrees and diploma
certificates depending on the number of years studied. In addition to those
universities, there is the Academy of Graduate Studies in Tripoli that awards
master’s and doctorate degrees (Lai et al., 2016). According to the Committee
of Higher Education’s instructions, since 1990 all universities in Libya require
applicants to have score of 65% or above in their final national school
examination (El-Hawat, 2003). In order to gain excellence, some specialised
fields such as medical studies and engineering require admission scores that
exceed 75%. Students who pass the national school examination with a score
of below 65% are admitted to higher training and vocational institutes.
University education is divided into three tiers: bachelor's degree, master’s
degree and doctorate degree:

1. Bachelor's degree: awarded following four to five years’ study at a
university or higher institute.

2. Master's degree: awarded after two to three years of study post-
bachelor’s degree, and offered primarily by established universities
such as Tripoli, Benghazi and Zawia.

3. Doctorate degree: awarded after two years of research and following
the submission of a thesis in certain fields such as Arabic and Islamic
studies. However, many students are sent abroad to obtain their
doctorate degrees (Clark, 2004).

Private education is considered to be a new sector due to its relatively recent
role in the national education system (Hamdy, 2007). More than 1,000 private
primary and secondary schools, and approximately 9 private universities were

established in the 1990s. According to a United Nations Educational, Scientific
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and Cultural Organization (UNESCO) report in 2007, Libya had the third
highest number of people in higher education of any Arab country apart from
Jordan and Palestine. However, the higher education system in Libya is under
stress and struggles to meet the students’ expectations.

After the fall of the Gaddafi regime in 2011, the Ministry of Higher Education
arranged a massive scholarship programme abroad to allow more than 80,000
teachers and students to study for master’s and doctorate degrees in different
Western countries. This strategy was considered to allow broader
opportunities to improve the teaching and learning of English in Libya (The

International Association of Universities, 2009).

2.2.1.1 Challenges of higher education in Libya

Conducting research to track the challenges facing higher education in
developing countries such as Libya represents an essential step to achieving
progress in relation to the global dimensions of higher education. A number of
studies conducted to address the challenges that face Libyan higher education
revealed a significant gap in higher education levels due to the changes of
systems and policies in Libya (Tamtam et al., 2011). Higher education in Libya
is thus encountering some major challenges, which will potentially influence
its development in the near future. These challenges are discussed in the

following sub-sections:

2.2.1.1.1 Political instability

A top-down approach is applied to managing the education system in Libya,
which has resulted in education being highly politicised. The Libyan political
system has driven the education agenda according to its inclinations towards
Western countries, which was particularly the case during the Gaddafi regime
(Aloreibi and Carey, 2017). For instance, when a number of Western countries
accused the Gaddafi regime of orchestrating several terrorist activities, this
resulted in foreign language departments being closed for about 8 years,
which meant that Libyans were educated at the school and university levels

without exposure to foreign languages. The prohibition on languages in Libya
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deprived many students of the opportunity to study modern sciences written in
foreign languages, which negatively affected the standard of higher education.
After the fall of the Gaddafi regime on the 17th of February 201, the higher
education situation deteriorated due to the excessive failures of the Ministry of
Higher Education and the increase of misuses (Libyan Organization of Policies
and Strategies, 2016). In addition, the conflict brought about a lack of stability
at the political level, which made it impossible to develop long-term strategic
planning for the development of the higher education sector. Moreover, the
political situation forced many foreign and local expatriate teaching staff
members to leave Libya, causing a lack of human resources in the higher
education sector (Libyan Organization of Policies and Strategies, 2016;
Tempus UNIGOV, 2016).

2.2.1.1.2 Quality assurance

Quality assurance in education is an organisation’s guarantee that the
standards and quality of an institution’s educational provision are being
maintained and improved. The Libyan Centre for Accreditation and Quality
Assurance was established in 2006, with the aim of providing an evaluation
system for public and private higher education institutions. With regard to the
administration and finances of the institution, the centre is self-sufficient, but it
is directed by the General People’s Committee of Education and Scientific
Research. Establishing a quality assurance office in each higher education
institution is compulsory so that each institution can work closely with the
guality assurance centre. In order to develop principles of quality at these
institutions, workshops, seminars and conferences are organised. However,
these activities at the time of writing are only theoretical, due to the challenges
of putting them into practice because of the ongoing instability in the Libyan
context (European Commission, 2012).

Harathi (2012) claimed that quality assurance in higher education can only be
effective if a number of conditions are met: i) the availability of qualified
academic staff; ii) lecturers should only be employed in one full-time job in one
institution; and iii) the existence of sufficient physical, electronic and

administrative support services.

13



2.2.1.1.3 Economic challenges

Prior to the discovery of oil in the region, Libya was not a wealthy country,
featuring a small, uneducated population and a limited number of schools.
Subsequently, Libya became a relatively stable country with approximately
95% of its economy supported by oil revenues. However, despite the massive
investment in education from 1970 to 2010, higher education is still plagued
with numerous problems; some are fundamental, such as the absence of
development guides, while others are institutional-level problems like the
overcrowding of classrooms and lecture theatres (Lai et al., 2016).

A Libyan Organisation of Policies and Strategies (2016) report highlighted
incorrect practices by the Ministry of Higher Education that were due to the
difficult economic conditions prevailing in the country. In addition, new
obligations that had no allocated provisions in the budget were noted, while
the size of spending on scholarships had increased year on year with no payoff
commensurate with the volume of spend. Therefore, all these financial
challenges negatively affect the development and the reform of the higher
education sector. Essentially, Libya known as ‘the richest country among the
Mediterranean countries’ (Aloreibi and Carey, 2017: 107). Therefore, it should

have a far stronger education sector.

2.2.1.1.4 Lack of technology

The Internet was officially established in Libya in 1998, but the service is
unsatisfactory and accessibility remains an issue. The main constraints on the
Internet use in Libya are related to poverty, the poor quality of the Internet
services and unreliable electricity supplies (Elzawi et al., 2013). According to
a Tempus UNIGOV report (2016), the lack of basic technology is considered
to be the greatest challenge that restricts the development of higher education
in Libya, in addition to the shortage of experts and the limited access to certain
information technology equipment, which does not support e-learning

processes and research activities. Therefore, information technology in Libyan
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education still appears to be in its infancy (Salem and Mohammadzadeh,
2018).

This lack of technology in Libyan education has primarily affected the quality
of teaching and learning of EFL. The lack of laboratories, computers and smart
boards in classrooms has forced many teachers to rely on traditional teaching
methods; in addition, the majority of foreign language teachers have limited
knowledge about the effective use of technology in education (Abukhattala,
2016).

2.2.1.1.5 Lack of teacher development and training programmes

The quality of learners at the university level is largely determined by the
quality of their lecturers. During the development of the education sector in
Libya, some of the university lecturers were classified as being unqualified due
to the unavailability of training courses for them, which may have led to poor
participation and a decline of the quality in the system. The absence of training
for university lecturers is essentially based on the belief that the majority of
university lecturers hold postgraduate or doctorate degrees, and therefore
they are already qualified and do not require further training. Thus, most
Libyan and non-Libyan university lecturers are recruited without receiving pre-
service or in-service training, and are left to rely on their own motivation to
acquire or develop pedagogical knowledge and experience (Alkhaldy, 2012;
Harathi, 2012; Suwaed and Rahouma, 2015). Moreover, Libyan ELT
practitioners lack 20% of the characteristics that such a practitioner should
possess, when compared to their counterparts in other international settings,
with Libyan ELT teachers not being provided with the means to develop
motivation, interactivity, socio-affective skills, pedagogic knowledge or
professional competence (Jha, 2015). The lack of high-quality teachers of
English is believed to be the main reason that the entire process of teaching
and learning English remains ineffective. This deficiency refers to the Libyan
government’'s undeveloped accreditation procedures for universities,
programmes and courses (Aloreibi and Carey, 2017). Although the Ministry of
Higher Education in Libya has sponsored numerous teachers to travel abroad

in order to obtain the required knowledge and skills, it is clear that these
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teachers still suffer from a lack of professional development and training
(Alzain et al., 2014).

2.2.1.1.6 Social impact on English language teaching

The Libyan society has vital influence on the learning and teaching of foreign
languages. Previously, in the time of colonialism of Turkey and Italy, Libyans
did not enrol their children in schools because the focus was on the Turkish
and Italian language, consequently, Libyans show a negative attitude towards
foreign language learning (Youssef, 2012). English language teaching
structured according to the Libyan society. Elabbar (2011:11) points out that
the ‘Libyan teachers learned to be Libyan teachers in a particular social
context, using a particular kind of knowledge at a particular time, therefore
their practices are socially constructed. The practices of Libyan teachers
teaching English as a foreign language at the university level can be seen as
raised from their cultural background’. Sinosi (2010) in his turn, states that, it
is difficult for the Libyan English teachers to join the structure of the English
language with the social meanings in relation to the English language use. The
lack of motivation to English learning in Libya may perhaps be one of the key
reasons for continuing use a traditional style of teaching (Aloreibi and Carey,
2017).

The above section presented an overview of the higher education challenges
in Libya that are preventing higher education from achieving its aims.
Therefore, an urgent solution needs to be found to address these problems,
with the goal of standardising higher education in Libya.

2.3 English language teaching in Libya: a brief history

Arkoudis et al. (2012:1) pointed out that “English is currently the international
language of higher education. It has become an ever more commonplace
medium of instruction in higher education institutions around the world”. The
learning and teaching of EFL in Libya dates back to the mid-1940s, with
Youssef (2012:368) reporting that “the main objective of teaching English
language at schools and colleges in Libya is to use the language and

communicate effectively with the outside world for a better knowledge
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economy and social development”. The main teaching approach of that time
was grammar-based, with the memorisation of facts, vocabulary and
grammatical structures the focus of the second language (L2) instruction
(Hashim, 1997). In English classes, the lens of focus was placed on the
grammatical form rather than the meaning or general communicative ability of
the students. EFL in the Libyan education system has travelled through a
number of different stages. In the 1950s, the English language was taught
from primary school until the completion of secondary school. Then, at the
beginning of the 1970s, English language learning was pulled back to
preparatory school and was a compulsory subject with approximately four
classes per week, where each lesson lasted 45 minutes. This continued until
1986, when the English language was prohibited from schools and universities
in Libya as a political response by the Gaddafi regime. This withdrawal of
English language instruction lasted for many years, and as a consequence the
English language proficiencies of university graduates were negatively
affected since they engaged in their academic fields with no exposure to the
English language. This, in turn, meant that teachers of English had to teach
other subjects such as history or geography, while the students suffered due

to the lack of qualified teachers and the limited curriculum (Najeeb, 2013).

2.3.1 Current ELT scenario in Libyan universities

According to a UNESCO report in 2013, the Libyan education sector is facing
massive challenges, particularly with regard to education quality, as a result of
the lack of appropriate planning processes in the past and the outcome of the
2011 revolution.

English at the university level is a compulsory subject for English and non-
English fields. Students specialising in non-English subjects must attend one
lecture per week in English for academic purposes, which are commonly
planned, designed and delivered by English language lecturers at the same
university. Students who attend these lectures are taught basic grammatical
rules, vocabulary and scientific texts that relate to their field of study. On the
other hand, English department students must attend intensive courses in all

language skills (i.e. LSRW), in addition to other compulsory courses such as
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literature, phonetics and phonology, applied linguistics, instructional
strategies, teaching methodology; and non-English related subjects such as
statistics, Islamic studies, Arabic and psychology. All of the courses are taught
by Libyans who hold higher education degrees, or by foreign lecturers
primarily from India, Iraq and African countries. English department students
must study for four years before obtaining a graduation certificate from the
university (Al-Naiely, 2012).

At the university level in Libya, there are no curricula in departments and the
English departments are no exception (Suwaed and Rahouma, 2015; Esgaiar,
2018). Departmental teaching staff usually collaborate to establish general
outlines for the subjects that students should study each year. As a result,
there are no clear guidelines for the course content, and teaching standards
may differ even in the same department.

Therefore, one of the vital roles that the university lecturers play is to select
and present the materials that they believe are appropriate and pertinent for
their students, depending on their individual knowledge of the course.
Because of this phenomenon, Libyan teachers were found to have understood
and implemented the syllabus according to their beliefs, which were not in
agreement with the learners’ needs and the objectives of the syllabi (Orafi,
2008). In addition, there are no national exams for university students, with
lecturers responsible for designing exams for their students based the taught
content during the academic year (Suwaed, 2011).

ELT at the university level in Libya is facing many obstacles that negatively
influence both its development and any increase in the students’ language
proficiency. However, the Libyan education system has formally shifted to
communicative language teaching, despite the grammar translation method
and translation to Arabic still being practices used by English teachers.
Another obstacle is the absence of information technology equipment and
teachers lacking the necessary knowledge to operate educational equipment,
which has a negative effect on English learners. Moreover, higher education
is based on theory rather than practice. This was confirmed by Rababah
(2003), who reported that the prevailing dissatisfaction with the performance

of Arab students in terms of English at the university level is due to the lack of
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essential standards in curriculum design and testing, as well as insufficient
teaching and learning strategies.

Other new challenges that affect university teaching and which appeared after
the collapse of the Gaddafi regime include the instability of the Libyan political
landscape, which manifest through the suspension of study for weeks at a time
and the widespread availability of weapons that threaten the students’ and
teachers’ lives, as well as introducing a level of risk into the education domain
(Rajendran, 2010; Najeeb, 2013; Suwaed and Rahouma, 2015).

2.3.2 The impact of current Conflict on Libyan higher education

Prior the 17" of February 2011Libya had achieved the education Millennium
Development Goals including disappearance of gender inequality in education
by following a policy that boost girls’ education in Libya, The Libya Status of
Women survey found that 52% of Libyan women reached secondary
education or higher, compared to 53% of Libyan men. Both men and women
are achieving similar levels of higher education. Additionally, 77% of female
students under the age of 25 reported having plans to complete secondary
education or higher compared to 67% of men (Tayal, 2018). Another
achievement is the high enrolment rate in higher education sector. On the
other hand, educational quality was a concern. The long crisis of Libya has
many influences on the education system’s delivery and quality. Information
collection about the educational institutions is limited because of the
abductions and indiscriminate air strikes around the country. In addition, many
academics have been kidnapped and killed, with a bit of luck; Zawia university
staff have not faced this issue. Furthermore, access to education in some
areas is not safe because of the widespread of illegal armed militias who made
some of campuses and schools their makeshift military bases. The sad reality
is that 41% of the fighters in these militias are students and Zawia University
students are no exception. Accordingly, one of the huge future tasks facing
higher education authorities is to re-open campuses as well as getting those
students back into classrooms (Milton and Barakat, 2016). Moreover,
institutions of higher education facilities were damaged in conflict-related

violence (Carter, 2018). Although, the Libyan higher education system faces
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vast challenges, the state has Sizeable resources that can help in advancing
its educational institutions and teaching resources. Higher education can play
a massive role in stabilising and changing the education sector into better
position by producing jobs to reduce radicalism and dependence on foreign
expertise especially in petroleum and industrial institutions. One of the
beneficial steps that the ministry of higher education has started is funding
massive numbers of scholarships to train academic staff abroad (Elabbar,
2014).

2.4 Chapter summary

This chapter focused on the context of the study, providing an overview of the
Libyan education system and the current status of ELT. The higher education
situation and some of its challenges were discussed, which have a direct
impact on the quality of the sector. In the following chapter, the literature
related to language curriculum, syllabus and programme evaluation will be

critically reviewed.
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3 Chapter Three: Literature Review
3.1 Introduction

This review will primarily focus on two aspects. The first part emphasises the
importance of teaching and the assessment of language skills, in addition to
defining, designing and evaluating the language curriculum. Also included are
the evaluation of language teaching materials and needs analysis. Meanwhile,
the second section primarily focuses on programme evaluation, its function,

the types and models.

3.2 The significance of learning English worldwide

In the current era, learning English has become essential because it is the
most widely learned and spoken language internationally (Alvarez-Sandoval,
2005; Crystal, 2012; Wolf and Butler, 2017; Badger, 2018). The motivation of
second language learning and teaching could be related to national goals, that
is, the L2 is learned to serve the needs of the country (Modiano and Sharifian,
2009; Pennycook, 2017). Many countries use the English language as the
medium of instruction in schools and universities, and to engage with
business, particularly in the case of multinational companies (Renandya and
Widodo, 2016). Learning another language to supplement the first language
may also relate to international goals, as the purpose of fostering language
learning for application outside the country could include accessing research
and information. Another goal behind learning a second language is individual
motivation, whereby the language is learned for self-development and
personal reasons such as understanding a foreign culture or changing society
(Alsagoff et al., 2012; Cook, 2013). In other words, learning a second language
is related to internal and external motivations, and both offer educational value

to learners.

Najeeb (2013:1243) argued that “the majority of language learners veer to
English as the second language”. In the same vein, Intarapanich (2013)
claimed that the English language is the most widely learned second language

worldwide. Furthermore, Kennedy (2010) states that the English language is
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utilised all over the world more than any other language. However, the English
language is often described as a ‘global language’ because it has met the two
criteria that determine a language as an international language: it being
established as an official national language, which as stated by Crystal (2012)
is best demonstrated by English; and prioritising the language to be taught in
foreign language teaching contexts. It is not surprising that the English
language is taught as a foreign language in over than 100 countries (Kachru,
2006; Crystal, 2012). Hence, over 80% of information found on the Internet is
written in English, while the scientific journals published in many countries are
now switching from the vernacular to English. Consequently, the English
language is currently the undisputed language of science and technology
(Nunan, 2003; Shyamlee and Phil, 2012; Reddy, 2016).

Overall, learning the English language is considered imperative in today’s
globalised and interconnected world because it has become a ‘lingua franca’
(Seidlhofer, 2013; Low, 2014), or rather a communicative tool employed
between speakers of different first languages, as described by Kennedy
(2010:88) ‘English often perform this function either institutionally where an
English-language policy has been formally adopted, or informally with
individuals’ agreement’ i.e. third language as communication tool. Each
country has its own unique needs in terms of learning and teaching English.
For example, in Saudi Arabia, the English language is taught because it is
regarded as a means for economic development, since it is utilised for
communication between multi-national oil and gas corporations, and it is
applied as the medium of training in many organisations (Elyas and Picard,
2010; Mahboob and Elyas, 2014).

In Sudan, the English language is viewed as being vitally important for the
development of science and technology, particularly following the discovery of
oil in certain parts of the country, and it represented the language of consent
for the peace agreement signed with the Southern Sudanese opposition
(O'Brien and Nur, 2014). Whereas in Malaysia, the teaching and learning of
English is deemed to be essential due to the existence of many diverse
cultures with various languages used within the society; for example, the
mastery of the English language is important for teachers and students in
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educational institutions in order to overcome the challenges of communication
between many different native speakers (Ramlan and Maarof, 2014).
Furthermore, in China, English is regarded as a tool that facilitates access to
modern scientific and technological knowledge, and it is a means to
communicate globally in order to strengthen the Chinese economy (Cheng,
2011). Antara (2014) asserted that the English language is important within
Bangladeshi society because it is prerequisite for obtaining a prestigious job

in Bangladesh.

Al-Jardani (2012) described that learning English in the Sultanate of Oman
prepares individuals to be able to work effectively in business, the media and
education fields. Furthermore, the English language in Jordan occupies a
paramount position, even competing with the Arabic language in some sectors
such as tourism and foreign affairs. Therefore, the number of people who study
English continues to increase because the majority of vacancies require a
certain level of English language proficiency (Drbseh, 2013). Likewise,
Mahboudi and Javdani (2012) argued that speaking English in Iran is a key to
successful employment and joining the international community. English is
therefore considered as the lingua franca in most parts of the world. Similarly,
in Egypt, English language competency is regarded as a crucial skill for
success. It is required for Egyptians to access the development of information,
to join the international economy, and represents one of the criteria for
securing employment abroad, particularly in the Gulf states (lbrahim and
Ibrahim, 2017).

The Libyan context is no exception, and as asserted by Elmadwi and
Shepherd (2014:29), “in Libya, English is taught as a foreign language, and
the purpose of learning English is for communication and to communicate
efficiently”. Consequently, Libyans need to learn the English language to
communicate with the rest of the world, not least because it is the language
used to negotiate oil and gas trading agreements; moreover, English is the
language of technology and science in the current global economy (Otman
and Karlberg, 2007; Albukbak, 2008; Kirkpatrick, 2018). Having discussed the
international significance of learning English, the next section focuses on the

teaching of the four language skills.
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3.3 Teaching the four language skills

Undoubtedly, language has myriad uses. Communication is the vital purpose
of a language, and without language communication would not be possible
(Lessow-Hurley, 2003). Any language has four necessary components to be
learned, which are known as the four language skills of LSRW (Sadiku, 2015;
Burns and Siegel, 2017). In foreign language learning, these skills are
classified into input and output language skills. The former refers to the
listening and reading skills, while the latter relates to the speaking and writing
skills (Pachler et al., 2013). Although the LSRW skills might appear to be
distinct, they are “bound together with an inseparable bond” (Sadiku, 2015:29).
For the foreign language teaching to be successful, the four language skills
have to be incorporated in effective manner. As asserted by Hinkel (2010), the
teaching of language skills cannot be conducted independently.
Consequently, the accuracy of LSRW will be gradual, which supports the
raising of the learners' proficiency levels and advancing language learning
(Donoghue, 2009; Ediger, 2010; Palmer, 2014; Harmer, 2015).

In the twentieth century, the domain of language teaching developed into an
active area of educational debate and innovation (Pitt, 2005; Davison, 2011;
Hayes and Burkette, 2017), with the foundations of the modern approaches to
language teaching being established at the beginning of the century. This
development and shift in language teaching was a reaction to the growth in
demand for second and foreign language speakers (Mukalel, 2005; Larsen-
Freeman and Anderson, 2013; Richards and Rodgers, 2014; Curtis, 2017;
Richards, 2018). In order to gain deep understanding of the approaches and
methods of EFL teaching, there is a need to consider unambiguous definitions

for the terms ‘approach’, ‘method’, ‘procedure’ and ‘technique’.

First, an ‘approach’ refers to a set of correlative assumptions and beliefs that
are concerned with the nature of language teaching and learning, or it may be
related to the philosophy that a method reflects. Furthermore, an approach
represents the theoretical principles that lead language learning and teaching,
such as the communicative approach (Jesa, 2010; Bahumaid, 2012). Second,

‘method’ can be defined as an overall plan for presenting language material,
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based on the chosen approach, with methods in the classroom guided by
techniques (Richards and Rodgers, 2014; Richards, 2018). Method also refers
to the used methods that have been conceptualised and constructed by
experts in the field (Kumaravadivelu, 2006). Third, ‘procedure’ is the set of
systematic actions that assist in implementing a method, with these actions
being referred to as ‘techniques’, which can be defined as “implementational-
that which actually takes place in a classroom, it is a particular trick, stratagem,
or contrivance used to accomplish an immediate objective. Technique must
be consistent with a method, and therefore in harmony with an approach as
well” (Richards and Rodgers, 2014:21). In other words, an approach is
axiomatic, a method is procedural and a technique is implementation; the three
ought to operate as one component for the success of learning and teaching
the language process. In addition, comprehending the relationship between
these terms can benefit a teacher in identifying the reasons behind their
choices of teaching methodology (Johnson, 2015). The next section considers

the methods and approaches for English language teaching in detail.

3.4 English language teaching: methods and approaches

In the past, language teaching researchers have focused on identifying the
optimum method that would work for all learners in all settings. However, it has
long been recognised that there never was and possibly never will be one
generic method that supports all cases, and consequently some of the focus
of language teaching research has shifted towards the development of
classroom activities and tasks (Nunan, 1995; Johnson, 2015; Hall, 2017).
There are many methods and approaches for teaching a second or foreign
language. Those methods can be clustered into i) language-centred methods
such as the audiolingual method, which is concerned with linguistic forms and
offers opportunities for learners to perform prearranged linguistic structures
through engaging with exercises in the classroom; ii) learner-centred methods
such as communicative methods that are concerned with language use and
learner needs; and iii) learning-centred methods that are concerned with the
learning process itself (Kumaravadivelu, 2003). Any language teaching

method involves a number of principles established as standards that should
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be applied by teachers in classrooms in order to achieve the desired level of
language acquisition. In addition, the chosen method should be appropriate to
the learners’ characteristics and the type of learning it leads to (Coe et al.,
2014).

The following section will review the dominant language methods and
approaches that are currently employed by EFL teachers in Libyan
universities, namely the grammar translation method, the direct method, the

audio-lingual method and the communicative approach.

3.4.1 Grammar translation method

The grammar translation method is one of the main methods for teaching
foreign languages, and has also been known by other titles such as the
‘grammar school method’, because it was developed to be used in secondary
schools, and the ‘classical method’ due its use in teaching classical languages
such as Latin and Greek. The grammar translation method is employed to
support learners to read and appreciate foreign language literature. It is also
expected that through the study of the grammar of the target language,
learners will become more familiar with the grammar of their mother tongue
(Howatt and Widdowson, 2004; Pollock and Waller, 2012; Larsen-Freeman
and Anderson, 2013).

The grammar translation method is an efficient way of learning vocabulary and
grammatical structures, which are central in terms of facilitating easier
language learning. In addition, learners become acquainted with the two
languages concurrently, while their reading and writing skills are widely
developed (Mart, 2013). Abdullah (2015) pointed out that the grammar
translation method has two key objectives: first, to develop students’ reading
ability in the context of reading literature in the target language; and second,

to develop students’ general mental discipline.

The principles of the grammar translation method can be summarised as
follows: i) learners should be taught primarily through the mother tongue with
little use of the target language; ii) vocabularies are taught in the form of lists

of isolated words, with memorisation encouraged; iii) the grammatical
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structure of the foreign language is best taught when paralleled with the
mother tongue’s grammatical structure; and iv) minor attention is given to oral
skills and pronunciation (Brown, 2000; Abdullah, 2015).

Teaching of the grammar translation method is characterised by the translation
of vocabularies and texts from the target language into the first language, in
addition to the deductive acquisition of the grammar (Natsir and Sanjaya,
2014). In the grammar translation method, communication in the classroom is
primarily in the first language. The teachers play a prominent role and the
learners interact with the teacher, as opposed to each other (Esmaeil, 2015).
However, Larsen-Freeman and Anderson (2013:46) argued that the teachers’
and learners’ roles are very traditional, whereby the teachers have the
authority in the classroom and learners must follow their instructions and
commands, and thus the learners can learn only what the teachers know.
Therefore, in this method, the learners perform a passive role and their
opportunity to practise the target language is limited because the emphasis is
placed on the written language rather than the spoken language, and the
learners gain little knowledge of how the target language is used in everyday

conversation.
3.4.1.1 The grammar translation method in the Libyan EFL setting

The grammar translation method, as the name indicates, relies fundamentally
on the translation of the target language into the learner's mother tongue,
alongside the memorisation of grammatical rules and vocabulary. According
to Abukhattala (2016:262), “at all levels of education, the grammar-translation
method is still the norm of ELT in Libya”. Libyan learners are already familiar
with such methods of teaching and learning, since they are accustomed to
learning by memorisation and low interaction in the majority of their subjects
and at all levels of education. The grammar translation method remains highly
active in the Libyan EFL setting because most Libyan English teachers were
taught via certain aspects of the grammar translation method during their own
learning journeys. In Libya, the grammar translation method is widely applied
as a teaching technique “o check students’ understanding, help students

clarify the meanings of linguistic units, increase students’ vocabulary, develop
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students’ ability of contrastive analysis, and assess students’ overall language
learning” (Mohamed, 2014:39). However, the learning styles of students are

affected by quiet and weak interaction with their teachers (Elabbar, 2011).

3.4.2 The direct method

The direct method was introduced in the early twentieth century as a response
to the issues experienced by those teachers who used the grammar translation
method in their classrooms. It became popular due to the failure of the
grammar translation method in preparing students to use the target language
communicatively. The direct method is based on one cardinal rule that no
translation is allowed, with the main aim of this method being to express
meaning through the target language directly using realia, pictures or
pantomime (Larsen-Freeman and Anderson; 2013, Curtis, 2017).

The direct method is characterised by the prohibition of the first language in
the classroom. Its features are that only the target language should be used,
with meanings linked directly by connecting speech forms with action, objects,
mime, gestures and situations. Moreover, reading and writing should only be
taught after speaking (Albukbak, 2008). Another principle is that oral
communication skills should be constructed through interaction between the
teacher and a small number of learners in the classroom, because smaller
groups can practise the language with each other more frequently.
Furthermore, correct pronunciation and grammar ought to be emphasised,
while abstract vocabulary is taught through the association of ideas (Brown,
2000).

Despite the ability of the direct method to facilitate in achieving professional
oral skills, to realise this the teacher must have native or near-native
proficiency in the target language in order to ensure progress (Mart, 2013;
Christison et al., 2015).

3.4.2.1 The direct method in the Libyan EFL setting

The direct method is generally understood by language teachers; however,

the method is rarely employed in Arabic educational institutions, due to the
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difficulties of adhering to its main premise of only using the target language in
the classroom. Hamdallah (1999:249) claimed that “n the Arab world, it is
almost impossible to banish the learner's first language, Arabic, when teaching
English as a foreign language”. In other words, Libyan English teachers may
consider the direct method, but there is little evidence to support its use in an
effective manner, unless the teacher in question is from the new generation
who graduated after the postponement of English language learning in Libya.
For this reason, the majority of English teachers in Libya were found to have
been taught using the grammar translation method, or one of its phases
(Elabbar, 2011).

Furthermore, the direct method is almost impossible to be applied in Libyan
educational institutions due to the many obstacles that include i) the large
numbers of students in each classroom, which limits the application of the
learning activities; and ii) the local culture, which does not encourage direct
communication between males and females who study in the same classroom.
This restricts most teachers to selecting teaching materials that contain few
practical activities (Sawani, 2009; Epri, 2016). However, the direct method is
difficult to apply not only in Libya, but also worldwide. For the aforementioned
reasons, language teachers in most Arabic countries are well aware of the fact
that Arab learners will ask them to recourse to their first language (Arabic) in

particular situations.

3.4.3 The audio-lingual method

Similar to the direct method, the audio-lingual method was proposed by
American linguists in the 1950s, representing a combination of behavioural
psychology and linguistics. The audio-lingual method is an oral-based
approach based on the belief that a language is primarily a combination of
sounds utilised for communication, with writing a subordinate system
employed to record the oral language. In other words, the priority is placed on
teaching the listening and speaking skills, followed by the reading and writing
skills, since the objective of the audio-lingual method is to communicate
through the target language effectively. As stated by Galante (2014:57), “the

Audio-lingual Method gained popularity with its overemphasis on oral drills and
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production”. It trains students in the use of grammatical sentence patterns and
teaches language through dialogues that rely on the habit formation of learners
(Larsen-Freeman, 2000; Mart, 2013).

Westwood (2008:190) argued that the audio-lingual method was strongly
influenced by a belief that fluent use of a language is developed from a set of
‘habits” that can be developed with considerable practice. Therefore, the
bases of audio-lingual classroom practice are dialogues for repetition and

memorisation, and drills are a unique feature of the audio-lingual method.

This method is characterised by teacher dominance, whereby the teacher
models the target language, controls the direction of learning and corrects the
students’ performance. Learners play a reactive role by responding to stimuli,
but they are not encouraged to initiate interaction as this may lead to mistakes
(Richards and Rodgers, 2014). However, various techniques are implemented
in the audio-lingual method in order to compel the learners use the target
language communicatively, including the memorisation of dialogues, repetition
drills, dialogue completion, the use of minimal pairs and grammar games

(Larsen-Freeman, 2000).
3.4.3.1 The audio-lingual method in the Libyan EFL setting

The audio-lingual method is widely utilised in the Arab world, particularly in
Libya, with Alakkam and Ryahan (2013:568) noting that “learning by rote and
repetitions principles of the audio-lingual method have been at the heart of
foreign language education”. The audio-lingual method supported some EFL
Libyan teachers’ attitudes towards learning, because those who teach large
groups favoured the drilling method for the majority of provided activities,
including reading and grammar patterns (Sawani, 2009). Audio-lingual drills
can be helpful for students who are struggling with the pronunciation of
particular English sounds (Galante, 2014), which may be because the
repetition causes a memory pattern through which they eventually recall

without thinking.
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3.4.4 The communicative approach

According to Howatt and Richard (2014:78), the communicative period aims
to achieve “real-life communication” with the use of communicative language
teaching, which is also known as the communicative approach. The
communicative approach is a learner-centred approach that originated in the
1970s and 1980s. The aim is to develop both the accuracy and fluency from
the establishment of language learning. Moreover, the learner acquires social
skills in addition to grammatical competence, with the purpose of satisfying
everyday needs. Since the objective of the communicative approach is to
enable learners to communicate competently, the teacher plays a co-
participant role and facilitates the communication process between all
participants within the learning—teaching group. Additionally, he/she provides
the resources necessary for communication to be effective in every context.
Furthermore, the teacher plays a secondary role such as a guide for the
classroom procedures and activities, a needs analyst and a counsellor (Patel,
2008; Richards and Rodgers, 2014). The learners engage in different roles to
those found in the traditional L2 classrooms, whereby they should participate
in the classroom activity and listen to their peers in pair or group work tasks,
as opposed to merely depending on the teacher for direction (Richards and
Rodgers, 2014; Sadeghi and Richards, 2015; Gursoy et al., 2017).

Klippel et al. (2012) highlighted a number of ways to set up communicative
activities in the classroom: i) the buzz group, where the students are divided
into small groups and discuss a topic before reporting it to the whole class; ii)
the fishbowl, where all the students sit in a circle and in the centre of the circle
those students who hold controversial views about the discussed topic start to
debate with the other students who are sat in the outer circle, then, those
students who are sat inside the circle are replaced by other students who can
present their case better; iii) networking, where the class is divided into groups,
with each group receiving a ball of string to be held by the speaker of the
group, so as each speaker finishes his/her talk, they hold the string but pass
the ball to the next speaker and thus a web develops showing who has talked

the most and the least; and iv) the market way, where all the students circulate
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the classroom and talk to each other. Therefore, the most important goal of
the activity is achievable that is keeping the learners talk and reducing the

teacher talking time.

The communicative approach is built on the notion that the aim of learning a
second language is to achieve communicative competency. The learner has
to be familiar with the rules of using language in order to generate language
appropriate for certain situations, and should be knowledgeable of the use of
different techniques to communicate effectively (Patel, 2008). Larsen-
Freeman and Anderson (2013:128) summarised some of the main principles

of the communicative approach as follows:

e Learners should have choices in communication of what to say and
how to say it.

e Cooperative relationship among learners should be encouraged such
as opening chances to negotiate meanings.

e The social context of the communicative is vital.

e Authentic materials should be used.

3.4.4.1 The communicative approach in the Libyan EFL setting

With the advent of information technology and globalisation, communicative
competence in English has become essential. Therefore, in 2005, the
government in Libya decided to shift to top-down reforms of all curricula,
including the new English language curriculum, which is based on a
communicative approach to language teaching. This approach concentrates
on teaching language in realistic contexts and stresses the communicative and
social aspects of English (Altaieb and Youssif, 2015). The adoption of this new
curriculum was power-coercive, because the teachers were not involved in the

design.

The training provided to support teachers in implementing
the new curriculum was also limited; they attended seminars
lasting a week during which they were shown the new
textbooks and given information about the curriculum. These
sessions were led by ELT inspectors who themselves had
been trained by the publishers of the course books.
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(Orafi and Borg, 2009:245)

Using the communicative approach in the Libyan context is not easy due to
the lack of teacher training and the low level of student proficiency, in addition
to the large numbers of students in each classroom that is normally 50+. This
might impede the successful outcome of the communicative activities and
achieving quality language learning (Epri, 2016; Marais, 2016; Sahinkarakas
and Inozu, 2017). Moreover, a communicative classroom requires
considerable time to set up the activities, which is challenging with high-density
classes. Additionally, the excessive teacher talk time restricts the amount of
student talk time (Shebani, 2016), while the local culture might be another
obstacle to applying the communicative approach because it does not tolerate
direct communication between male and female learners. As Hedge (2000:72)
argued, “there is the issue of whether a communicative approach is
appropriate to local contexts and cultures, and how it might be adapted and

used by teachers and learners in relevant ways”.

Culture plays a key role in English language learning and the teaching
process, influencing the processes from a range of dimensions since teaching
a foreign language cannot be effectively achieved without consideration of the
prevailing culture. Ahmed (2015:160) cautioned that “the target language
cannot be fully mastered if the cultural component of the language is missing”.
Moreover, the global role of the English language is considered to be the main
justification for teaching its culture as a fifth skill alongside the LSRW skills.
Foreign language teaching has been described as foreign culture teaching,
and foreign language teachers referred to as foreign culture teachers
(Choudhury, 2014). In the Arab world, the culture has affected and influenced

the education in general, and the manner of teaching EFL in particular.

Teaching in Arabic countries is inclined towards manipulating direct lecturing
illustrating models with assessment depending entirely on examinations;
therefore, the education system is described as an examination-oriented
system that is reliant on memorising facts rather than applying concepts. This
scheme is at direct odds with the teaching and assessment system found in

Western countries, which relies on interactive education and assignments.
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This traditional educational system is responsible for the challenges and
hardships that Arab students encounter when they decide to study abroad
(Mahrous and Ahmed, 2010; Derderian-Aghajanian and Wang, 2012; Ibrahim
and Ibrahim, 2017). Teaching and learning the English language in Libya have
been negatively affected by the local culture, as many English teachers find it
difficult to apply ideas and to utilise teaching methods that are not compatible
with Libyan culture. Elabbar (2014:74) asserted that “foreign language school
teachers’ knowledge of teaching are strongly controlled by the wall of culture”.
Further, Ahmed (2017) argued that many of the English language textbooks
that are designed primarily for skill development and are published in English-
speaking countries contain native-culture-biased materials that are sometimes

criticised for their unacceptability among non-native learners.

In other words, Libyan teachers may be unable to explain or discuss a topic
that is unacceptable in the local culture because the Libyan education system
features mixed gender education. Another important point affecting the
success of communicative language teaching is the teacher training for
English language programmes, which has not improved the participants’
competency and skills because of the local educational culture, which controls

the materials and methodologies.

Additionally, the English language classroom interaction in Libya is immersed
in a number of social and cultural influences as English language materials
and classroom activities need to be carefully filtered. For the reason that,
certain sensitive topics such as marriage, alcohol or nightclubs cannot be
discussed in a Libyan classroom, even though the majority of the classrooms
are female students, but it is still mixed-gender (Sawani, 2009; Pathan et al.,
2016). In summary, the impact of the Libyan culture is perhaps one of the key
factors behind the low level of English language learners because it limits the
scope of its teaching; however, “since no two cultures are exactly identical,
second or foreign language learners will inevitably encounter cultural
confrontations on their learning route” (Zhang, 2006:42). After reviewing the
most commonly used ELT methods and approaches in Libya, the following

section will consider task-based language teaching.
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3.4.5 Task-based language teaching

The debate on which method or approach of language teaching is more
effective is ongoing. Over the past thirty years, task-based language teaching
has become prominent and the most preferred approach to foreign language
teaching in some countries such as India and New Zealand because it is based
on the assumption that learning will be more effective when it is associated
with real-life tasks. Task-based language teaching developed as a
consequence of applied linguists’ and pedagogues’ dissatisfaction with the
prevailing approaches to second and foreign language teaching. A noteworthy
difference between task-based language teaching and previous form-oriented
approaches is that task-based language teaching classes begin with an
emphasis on meaning, followed by a focus on language and finally the focus
on form (Van den Branden et al., 2016; Hall, 2017).

Ellis (2003) asserted that the focus of classroom activity is the task, which
drives the learners to comprehend and interact in the target language with the
emphasis placed on meaning. In the literature, tasks are typically clustered
into focused and unfocused types. The unfocused type is classified into
pedagogic and real-world tasks that may potentially predispose learners to
select from a range of activities; nonetheless, they are not designed with the
use of a particular activity in mind. In other words, unfocused tasks are
introduced to offer learners the opportunity to practise the target language in
a communicative manner. In contrast, the focused tasks are grouped into
structure-based production tasks, comprehension tasks and consciousness-
raising tasks. Focused tasks are planned to afford learners with opportunities
to communicate using definite linguistic features, typically grammatical
structures (Ellis, 2009; Erfani and Torkamani, 2015; Ganta, 2015).

According to Nunan (2004), task-based language teaching enhances the use
of the target language due to its focus on learning through communication,
conveying meaning and engaging with authentic materials. It also provides
opportunities for the students to focus on the learning process. Therefore, it
can be described as being student-centred due to its encouragement for

meaningful communication to ensue. Renandya and Widodo (2016) discussed
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ten elements for language learning to be classified as student-centred, as

summarised in Table 3.1 below:

Table 3.1 Student-centred learning elements (Source: Renandya and Widodo, 2016:14)

Element Brief explanation

Student and teacher as | Teachers learn along with students.

co-learners

Student-student Teachers encourage students to share with their peers.

interaction

Learner autonomy Students become more independent of teachers and more responsible
for their own learning.

Focus on meaning The best learning takes place when students fully understand what they
are studying and why they are studying it.

Curricular integration Students understand the link between what they study in class and life
beyond it.

Diversity Learning helps students appreciate the benefits of diversity.

Thinking skills Students go beyond the information given to them.

Alternative assessment Assessment broadens to include non-traditional forms.

Learning climate Students and teachers strive for participation by all class members.

Motivation Intrinsic motivation become predominant, as classroom climate
harmonises with students’ innate desire to learn.

The key benefit of task-based language teaching is its communication-centred
focus, as it helps students to interact spontaneously and offers them the
opportunity to instinctively produce language, which will potentially lead to
native-like language performance, as well as motivating students to become

language users as opposed to language learners (Ganta, 2015).

On the other hand, one of the main challenges of task-based language
teaching is task difficulty and task sequencing in the curriculum. Moreover,
although this type of teaching is stimulating, it fails to take into account
individual learner differences and does not attend to their needs. Then, despite
the fact that task-based language teaching aims to enhance communication in
the target language, the learners’ native language is excessively used in
completing the tasks (Shaikh, 2013; Ganta, 2015; Hall, 2016).

To conclude this section, in order to improve the efficiency of the ELT and

learning process, teachers should be knowledgeable about a range of
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elements such as the curriculum, classroom management, instructions,
assessment, appropriate teaching methods for the lessons and the learners’
needs (Coe et al., 2014; Natsir and Sanjaya, 2014). In addition, the focus of
teaching has to be shifted from teacher-oriented to learner-oriented.
Furthermore, twenty-first century education needs to train students for new
modes of thinking that besides language skills should include creativity,
problem solving. critical thinking and teamwork (Biggs, 2011; Griffin and Care,
2014) in order to produce a different type of graduate better equipped to
contribute to the workforce and more effectively serve the needs of society
(Harfitt, 2015).

This part of the literature review has recognised the importance of learning
English globally, reviewing the teaching of the four language skills in general,
and addressing the language teaching methods and approach applied in Libya
by English university teachers in particular. In addition, task-based language
teaching has been discussed. The next section will focus on the assessment

of the four language skills.

3.5 Assessment of the four language skills

Language scholars have broadly defined the four skills of the language as
LSRW, considering them to be macro skills that are interconnected. Those
skills are linked to each other through two specifications: the mode of
communication, either oral or written; and the direction of communication,
through either receiving or producing the message (Aydogan and Akbarov,
2014). Learning the language skills and assessment can be said to be related.
In order to improve the effectiveness of tuition, teaching methods need to be
aligned with the assessment methods and learning goals. Although language
skills are strongly related, they must to be assessed independently in order to

determine the nature and the extent of students’ learning and achievement.

It is worth mentioning that the existing range of test formats and types are the
result of outcome assessment needs in language learning. Language testing
is typically described as assessing learners’ language knowledge including the

evaluation of vocabulary, grammar and the four skills (i.e. LSRW). Prior to
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identifying the types of assessment, it is pertinent to understand the meaning

of the test and its types.

Brown (2004:44) defined a test as “a method of measuring a person’s ability,
knowledge, or performance in a given domain”, while Bachman (1990) claimed
that a test is a measurement instrument designed to produce a particular
sample of an individual's behaviour, and that this is what differentiates one test
from another. However, before designing a test it is important to determine its
purpose, objectives, scoring type and the expected feedback in order to

achieve an accurate measurement of the test-taker’s ability.

In the literature, three types of language classroom tests are identified:
placement test, diagnostic test and achievement test (Brown, 2004; Fulcher,
2013). Firstly, the aim of the placement test is to position the student into a
particular level of a language compared to the previous knowledge and ability
of a student. Secondly, a diagnostic test is designed to identify specific aspects
of a language such as pronunciation, which may detect the phonological
features of the language. Finally, an achievement test is associated with
classroom lessons and may be based on the entire curriculum. Achievement
tests are characterised by their restriction to certain materials included in a
particular curriculum and delivered at a precise time. Other types of language
tests include proficiency tests, such as IELTS, TOEFL and the Pearson Test
of English (O'Louglin, 2014), which are employed specifically for satisfying job

applications and entrance to university.

There are two types of assessment utilised during the language learning
process: formative and summative assessment (Wolf and Butler, 2017; Carola
and Viebrock, 2018). Formative assessments are usually described as
classroom assessment or assessment for learning while the language course
or programme is ongoing (Burke, 2010). They measure English language
learners in two main areas: the level of English language proficiency, and the
level of content knowledge. Therefore, the main benefit of conducting
formative assessment is the valuable information it offers to teachers and
curriculum designers, while supporting them in refining the quality of teaching

for all learners and introducing the optimum teaching materials that meet the
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learners’ needs. The main reason for conducting a summative assessment is
to obtain information on what students have learned in a given period within a
content area. Usually, summative assessments are conducted at the end of
formal classroom teaching, although the results may not deliver helpful
feedback to teachers in terms of improving the instruction for those students
(Andrade and Cizek, 2010; Fazlur, 2011). As pointed out by Herman and
Baker (2005:1), teachers “wisely recognise that information from annual state

tests is often too little, too late”.

According to Andrade and Cizek (2010), conducting a reliable and valid
formative assessment of English language learners requires five main steps:
i) using a reasonable number of questions, ii) delineating the test format, iii)
establishing content and construct validity, iv) avoiding the ambiguous writing
of questions, and v) obtaining feedback from learners. Nevertheless,
summative or formative assessments can be easily achieved for English

language learners if they do not contain redundant linguistic complexity.

Another type of language assessment introduced by Coombe (2012) is the
traditional versus alternative language assessment. With traditional
assessment learners need to answer multiple-choice questions, true—false
questions or short-answer questions. Whereas, with alternative assessment,
learners are assessed on what they integrate and produce rather than what
they are able to memorise and reproduce. The alternative assessment is used
to acquire a dynamic picture of the learners’ competence development and to
raise the awareness of the learners’ acquisition process (Carola and Viebrock,
2018). Bailey (1998) developed a comparison between traditional and

alternative language assessments, as seen in Table 3.2.

Table 3.2 Comparison between traditional and alternative assessment (Source: Bailey,

1998:207)
Traditional assessment Alternative assessment
One-short test Continuous, longitudinal assessment
Indirect tests Direct tests
Inauthentic tests Authentic tests
Individual projects Group projects
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No feedback provided to learners Feedback provided to learners

Timed exams Untimed exams

Decontextualized test tasks Contextualized test tasks
Norm-referenced score interpretation Criterion-referenced score interpretation
Standardised tests Classroom-based tests

Overall, the most important consideration in designing and developing a
language test is the use-case for which it is intended. Therefore, the most
essential quality of a test is its usefulness, which can be tested by the quality

tests validity and reliability, as explained in section 3.4.2.

3.5.1 English language assessment in Libya

In Libya, the Ministry of Higher Education controls the assessment procedure
of higher education (El Hassan and Al-Hroub, 2013). This procedure is
undertaken by the traditional method of examination, including English
language assessment, where the first examination is located in the middle of
the academic year and the second is sat at the end of the academic year.
Therefore, the students’ focus will be on how to obtain high marks and pass
the exams rather than the learning itself (Jha, 2015). According to this
approach, no regular evaluation of the learning progress can be achieved
during the study period, consequently impacting on the students’ motivation to
learn. However, engaging students in monitoring their learning progress is
likely to provide them with a clear picture of what they have acquired or are
yet to learn from the lessons (Dainton, 2010; Zagood, 2015). The English
examination papers are primarily focused on reading and writing skills, with
other skills such as oral communication being ignored, which leads to
limitations in the students’ ability to answer spoken questions in English
correctly. In addition, considerable challenges arise in terms of studying fields
such as medicine and petroleum engineering that require a high level of
English language proficiency (Najeeb, 2013). Despite students in Libya now
studying English at all levels of education as a compulsory subject, they are
unable to communicate authentically through conversation (Albukbak, 2008).
English language assessment in Libya tends to be summative, and has been

criticised for its focus on the memorisation and recollection of information, as
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well as placing students under intense pressure at certain times of the
academic year (Alhmali, 2007; Orafi and Borg, 2009; Shihiba, 2011).

3.6 Validity, reliability and washback in language assessment

Validity in language testing and assessment refers to determining whether a
test examines precisely what it is intended to examine, or uncovering the
suitability of a given test or any of its elements as a measure of what it is
intended to measure. Validity is based on the assumption that when the
examiner writes a test, he/she has the intention to measure factual elements
and validity is concerned with whether a certain test measures its intended
objectives (Fulcher and Davidson, 2007; Uysal, 2010).

According to D’Este (2012), there are four types of validity: i) predictive validity,
which refers to measurement that is obtained sometime after the test has been
administered; ii) concurrent validity, which is inspected when test score and
criterion score are identified at the same time, and can be observed when one
test is suggested as an alternative for another; iii) content validity, which is
concerned with the degree to which the items of a test are applicable to the
content domain of the test; and iv) construct validity, which is used when an
examiner wants to determine that a certain component is valid by linking it to
another component that is assumed to be valid. However, as a test can be
valid only when its content and conditions are relevant, validity is one of the

most important qualities of a language test, together with reliability.

Reliability can be defined as the consistency of measurement; what is
considered to be a reliable test will have scores that will be consistent across
different characteristics of testing scenarios. Therefore, reliability is the
function of score consistency (Bachman and Palmer, 2005), and can also
mean the “trustworthiness” or “reproducibility” of test scoring (Fulcher and
Davidson, 2007:23,104). According to Chiedu and Omenogor (2014) there are
four types of reliability in language testing and assessment, namely test—

retest, parallel forms, inter-rater and item reliability, as described below.

e Test—retest reliability: Obtained by conducting the same test twice

during a particular period of time with a group of learners. Then, the
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scores from the two tests are compared to progressively assess the
constancy of the test.

e Parallel or alternate form reliability: Achieved through producing two
forms of the same test by changing test items fairly. In this case, the
reliability is the parallel between the two test scores.

e Inter-rater reliability: Used to measure the degree to which different
assessors reach agreement on the assessment decisions of the same
test as their marking approach will differ.

e |tem reliability: Utilised in order to measure the extent to which various
test items investigating the same concept offer similar results as the
test items may not be reliable; for example, they might be too easy or
too challenging for students.

Tester fluctuation may be the reason behind the unreliability of a test, while
reliability can cause a problem when the required test is time limited such as
the IELTS test, since the students’ ability will be different (Cheng and
Watanabe, 2004; Fulcher and Davidson, 2007).

Validity and reliability are assessed by the degree to which the test has
positively affected the teaching process. On the other hand, washback
indicates the extent to which a test influences the language learners’ focus
and the teachers’ instructions (Altowaim, 2015). Washback was also referred
to as "test impact, systematic validity, measurement driven instruction,
curriculum alignment and backwash" (Beikmahdavi, 2016:135).

Although a poor test should result in a negative influence, a good test should
or could generate positive washback; however, the washback influence is
typically understood as being negative since tests are considered to compel
teachers to unwillingly modify their practice (Alderson and Banerjee, 2001,
Cheng and Watanabe, 2004). Ultimately, washback can have a harmful
influence, beneficial influence or no influence on educational practice.

Taylor (2005) reported that washback can have a positive influence on
language learning when the testing process encourages teaching practice. In
addition, this type of washback is considered to be a criterion for evaluating
language tests. On the other hand, the negative influence of washback can

manifest when an examination format and content are grounded in the
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restricted meaning of language ability, consequently narrowing the learning
and teaching settings.

Aftab et al. (2014) introduced two further types of washback: overt and covert
washback. Overt washback is harmful and contains the obvious use of test
papers or samples from textbooks, which highlight the skills employed in
testing. Meanwhile, covert washback refers to the assumptions of how
students learn.

Another classification is provided by Cheng and Watanabe (2004), who
categorised washback according to the degree of strength and weakness of
the types. While a strong washback type affects the entire activities that
manifest in the classroom, a weak washback type influences only some of the
teaching activities.

According to Spratt (2005), there are six parts of language teaching and
learning that could be influenced by washback: teaching materials, curricula,
teaching methods, learning process, attitudes and feelings. Similarly, Hughes
(2003) considered that washback can influence learners, teachers,
educational systems, and even the entire society. For the test washback to be
positive, the management of language testing must notify the testers and
teachers about their effective role in terms of offering improvements at the
levels of the classroom and the learning programme. Thus, awareness of the
part that the testers and teachers play in the changes that take place in the
educational institution may present positive washback, which may lead to life-
long learning (Spratt, 2005).

In summary, validity, reliability and washback play a significant role in
language assessment and are mutually complementary, since washback is
related to the influence of testing on learning and teaching, and validity and

reliability are attributed to the effectiveness of washback in language testing.

3.7 The concept of curriculum

Within the literature, some confusion occurs over the terms 'syllabus' and

‘curriculum’. Therefore, it is important to define the difference between the two.

Defining the syllabus and curriculum
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The curriculum and syllabus are both important to an educational institution,
with Richards (2013:6) stating that “the term curriculum is used to refer to the
overall plan or design for a course and how the content for a course is
transformed into a blueprint for teaching and learning which enables the
desired learning outcomes to be achieved”. After the content has been chosen
and structured into sequenced units, a syllabus is designed. Hall (2016)
highlighted that curriculum is a superordinate term, whereas syllabus is a
subordinate term. Therefore, the syllabus can be seen as a component of the
curriculum that focus on what units will be taught to the students. Additionally,
curriculum refers to the entire content of an educational programme, while the
syllabus represents a single subject or content element. Therefore, a

curriculum is broader and more extensive than a syllabus.

In order to review the role of the curriculum in teaching foreign language it is
important to understand its meaning by providing a number of definitions. The
term curriculum has many explanations in the literature, which may be narrow
or broad in relation to what is involved and what is excluded in the statement
definition. Although there is no universally agreed definition of curriculum,
efforts have been made by many scholars to define what the curriculum is.
Luke et al. (2013) defined the curriculum as the sum total of resources that are
brought together for teaching and learning by teachers, students, and the
community in classrooms and other learning environments. Whereas Barrow
(2015:3) defined the curriculum as ‘the prescribed content for the study’.
Coleman et al. (2003) argued that a curriculum is used to describe a course of
study inclusive of the whole study programme to be followed to arrive at a
certain goal. While Carter and Nunan (2001:221) believed that the “curriculum
is the aims, content, methodology and evaluation procedures of a particular
subject or subjects taught in a particular institution or in any educational
system”. A more general definition of curriculum was provided by the American
Association for the Advancement of Science (2001) as an arrangement of
instructional activities functioning in an educational institution, which may
include all grades and subjects and be planned for all students or only some
part of them. Other descriptions are offered by Ylimaki (2013), who classified

the curriculum through five dimensions: i) the intended curriculum, which
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comprises the content learners are expected to learn, employing standards,
guidelines and frameworks; ii) the enacted curriculum, which refers to what
learners are actually taught in all classrooms; iii) the assessed curriculum,
which can be defined as the knowledge acquired by students through
formative and summative assessment; iv) the learned curriculum, which refers
to students’ outcomes on various assessments, or in other words the effects,
intended or otherwise, of the educational experiences; and v) the hidden
curriculum, which is implied to students through curricular choices or where

schools are structured in daily educational routines.

Thus, it can be seen that the term curriculum has been defined through myriad
lenses as the teaching and learning resources, the predetermined study
content, and the subject’s aims, methodology and evaluation. However, many
practising lecturers and administrators still view the curriculum as “the district
or state telling them to teach from lists of standards or scope-and sequence
charts” (Graves, 2016:28). For the purpose of this research, curriculum can be
defined as a framework that contains the course plan, subject(s) content, aims
and objectives, teaching methods, assessment guide and requirements;
furthermore, all of these components should interact harmoniously through
considering the students’ current and future needs. In other words, the
curriculum must inform the teachers and students about the general plan of
the learning process and must include important considerations such as
identifying students’ needs, selecting and organising content, selecting
teaching and learning strategies, leading assessment and evaluation
procedures. Nevertheless, these considerations have to be constructed based

on the learners’ profiles and background knowledge.

It is worth repeating that the teaching of the English language has become
necessary in Libya to communicate with the wider world and to progress global
development. For these reasons, the language is taught in schools and
universities, although the teaching and learning of the English language in
Libya is encountering a number of challenges that are responsible for the
current phenomenon of students graduating with a low level of English
language performance. These problems include the learners’ difficulty in
acquiring the English language, inadequate teaching materials and methods,
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the mismatch between the curriculum and classroom activities, the gap in
English learning between the school and university levels, quality assurance
iIssues, lack of teacher training, low degree of management in the educational
institutions and the absence of any regular evaluation of the English language

programmes and curriculum.

The English language curriculum of both education stages (school and
university) in Libya is suffering from a range of issues. As pointed out by
Vandewalle (2012), educational programmes in Libya suffer from limited and
fluctuating curricula. Furthermore, Sawani (2009) stated that the teaching of
English at the university level features no fixed curriculum, with the head of the
English department at higher education institutions being responsible for the
preparation of general English materials to be taught for non-English-
department students and the course descriptions to be taught to the English
department students, while the teachers themselves are free to select
whatever curriculum they prefer. In the same vein, Suwaed and Rahouma
(2015:694) reported that one of the greatest educational challenges in Libya
is that “there is no consistent syllabus to teach in higher education”.

This situation causes a lack of standardisation in curricula, even between
lecturers in the same department. In other words, the English language
curricula at the university level are not well designed because they are led by
individuals as opposed to policy. Howard and Major (2004) found that teacher-
designed materials were criticised in terms of their quality, being created
without guidance, clear criteria or experience, while they may contain errors

and be poorly structured, as well as lacking clarity in their design.

3.7.1 Language curriculum design

The history of curriculum development in language teaching demonstrates that
curriculum design has remained a debateable issue since the 1940s. Each
scholar holds a different view, with Richards (2001:2) defining curriculum

design as a comprehensive process that contains activities used to identify

the needs of a group of learners, to develop aims or
objectives for a programme to address those needs, to
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determine an appropriate syllabus, course structure,
teaching methods, and materials, and to carry out an
evaluation of a language programme that result from
those processes.

Curriculum design can also mean the proposed organisation of certain
instructional blocks over time, with directions for how to navigate between
them (American Association for the Advancement of Science, 2001). Nation
and Macalister (2009) argued that language curriculum designers should take
into account important elements such as the learning environment and the
students’ needs. When considering students’ needs, three basic distinctions
should be noted: necessities, or rather the required knowledge for the learners
to function efficiently in practising the target language; lacks, which refers to
the learners’ previous knowledge, and the knowledge gap that needs to be
filled; and wants, or in other words what the learners believe they require.
Defining students’ needs is fundamental to selecting appropriate content that
has the potential to guarantee successful teaching and learning. Then,
following the learning principles provided by existing research is vital to obtain
a valuable guide to course content and designing curriculum. Furthermore,
there is the identification of learning goals, which offers particular ideas of what
the students are expected to learn, since having clear goals can guide the
assessment process and support the students’ learning experience. The next
element that should be known to curriculum designers is content and
sequencing, whereby the content of the language course comprises the
language items and strategies that meet the goals of the course, while the
sequencing refers to the logical order of the language lesson units. In other
words, the course designers must manage the lesson units and curriculum
content in a reprocessed way in order to attain the desired learning results.
Finally, there is the format and presentation, whereby the course material must
be presented in a manner that supports learning (Christison and Murray,
2014).

Presenting the teaching material should harness appropriate teaching
strategies. Establishing a format for lessons can make the objectives easier to
achieve, while supporting the monitoring of the course. In other words,

identifying a suitable format and an effective presentation for the course
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material can lead to a harmonised and successful teaching and learning
process. Finally, the monitoring and assessment of curriculum design focuses
on setting valuable course goals, whereas the evaluation of curriculum design
refers to assessing whether certain goals of a course were indeed achieved.
The monitoring and assessing of the learning outcomes can be conducted
through a formative or summative approach (Nation and Macalister, 2009). In
short, for the curriculum design to be successful, it should involve continuous

review and development both during and after the initial design process.

The nature of the language curriculum is different from other curricula, since
the language curriculum must include a wealth of instructional and
communicative activities in order to enable the students to engage with the
language inside the classroom, and independently in the outside world (Al-
Subahi, 2001). A language curriculum should include materials that have an
impact on learners; language materials can achieve influence through novelty,
variety, attractive presentation and appealing content. In addition, language
teaching material should be perceived by learners as being appropriate,
beneficial and able to facilitate their self-investment. Furthermore, the
curriculum designers should provide the students with materials that enhance
the use of the target language in order to achieve effective communication.
Moreover, language curriculum designers should take into account that
learners differ in terms of their learning style. In other words, language
activities should vary and cater for all learning styles (Tomlinson, 2011).
Despite classroom activities requiring additional time and effort to set up and
carry out, they enhance the quality of teaching and maintain a positive learning

environment (Bergig, 2017).

Nunez and Tellez (2009) asserted that for EFL learning materials to be
effective they should be based on several key components. Initially, there is
the needs assessment procedure that supports the learners and teachers to
achieve effective teaching and learning settings. Secondly, it is necessary to
establish goals and objectives that are adequate to meet the students' needs
and support through establishing appropriate content and activities, although
the selection of classroom activities must consider a range of factors such as
the purpose of the course, the learners’ age and their needs. Finally, the
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teaching materials cannot lead to successful teaching and learning in the EFL
context without being linked to the learners’ needs in order to facilitate the
learning process. Moreover, one of the most important components when
attempting to achieve an effective language curriculum design is determining
the appropriate teaching methods and approaches. The teaching methods and
delivery of lessons in an organised manner should be consistent with the
curriculum’s goals and content, while being designed and refined according to

the learners’ requirements.

3.7.2 Language curriculum evaluation

There is no agreed single definition for evaluation in the literature, which has
been considered to be a particularly challenging term to define. Barrow
(2015:8) pointed out that “curriculum evaluation is a matter not of evaluating
pupils’ performance in relation to a curriculum but of assessing whether
curricula are achieving their aims or can be judged to be worthwhile”.
Curriculum evaluation is concerned with the effectiveness of all conditions,
both planned and unplanned, that potentially have an influence on learning; in
addition, evaluation must be adaptive to the values and philosophy underlying
a given educational process (Skager and Dave, 2014). As mentioned
previously, the general curriculum and the language curriculum are dissimilar.
Therefore, language curriculum evaluation ought to consider specific
principles grounded in language instruction and pedagogy, while the
evaluation should be based on the usability of material (Al-Subahi, 2001). The
evaluation of a language curriculum may include many objectives, the most
important of which being whether to continue, to discontinue or to improve it.
Responsible curriculum design includes the ongoing evaluation of the

curriculum (Nation and Macalister, 2009).

3.8 An overview of syllabus design

3.8.1 Syllabus

Syllabi are a vital component of a higher education institution’s structure, as

per the students, physical infrastructure and books (Fink, 2012). According to
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Parkes and Harris (2002), the word ‘syllabus’ was fist coined in the English
language in 1656, where it was used to refer to an outline of lectures.
Therefore, a syllabus in general can be defined as a structured summary or
outline of what should be taught and learned across the educational institution.
In addition, it can be considered as the official map of any subject (Luke et al.,
2013). Syllabi or curricula are one of the essential components of any
language teaching programme and their function is to specify the ‘what’ or the
content of language learning and teaching. The two terms are often used
interchangeably, and although they may share similar characteristics, they are

different (Kumaravadivelu, 2006).

According to Carter and McCarthy (2014), the EFL syllabus can be defined as
a set of headings indicating items that have been selected, by a language
planner or material writer, to be addressed in a particular part of the curriculum
or in a course series. Furthermore, a well-designed language teaching
syllabus should essentially aim i) to indicate the aims and objectives of
learning and teaching; ii) to clarify the classroom procedures the lecturer may
wish to follow; iii) to be a basis for assessing learners’ improvement; and iv)
its content should be appropriate to the broader language curriculum (Bareen,
2001; Kumaravadivelu, 2006). Meanwhile, Dubin and Olshtain (2000)
suggested a number of items that a syllabus needs to contain: i) a list of
programme objectives; ii) a list of the content for each course; iii) suggested
techniques and procedures for the manner of teaching the course content; and

Iv) recommendations to process the assessment and evaluation mechanisms.

Despite the fact that syllabi provide the courses with a framework, learning
ultimately depends on the interaction between the teacher and the students
within the classroom, and on the teaching methods, activities, materials and
procedures employed by the teacher (Richards and Renandya,
2002). Nevertheless, the connection or the contact between learners and

teachers can be established as a result of a well-designed syllabus.

50



3.8.1.1 Language syllabus design

According to Kachru (2006), designing a language course includes many
aspects such as how a selected syllabus will be adapted to a certain learning
level and to the local context, how the lesson units will be structured, and by
means of what methodology the syllabus content will be delivered to the
learners. Similarly, Zheng (2013:37) claimed that “when designing a syllabus,
the teaching goal and teaching methods should be clearly included in the
syllabus. Besides, topics or tasks can also be included in it”. Moreover, the
procedure of syllabus design in language teaching normally involves gauging
the needs of students, selecting teaching approaches and materials, and
determining the tools and criteria for assessment (Richards and Renandya,
2002). Similarly, Graves (2000) reported that designing a language course
involves many stages such as establishing the learning objectives and
determining the content, materials, methods and evaluation strategy. He

illustrated these steps through the framework presented in Figure 3.1 below.

assessing needs

® ™

conceptualizing formulating goals
content / and objectives

/ COURSE \
organmizing

the course DESIGN/ developing
/materials

designing an
assessment plan
defining the context articulating beliefs
—-—

Figure 3.1 A framework of the course development process (Source: Graves, 2000:3)
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The above framework illustrates that the process of designing a language
course is not hierarchical and the starting point should rely on the designer’s
understanding and beliefs, the context and knowledge about the learners.
Therefore, selecting a certain type of syllabus is an important decision in

language teaching programmes that is dependent upon the setting.

3.8.1.2 Types of language teaching syllabi

Several types of language teaching syllabi have been introduced in the
language teaching field. Typically, in an individual course, two or more syllabi
can be combined for the reason that language syllabi tend to have a number
of features in common. In addition, they are built on communicative aims that
focus on communicative competence as a specific language teaching goal, as
well as the interdependence of language and communication (Richards and
Rodgers, 2001). Rahimpour (2010) indicated six recent language teaching
syllabi: the structural syllabus, notional or functional syllabus, situational
syllabus, skill-based syllabus, content-based syllabus and task-based
syllabus. These syllabi can be categorised as either synthetic or analytic
(Thakur, 2013).

The structural/traditional syllabus is designed primarily when the purpose of
tuition is to teach the basic grammatical structures and sentence patterns of
the English language. The vocabularies in a structural syllabus are selected in
a manner that enables the grammatical structures to be taught, with the
students being taught these structures step by step to extend their grammar
collection and help them to grasp the language. Structural patterns are
identified as the vital components of learning and arranged according to
criteria such as the structural complexity, difficulty, regularity, utility and
frequency (Richards and Rodgers, 2001; Knapp et al., 2009).

On the other hand, the functional-notional syllabus is one in which the contents
of language teaching are organised in terms of the ‘function’, identified as the
communicative purposes for which we use language, and the ‘notion’ being
the concept and meanings that are expressed through language. Structural

syllabi and functional-notional syllabi have faced similar criticisms of dividing
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the language into disconnected parts, leading to the misrepresentation of the
nature of language as communication (Nunan, 2004; Rahimpour, 2010).
Moreover, the functional-notional syllabus model was criticised by British
applied linguists as it merely substitutes a single kind of list, such as grammar
items, with another such as a notions and functions list, while being more
concerned with products than communicative processes (Richards and
Rodgers, 2014).

The situational syllabus primarily aims to teach the language that takes place
in real-life situations. This syllabus is described as learner-centred, with the
lens of focus placed on the learner who is expected to actively perform and
apply the language in a range of situations. The situational syllabus helps in
terms of motivating learners to practise the language while recognising
concerns regarding learner needs. However, it has many limitations such as
certain real-life situations that cannot be included in this type of syllabus, while
grammatical structures are not organised in an efficient manner that can

benefit learners in terms of their acquisition (Rahimpour, 2010).

The skill-based syllabus is essentially designed with the aim of developing the
learners’ four skills by using the target language. The initial step of designing
this type of syllabus is to list the target language skills that should be acquired
by the learners. Then, the syllabus designers provide a series of units and
topics according to the required language skills, where the syllabus’s units may
include grammatical forms and structures, vocabulary and pronunciation. As
the skill-based syllabus is grounded in integrating the four language skills, the
learners should master the ability to write well-formed paragraphs, read and
listen to the main ideas (Thakur, 2013; Smriti and Jha, 2015). However, skill-
based syllabi have been criticised on the basis that the ability to achieve
specific tasks in a language is either dependent on or independent of overall
language proficiency. Moreover, the skill-based syllabus is particularly limited
in scope, which may isolate learners from other language achievements that
they may require in their broader language proficiency (Rajaee et al., 2012;
Jalilzadeh and Tahmasebi, 2014).
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The content-based/topical syllabus is developed with the agreement of the
principles of English for specific purposes. In other words, the learners employ
the foreign language to enable the study of other subjects to simultaneously
improve their subject knowledge and develop their foreign language skills
proficiency. The advantage of using the content-based syllabus is that learners
obtain new and varied information in each class. However, although the
content-based syllabus was developed to enhance foreign language through
content, vital language parts such as grammar may not be improved because
they are not a central focus of the syllabus (Thakur, 2013; Smriti and Jha,
2015).

In contrast, task-based syllabus content is “specified in terms of a sequence
of tasks”that the learners must perform, with these tasks identified as activities
that are required in the use of the target language (Shintani, 2016:15).
According to Salimi et al. (2012), the task-based approach to syllabus design

can have three forms:

1. The procedural syllabus was first suggested in the 1970s by Prabhu.
It was created on the principle that structure can be best learned when
the focus is on meaning. In other words, the language can be acquired
when the learners’ attention is focused on the meaning rather than the
language form. This proposal of a task-based syllabus is described as
being learning-centred due to its shift from a linguistic to a pedagogical
focus (Baleghizadeh, 2015).

2. The process syllabus emphasises the entire learning process and is
based on the assumption that learning is a product of negotiation.
Accordingly, its focus is placed on the learner and learning as opposed
to the language and language learning. The learners are significantly
involved in deciding the tasks, objectives, content and methodology of
the course, unlike the procedural syllabus where the learner is given a
limited role in selecting the tasks that are primarily controlled by
teachers, although the process syllabus has been criticised for the
absence of evaluative components (Rahimpour, 2008).

3. Task-based language teaching is based on the belief that learners
acquire language effectively when their attention is focused on tasks
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rather than other language items. It provides learners with opportunities
to become involved in communication with the purpose of task
completion. On the other hand, the implementation of task-based
language teaching is challenging because of the difficulty of task
selection and sequencing for teaching and assessment (Rahimpour,
2008; Baleghizadeh, 2015; Benson, 2016).
In this context, it is valuable to consider the design of a task-based syllabus,
where the foundation of the syllabus construction is specifying the tasks to be
included, which comprises task selection, sequencing, type and content. To
order tasks, appropriate criteria for grading their level of difficulty for the learner

have to be acknowledged.

Tasks Language
1. Selection
Task types 1. Forms
Themes/topics 2. Functions
2. Sequencing

Task-based Syllabus

p»| Unfocused Focused e
tasks tasks

.

Teaching materials
task workplans

Figure 3.2 The process of designing a task-based syllabus (Adopted from Ellis, 2003:66)

To summarise, it is important to note that no single type of syllabus is
applicable for all teaching contexts since each context has its own particular
requirements and characteristics. In other words, during the process of
designing a syllabus, all possible factors that may influence the effectiveness
of a particular syllabus should be taken into consideration, which will
potentially lead to the discovery of a practical solution to the issue of
appropriateness and effectiveness in syllabus design and implementation. In
Libya, English language students have to finish four years at university level
to graduate from English language department as school English teachers.

Therefore, the syllabus they study throughout these four years have to be
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work-oriented syllabus i.e. prepares them to become well-trained, professional
English teachers. Focusing on improving their knowledge about how to design
a lesson plan, how to design various tests and how to conduct an appropriate
assessment for their pupils work and provide them with the necessary
theoretical and practical knowledge of teaching. It is worth mentioning that,
this is the first degree that who wanted to continue further studies in translation
or MA studies of English field to serve aforementioned country needs must

obtain.

3.8.2 Teaching material and its evaluation

Itis essential for English language teachers to have good knowledge regarding
the evaluation of learning materials, and it is pertinent to define the meaning
of ‘materials’ before defining its evaluation. Teaching materials can refer to
anything that is used by teachers and learners to aid in the process of
language learning and teaching, including books, videos and dictionaries.
Similarly, Richards (2001:251) described teaching materials as “a key
component in most language programmes. Whether the teacher uses a
textbook, institutionally prepared material, or his or her own materials”.
Furthermore, materials may differ due to their reliance on the learners’ needs
and contexts, while materials can be distinctive to their origin and place of
production, whether local or global (McGrath, 2013). In the language learning
context materials can serve three functions: teacher education, exposure to

the language, and an information vehicle (Mishan, 2015).

According to Ahmed (2017), language teaching materials are currently
technology focused. In order to use dated teaching materials and to enhance
language proficiency, classrooms have to be well equipped with audio-video
equipment, computers and overhead projectors. Thus, teachers require a
broad variety of sources to employ as teaching materials, for instance, films,
interviews, posters, and conversations for short dialogues (Walker and White,
2013; Martin-Monje et al., 2016). In addition, with the existence of the Internet,
it becomes possible for language learners to be engaged in a rich language
environment that is accessible 24 hours a day with myriad opportunities to use

the language they have acquired with other speakers and learners worldwide
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(Satya, 2008; Renandya and Widodo, 2016). In other words, learning and
using the English language is no longer restricted to the classroom.

Some teachers, however, may belittle the process of developing material,
since preparing effective learning materials is not a straightforward task. In
similarity with planning and teaching lessons, developing materials involves
preparation, representation, selection, adaption, and tolerating learner
features (Richards, 2001). In general, technology in language learning has
become a necessity, since ‘“institutions that lag behind in integrating
technology will be unable to meet the needs of knowledge and will not survive
the change in paradigm of education” (Al-Mahrooqgi and Troudi, 2014:1).
Unfortunately, for Libyan lecturers, teaching materials creation remain difficult
because of the lack of proper resources. Therefore, lecturers have to utilise
their own resources to make the learning process proceed, they use the
internet cafes out of the university to get access to the Internet under their own
cost and put a copy from the handout in a little stationery shop near the

university to enable students buy a copy and use it during the lecture.

Materials evaluation can also be defined as a process that includes assessing
the value of a collection of learning materials. The materials evaluation phase
comprises forming judgements regarding the effect of the materials on the
people using them and attempts to examine the credibility, validity, reliability
or suitability of these materials (Tomlinson, 2014). McDonough and Shaw
(2012) reported two main stages of materials evaluation: external evaluation
to obtain a summarised overview of the materials, and internal evaluation to

perform an in-depth examination of the learning materials.

In the literature, there are three different types of materials evaluation: pre-
use, in-use and post-use evaluation. The pre-use evaluation of material
involves projections regarding the potential value of the materials for their
users. While in-use materials evaluation involves assessing the worth of
materials while they are actually being used, or while assuming they are being
used. The post-use evaluation of materials is described as the most
advantageous type of evaluation, due to its assessment of the actual impact

of the materials on the users (Tomlinson, 2014). However, both in-use and
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post-use materials evaluations can be beneficial in focusing on the
appropriateness of the materials and the selection criteria employed to choose
them, since the success or failure of teaching materials can only be accurately

concluded during or following their use in the classroom (Alkhaldi, 2010).

Materials evaluation can also be conducted by developing a set of criteria and
sub-criteria. One means of developing criteria is to brainstorm a group of
international criteria that can be utilised to evaluate language learning
materials in any global location and for any learner, while another method is
by developing local criteria that relate to a particular setting and are then used
to assess the value of the learning materials for specific learners. Another point
regarding the evaluation of materials is that materials analysis and evaluation
differ in terms of the procedures and goals. An analysis focuses on introducing
an objective study of the learning and teaching materials, while an evaluation
is concerned with making judgements on the effects of the materials on their

users (Tomlinson, 2014).

Ultimately, conducting materials evaluation in an efficient manner not only
supports the collection of information regarding the effectiveness of the
materials, but can also support the evaluators in terms of developing their
knowledge of learning and teaching materials, while helping them to become

proficient in conducting quick and effective evaluation when necessary.

3.9 The importance of needs analysis in English language teaching

It is crucial to define what is meant by ‘needs’ before any discussion of needs
analysis. Long (2005) related language needs to language practitioners and
learners’ reported needs, and what they demand regarding language use such
as improved language skills. In the literature, needs are categorised into many
types. Nation and Macalister (2009) divided needs into two types: target needs
and learning needs. Target needs refer to what the learners are required to do
in the target situation, while learning needs refer to what the learners are
required to do in order to learn. Target needs involve defining three elements:
i) necessities, which are essential in the learners’ use of language; ii) gaps, in

terms of establishing where the students have a deficiency, such as a certain
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skill; and iii) wants, which refer to what the learner desires to learn.

Furthermore, Stufflebeam et al. (2012) identified four types of needs:

¢ Any defined gap between the future preferred students’ language
performances and what they can presently achieve.
¢ Any learning goals that are desired by the stakeholders involved.
¢ Whatever the learners would obviously learn given their background
knowledge.
e Any language essentials or skills that would be detrimental if absent.
(Sadeghi et al., 2014)
Defining learners’ needs is a means of notifying curriculum developers and
syllabus designers about the potential goals and objectives of curriculum or
syllabus (Songhori, 2008; Ramani and Pushpanathan, 2015; Yassi, 2018).
Identifying needs is not an easy process, and hence the term has different
definitions that may refer to requirements, demands, desires, gaps or

expectations (Richards, 2001).

The needs analysis (also known as the needs assessment) is considered as
an essential part of foreign language curriculum refinement and evaluation.
From a language learning perspective, the needs analysis often means
“describing the difference between what a learner can presently do in a
language and what he or she should be able to do” (Richards, 2001:54). On
the contrary, Brown (2016) defined the needs analysis as the analysis of all
the necessary subjective and objective information to delineate the curriculum
objectives that satisfies the language learning requirements of learners.
Watkins et al. (2012), in turn, described the needs analysis as a tool to help
teachers generate better decisions. Moreover, the needs analysis can be
described as a systematic method to delineate a precise set of skills and
communicative practices that a particular group of learners must acquire
(Cummins and Davison, 2007). Likewise, Richards and Rodgers (2014)
related the needs analysis to organised analysis intended to develop the
learners’ communicative needs. Defining students’ needs is an important step

to reduce the gap between their current level and their desired level.
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The initial stage of conducting the needs analysis is to identify the purpose of
the analysis, which can be carried out for many purposes: i) assessment to
establish to what extent an existing curriculum is sufficient for the learners’
needs; ii) to ascertain the skills learners require in order to achieve satisfactory
performance in the target context; iii) to identify the gap between the learners’
needs and their current capacity; and iv) to examine the efficiency of a
dominant programme (Richards, 2001; Richards and Rodgers, 2014; Veena,
2016). From the above definitions, it can be said that the needs analysis in the
language learning context is fundamentally conducted to gather information
about the learners and their learning environment, including the teachers,
classrooms, classroom activities and tasks, in order to reduce the gaps
impeding the achievement of language proficiency.

In summary, the needs analysis has an essential role in second language
learning; it is considered imperative in that it helps the components of the
learning process (i.e. teachers and teaching materials) to perform in a
harmonised manner that accelerates the students’ learning. Regrettably,
research on foreign language learners’ needs has not been widely conducted
in Arab countries in general, and in Libya in particular. Consequently, English
language teachers do not generally have sufficient awareness about their
learners’ needs. Therefore, learners graduate with poor English proficiency
because the analysis of their needs is not conducted properly or may not have
even taken place (Huhta et al., 2013; Haque, 2014; Alqunayeer and Zamir,
2016).

3.9.1 Studies on needs analysis in English language learning

Numerous studies have been carried out in different parts of the world with the
intention of assessing learners’ needs and reviewing educational
programmes. Boroujeni and Fard (2013) reported that the needs analysis can
be beneficial in defining whether a programme should be implemented by
discovering whether it matches the goals and objectives of the language
learners, while it can simultaneously be helpful in refining many components

of the programme and adjusting them to meet the learners’ needs.
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Chen et al. (2016) conducted a study to examine the needs analysis of English
learning from the perspectives of learners and the real needs of employers in
the workplace. The data were collected quantitatively and the findings show
that the skills learned in schools do not fully match those skills required in the

workplace.

Another study was carried out by Al-Hamlan (2015) to investigate learners’
needs at secondary schools in the Kingdom of Saudi Arabia, with the data
gathered by questionnaire and interview. The study results reveal that the
students’ speaking and listening skills were lower than the other skills. In
addition, the findings show that the students needed technology to be included
the curriculum. The researcher proposed conducting regular needs analysis
to enhance the English language curriculum, with attention to identifying the
learners’ needs. A similar study was carried out by Ulum (2015) to assess the
needs for the development of speaking skills in a preparatory class of students
at Cukurova University in Turkey. The data were collected by questionnaire,
with the findings highlighting that the programme in general and the speaking
course in particular were adequate to fulfil the learners’ needs. However, the
researcher suggested the inclusion of more helpful practice material and
activities to allow the learners to achieve a higher level of speaking

competency.

Sothan (2015) conducted a study to explore the English language needs of
undergraduate students at Life University in Cambodia, where the data were
collected by questionnaire. The findings suggest that the language programme
needs to be revised to introduce more effective English language courses to
meet the students’ needs, such as establishing an intensive speaking course

and an academic writing course.

As stated in the previous section, the needs analysis can be conducted for
many purposes, with the above-mentioned studies demonstrating that
conducting needs analysis, even in a certain part of an education programme,
can contribute towards reviewing and refining the existing curriculum to better

meet the learners’ needs (Richards, 2001). However, prior to running a
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language programme, it is fundamental to consider the students’ needs in

order to ensure that the target needs can be achieved.

3.10 Defining the programme evaluation and its function

Evaluation has different meanings to different scholars. Some researchers
hold the opinion that evaluation is related to measurement and assessment,
whereas others argue that it is fundamentally the process of gathering and
affording information to support decision-makers to function effectively.
Conducting evaluation research varies due to its dependence on different
carries, using dissimilar methods and different ways of implementing the
findings (Imani, 2013). According to Darussalam (2010:58), “Programme
Evaluation from the perspective of education means an assessment of a
teaching programme whether it is effective or vice versa”. However, King and
Stevahn (2012) defined programme evaluation as a process of systematic
inquiry to provide robust information regarding the characteristics, activities, or
outcomes of a programme or policy for a valued purpose. Norris (2006:579)

defined evaluation as follows:

Evaluation is the gathering of information about any
of the variety of elements that constitute
educational programmes, for a variety of purposes
that primarily include understanding,
demonstrating, improving, and judging programme
value. Evaluation brings evidence to bear on the
problems of programmes, but the nature of that
evidence is not restricted to one particular
methodology.

Therefore, programme evaluation refers to the collection of relevant
information on which judgment can be made surrounding the worth and the
effectiveness of a particular programme, its future, whether to retain the
programme as it stands, to improve or to cancel it (Hussain et al., 2011; Al-
Jardani, 2012).

Programme evaluation has several purposes and tasks. It can be carried out
to deliver information in order to sustain and improve programme quality, while
it can also be carried out to compare alternative programmes with current or

existent programmes, to examine the results and to identify any negative
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effects (Posavac, 2015). The foremost purpose of programme evaluation in
the education field is to support long-term programme improvement with the
fundamental goal of improving student learning. Furthermore, the main
concern of language programme evaluation is to ensure that acquisition is
taking place, teaching techniques and strategies are beneficial, the materials
are relevant and motivating, and the resources are available and adequate
(Hussain et al., 2011; Zohrabi, 2011).

Evaluation typically covers the assessment of one or more of the following five
programme domains: the necessity of the programme, the design of the
programme, programme implementation and service delivery, programme
impact or outcomes, and programme efficiency. The evaluation of any
programme domain requires an accurate description of the programme
performance or characteristics at issue, and the assessment of their relevant
standards or criteria (Rossi et al., 2003). Yang (2009) pointed out that for a
programme to be successful and to achieve its objectives it must have an in-
built evaluation plan, which must be designed and fully utilised during the
design phase. In addition, frequent programme evaluation may lead to new

insights and information that were unexpected (Frechtling, 2002).

3.10.1 Categories of evaluation

The literature indicates a number of different types of evaluation. where
identification of these types varies depending on certain goals, criteria and
timing. Evaluation can offer benefit by enhancing the quality and quantity of
education, which was classified as formative and summative during the 1960s
(Chen, 2005). On the other hand, Houser (2014) highlighted three main types
of evaluation: need, formative and summative evaluation. Each evaluation
type has its own characteristics and means of implementation (Frechtling,
2002; Chen, 2005). For an enhanced understanding of the main types of

evaluation, the next section will cover those types in detail.
3.10.1.1 Formative vs summative evaluation

As mentioned earlier, there are two main types of evaluation—formative and

summative—in addition to other secondary evaluation types that have been
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designed to support those key types. According to Flagg (2013), formative
evaluation is related to the process of collecting information to guide the
design, production, and implementation decisions of a programme, whereas
summative evaluation is employed to assess the value of a programme. The
evaluation type can be determined by the purpose for using data as opposed
to the nature of collecting the data (Stufflebeam and Shinkfield, 2007;
Aboulsoud, 2011; Ylimaki, 2013; Biggs and Collis, 2014). Therefore, formative
evaluations emphasise issues related to programme development and
improvement, while summative evaluations focus on the overall programme
success (Grinnell et al., 2012). Consequently, formative evaluation results are
commonly offered to those who are implementing a programme, whereas
summative evaluation results are provided to decision makers (Houser, 2014).
The evaluation of a language programme is the best approach to ensure that
it remains valid and up to date, with Peacock (2009) reporting that the
“evaluation of English programmes is the starting point on the way towards
professionalization of the field of ELT, therefore systematic evaluation should
be placed at the very heart of a programme”. Formative and summative
evaluation can both be used to evaluate a language programme for the
purposes of obtaining in-depth information to support its improvement and
reform (Richards, 2001).

The present research can be described as a formative evaluative study as it
is carried out while the programme is being taught at Zawia University. This
study aims to identify the strengths and the weaknesses of the current English
language programme at Zawia University with the intention of ensuring a high

standard of education for EFL students at the institution.

3.10.1.2 Product vs process evaluation

The literature defines another evaluation type, which is the evaluation of the
product and process of the programme. Product evaluation emphasises
awareness of whether the programme has achieved its goals, whereas
process evaluation is aimed at accelerating the programme’s implementation,
assessing its functionality and how that leads to the achievement of the

programme goals, in addition to examining the relationships that exist between
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the programme’s exposure and implementation (Campbell et al., 2007;
Vedung, 2017).

According to Chen (2005), product evaluation is conducted to assess the
qualities of a product and to determine the range of meeting the requirements
of recipients. For that reason, researchers evaluate production to determine
whether there is merit in continuing the programme or whether modification or
improvement is required (Stufflebeam and Shinkfield, 2007). Bennett (2003)
criticised product evaluation for focusing solely on the programme outcomes,

while neglecting the other facets of the programme.

As mentioned earlier, process evaluation assesses the extent to which a
programme is functioning as anticipated by measuring the ongoing
programme tasks and responsibilities. Unlike product evaluation, process
evaluation offers an opportunity to explore all aspects of a programme and
allows researchers the ability to explore how the programme is delivered,
besides assessing the reasons for its success or failure in terms of
performance (Bowie and Bronte-Tinkew, 2008). A further aspect is that
product evaluation is related to summative evaluation, while process
evaluation is linked to informative evaluation.

In the present study, process and product evaluation are followed because
they are part of the model of evaluation that is utilised by this study, namely
the CIPP model that is concerned with the evaluation of context, input, process

and product.

3.11 The classification of programme evaluation approaches

Evaluation programmes are applied in many parts of the world and across
different fields for many purposes using differing approaches. Despite
evaluation being well established, it is considered as a relatively young field
because of its unofficial utilisation by humans (Hogan, 2007). Stufflebeam et
al. (2000) defined seven development eras of programme evaluation: i) the
period of reform prior to 1900; ii) the period of efficiency from 1900 to 1930; iii)
the tylerian age from 1930 to 1945; iv) the innocence period from 1946 to 1957,

v) the development period from 1958 to 1972; vi) the age of professionalisation
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from 1973 to 1983; and vii) the age of expansion and integration from 1983 to
2000.
Hogan (2007) reported the introduction of evaluation approaches as dating
back to the 1930s. Different approaches have been classified by different
researchers over the years depending on the purpose of the evaluation.
Worthen et al. (1997) and Fitzpatrick et al. (2004) categorised the evaluation
approaches into six types: objective-oriented, management-oriented,
consumer-oriented, expertise-oriented, adversary-oriented and participant-
oriented. In addition, other newly emergent approaches such as CIRO and the
Phillip’s evaluation approach are commonly found.
Stufflebeam and Shinkfield (2007) grouped 26 programme evaluation
approaches into five categories based on their utility, feasibility, propriety and
accuracy:

e Pseudo evaluations approaches

e The questions’ evaluation approaches

¢ Improvement- and accountability-oriented evaluation approaches

e Social agenda and advocacy approaches

e Eclectic evaluation
The context, input, process and product (CIPP) evaluation model that is
implemented by this study is related to the improvement- and accountability-
oriented approach. This model will be described in detail in the next part.

3.12 Models of programme evaluation

Nowadays, evaluators have more evaluation approaches to choose from as a
result of the increase in twenty-first century challenges, such as the decisions-
oriented approach and client-centered approach. The evaluation approach is
defined as the procedure by which the evaluator undertakes the collection of
data (Spaulding, 2014). Stufflebeam (2001) attempted to categorise 22
evaluation approaches depending on their suitability of the current time’s
challenges, which he divided into keepers and throwback after assessing their
strengths and weaknesses. According to his categorisation, the most
appropriate programme evaluation approaches are client-centred, decision-

making, evaluative case studies and outcome evaluation. However, selecting
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an evaluation approach is primarily determined by the purpose of evaluation
(Stufflebeam, 2001; Worthen, 2001; Posavac, 2015), in addition to the
“philosophical ideologies, cognitive styles, methodological preferences, values
and practical perspectives’ (Tunc, 2010:21). Generally, the main reason
behind any programme evaluation is to determine the programme’s worth or

merit, as described by Spaulding (2014) in Figure 3.3.

Evaluation criteria Programme Did programme
— |:> meet evaluation

criteria?

Figure 3.3 Determining programme worth or merit (Source: Spaulding, 2014:43)

It is possible for an evaluator to create one evaluation model or to employ a
combination of models, depending on the purpose of the evaluation. This study
applies the CIPP model since it offers a full picture of the English language
programme’s strengths and weaknesses. Other models of evaluation will be

summarised in the following section.

3.12.1 The Kirkpatrick model

According to McNamara et al. (2010), the Kirkpatrick model was introduced
about five decades ago and categorised as a goal-based evaluation model.
The evaluation achieved by employing this model can be realised by taking
into consideration four separate levels of evaluation:
e Level 1- Reaction: what the participants thought of a programme.
e Level 2- Learning: the changes in knowledge, skills or attitude with
respect to the training objectives.
e Level 3- Behaviour: changes in behaviour resulting from the
programme to identify whether the learning is being applied.
e Level 4- Results: the outcome contribution of the training programme.
(Tamkin et al., 2002)
The Kirkpatrick model is primarily introduced to evaluate training programmes
and typically in the business and industry fields, and it may not be appropriate
to other programmes. Moreover, critics of this model asserted that the
evaluation process may not always produce genuinely meaningful, long-term
results (Wang, 2010).
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3.12.2 Outcome-based evaluation model

The outcome-based evaluation model measures whether the beneficiaries of
a certain programme have received their requirements and services, because
it is based on the assumption that the effectiveness and efficiency of a
programme can be assessed by its achieved outcomes (Wang, 2010).
Schalock (2001) reported that an outcome evaluation model utilises different
types of evaluation. The evaluation of the extent to which a programme meets
its objectives is referred to as ‘effectiveness evaluation’, measuring whether a
programme makes a difference compared to an alternative programme is
termed ‘impact evaluation’, and assessing the effectiveness of policy
outcomes is known as ‘policy evaluation’, with all these evaluation types
considering the outcomes of a programme from a different perspective.

The main advantage of outcome evaluation is that databases of outcomes are
generated that can be used as a comparative base over the time, and can also
be employed as a means to improved outcomes in subsequent periods. In
addition, this approach is successful in terms of evaluating the learning
process in classrooms due to its usage of standardised tests that enhance
students’ knowledge and skills. However, the outcome evaluation approach
has been criticised as it is reliant on quantitative information and does not
afford the in-depth documentation of programme inputs and processes, while
makes slight in case of using any qualitative methods in collecting information
(Stufflebeam, 2001).

3.12.3 Stufflebeam’s CIPP model

The CIPP model is one of most popular evaluation models. It was developed
by Guba, and further extended by Stufflebeam in 1965 (Patil and Kalekar,
2015; Stufflebeam and Zhang, 2017). It essentially provides a highly
systematic means of examining many different aspects of a programme due
to its evaluation of four domains—context, input, process and product. It is
also designed to provide definitive and valid information for decision makers
and quality assurance (Wang, 2010).
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This model was introduced to confront the weaknesses of traditional
evaluation approaches and has been improved many times to allow social and
educational programmes to be examined in a comprehensive and systematic
manner. As pointed out by Zhang et al. (2011:63), ‘the model can help guide
needs assessment and planning, monitor the process of implementation, and
provide feedback and judgment of the programme’s effectiveness for
continuous improvement”.

In Stufflebeam’s model, four types of evaluation are identified by the acronym
CIPP, which represents an entity’s ‘context’, ‘input’, ‘process’ and ‘product’, as
indicated in Figure 3.4 below. The CIPP components of evaluation play an
important and essential role in the planning, implementation, and assessment
of a programme. The four evaluation types will be detailed in the following

section.

<:’ Formative [ > Summative
Context C:> Input C:) Process :> Product

Figure 3.4 Components of the CIPP model of evaluation

Context Evaluation

Context evaluation is used to define the programme’s goals and priorities, and
to verify that the goals are directed to address needs and problems. In the last
part of the evaluation process the evaluator must give up-to-date,
contextualised and evaluative information to assist in judging the preceding
goals and priorities of the programme and to understand the consequence of
the programme outcomes in consideration of both the targeted beneficiaries’
evaluated needs and circumstances in the programme’s environment
(Stufflebeam and Zhang, 2017).

Input Evaluation

Input evaluation is considered as a means of establishing support systems,
solution strategies and procedural designs for the future implementation of the
programme, assisting in the determination of the required changes for a
programme to perform successfully (Fitzpatrick et al., 2004; Zhang et al.,
2011).
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Process Evaluation

According to Stufflebeam and Zhang (2017), process evaluation is employed
to assess the implementation of a programme and to provide feedback on the
extent to which the programme was deployed as expected and desired, as
well as examining whether the programme’s conceivably deficient outcomes
were due to weak strategy or the insufficient implementation of the strategy.
In addition, this component of evaluation focuses on the obstacles that may
prevent the programme’s success (Wang, 2010).

Product Evaluation

Product evaluation measures the achievement of a programme and assesses
its outcomes, in addition to providing feedback on the extent to which the
programme’s goals are being achieved and the target needs of the
beneficiaries are being met. Moreover, product evaluation can be divided into
impact, effectiveness, sustainability and transportability evaluation in order to
gain more concise information regarding the long-term effects of the
programme (Wang, 2010).

A variety of models are utilised to evaluate education programmes, with each
offering advantages and drawbacks. The main advantage of the CIPP model
is that it was not intended to evaluate a particular type of programme. It is
flexible and can be utilised in different settings as a “comprehensive framework
for guiding formative and summative evaluations of projects, programs,
personnel, products, institutions, and systems” (Stufflebeam and Shinkfield,
2007:325). Another advantage of the CIPP model is that it enables validation
to take place from the preparation to the result stages of evaluation. The
proactive use of the model can facilitate decision-making and quality
assurance because it offers the opportunity to obtain evidence-based
information, which enables clear understanding of the problems facing
learning programmes (Stufflebeam and Shinkfield, 2007).

On the other hand, the CIPP model has been criticised for following a top-
down approach that in practice prevents the evaluation process from proceed
in a straightforward manner. In addition, the mixture of the four areas of
evaluation—context, input, process and product—is difficult since the
evaluators have to deal with the problems and drawbacks linked to the

aforementioned areas of evaluation. Furthermore, evaluators have a
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considerable impact upon the decision-making process (Crabb and Leroy,
2012).

3.12.3.1 Justification for using the CIPP model

The CIPP model is different from other approaches and models as it is
grounded in the core concept of “not to prove, but to improve” (Stufflebeam
and Shinkfield, 2007:331), and the assumption that “the society and its agents
cannot make their programmes unless they learn where they are weak or
strong” (Stufflebeam, 2005:62). In this study, Stufflebeam’s CIPP evaluation
model is implemented because it is appropriate to evaluate foreign language
programmes and has been used over the last few years to evaluate language
programmes in many parts of the world including Turkey and China. In
addition, the model evaluates a programme from different perspectives, which
enhances the information and knowledge of the strengths and weaknesses of
a programme’s components and the potential to radically improve it, unlike the

traditional models that are focused on one facet of a programme.

The English language programme in the faculties of education at Zawia
university occurs in a setting that offered to students with a desire of meeting
the programme goals and learners’ demands. Staff who support the
programme follow a certain process to deliver it and the programme has an
end product. Therefore, the CIPP model and its different types of evaluation
appear to be the most appropriate model to be utilised in this study, while the
evaluation results can support the decision makers to further develop their

English programmes.

3.13 Evaluation of language programme research in Arab and non-Arab
settings

This section provides information regarding those programme evaluation
studies conducted in international educational institutions. As mentioned
previously, there is a clear gap in the literature with regard to the evaluation of
English language programmes in Arab universities in general, and in Libyan

universities in particular. Language programme evaluation studies appear to
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differ in terms of their purpose, focus and methodology. Some focused on the
evaluation of the quality and the effectiveness of the language programmes
and curricula (Mappiasse and Sihes, 2014; Karimnia and Kay, 2015), while
others attempted to determine whether the language programme was
sufficient for the learners’ needs (Soruc, 2012). Several studies suggested
changes and solutions to improve the quality of the programmes in order to
better meet the learners’ needs and demands (Fareh, 2010; Xiaogiong and
Jing, 2013). The requirement for programme evaluation is increasing. The

reasons behind conducting evaluation, as stated by Norris (2016:169), are to

enable a variety of evidence-based decision and
actions from designing programmes and
implementing practices to judging effectiveness
and improving outcomes, in addition to provide a
heuristic for generating new knowledge; raising
awareness; and transforming the educational,
social, and economic circumstances of
individuals and communities.

In other words, language programme evaluation normally aims to investigate
whether the language programme is offering qualified language education by

concentrating on its strong points and areas for improvement.

3.13.1 Non-Arab settings

There are a number of studies conducted in Turkey that investigated and
evaluated the existing language teaching programmes. For example, Yavuz
and Zehir Topkaya (2013) conducted research that explored the
effectiveness of the changes made to the English Language Teacher
Education programme by the Turkish Higher Education Council in 2006. The
data were collected by questionnaire, with the findings revealing that certain
changes were beneficial to the programme such as introducing new courses,
while other modifications were less beneficial such as altering how the
courses were run. Soruc (2012) investigated a language programme at an
English school in Istanbul, with the study aiming to introduce new strategies
and rationales for making curricular decisions. The data were collected
through a needs assessment survey and teachers’ interviews, with the results

showing that the programme was sufficient for the learners’ language skills.
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Nevertheless, Soruc’s study recommended enrichment classes with activities
such as role-play, and that at the conclusion of every academic year the
teachers and administrators should meet and evaluate whether the aims and

objectives of the programme had been reached.

Karakas’s (2012) study was broader than the two aforementioned ones, and
included an evaluative review of the current English Education Programme in
Turkey in general. This research employed the strengths and weaknesses
documented through the analysis of the programme based on the related
theories, models, empirical research and a comparison of the present
programme with the previous English language programme. The findings
reported that the programme had more weak outcomes than strengths. In
addition, the results stated that the programme was out-dated, less practically
oriented, and featured a lack of culture-specific courses. Therefore, the
researcher suggested conducting a systematic evaluation of the English
education programme in Turkey in order to ensure highly qualified English

language teachers and successful foreign language education.

In the same vein, Dollar et al. (2014) conducted a study in Turkey to evaluate
the Graduate Programme of English Language Teacher Education at a
foundation university. The focus was on the strengths and weaknesses of the
programme and how much it satisfied the needs of the graduate students in
tending to work as teacher trainers. The data were collected through a survey,
interviews, and document analysis of the curriculum, course syllabi and
materials. The findings suggested that the programme should yield to regular

evaluation in order to more effectively meet the learners’ needs.

Another study by Uzun (2016) evaluated the latest English Language
Teacher Training programme at Uludag University in Turkey, with the data
gathered via a questionnaire and interviews. The questionnaire featured a list
of the programme courses, each of which were ranked by the learners using
three criteria: first, the influence of the courses on their personal development;
second, the influence of the courses on their professional development; and
third, whether the students believed that the courses had provided them with

the appropriate theoretical and practical knowledge during their active
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teaching life. The lecturers’ and students’ perceptions regarding the learning
and courses were collected by interview. The study findings revealed that the
English language teacher training programme was not helpful in developing
the learners’ knowledge and skills; consequently, the researcher suggested
that the language programme should be organised in a manner that focused
more closely on meeting the learners’ needs and offering them more

appropriate course content.

As a different example, Coskun and Daloglu’s (2010) study was conducted to
draw attention to the importance of programme evaluation, and not only
evaluating the language programme as per the previously cited studies. The
data were collected by means of questionnaires and interviews, and revealed
that the programme was not effective in increasing the students’ and
teachers' linguistic competence; in addition, the pedagogic facet of the

programme required further development.

In their study in Indonesia investigating the effectiveness of the English
programme of a high school, Mappiasse and Sihes’s (2014) findings showed
that the current programme required upgrading, and that the only solution to
improve the quality of graduates was to integrate English as part of the
curriculum and as the medium of teaching in Indonesia. A similar case study
conducted by Irambona and Kumaidi (2015) in Indonesia to evaluate the
effectiveness of the English programme in a high school in Yogyakarta used
the CIPP model. The data were gathered using mixed methods, with the
evaluation result of the four components of the CIPP model showing that the
context of the programme, including the programme objectives, classroom
environment, students’ needs and obstacles, were effective. Nevertheless, the
input evaluation highlighted that the teachers were highly skilled and qualified,
whereas the learners’ textbooks and course designs were not appropriate. The
process element revealed that the teaching and assessments were effective,
while the evaluation of product section showed that the English grades,
students’ needs and barriers were effective. However, the teaching materials

were not found to be relevant.
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Aliakbari and Ghoreyshi (2013) carried out research into the effectiveness of
teaching the EFL programme at Ilam University in Iran using the CIPP model
of evaluation, where the data were collected through a questionnaire. The
findings showed that the majority of the alumni believed that the English
language programme was not as effective as expected and that the learners’
needs were to some extent disregarded. Therefore, the researchers
hypothesised that more practical courses should be applied and that the
educational objectives of the programme should be reviewed. This study has
been beneficial for the decision makers in Iran since it created a foundation for
future reform of the English language programme at the undergraduate level

by highlighting the learner’s needs.

Another study in the Philippines was conducted by Salimi and Farsi (2016) to
evaluate an English language proficiency programme for foreign students in
the University of the East. The study targeted three groups who were
registered on master’s and doctorate courses that they had to pass before
enrolling in the graduate school. The results revealed that the three groups
had significant positive changes in their academic performance due to their
training on the programme. Therefore, the evaluation findings revealed that

the English programme was satisfactory.

Programme evaluation studies are widespread, and Karimnia and Kay (2015)
carried out a study to assess the quality of a teaching English as a foreign
language (TEFL) programme at the undergraduate level at Islamic Azad
University in Iran using Stufflebeam’s (2002) CIPP model. The data were
gathered through a questionnaire and semi-structured interviews, with the
results revealing that the teaching materials and learning strategies had to be
reviewed. In addition, considerable reform was required to the TEFL
curriculum design, while the findings also stated that the pedagogical

approaches needed to be updated.

In Nigeria, Babatunde (2012) conducted a study to evaluate an ESL
programme using the CIPP model. The findings showed that the programme
lacked the required sense of direction, which was the primary reason for the

low level of competence of the programme product. Therefore, the researcher
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proposed an urgent review of the ESL programme, and particularly the

process of designing the English language curriculum.

3.13.2 Arab settings

As stated above, there is a paucity of studies carried out in the Arab world
regarding language programme evaluation. The only study conducted on
Zawia University was by Attuwaybi (2017), which was based on the students’
and instructors’ subjective judgment regarding the English language
programme setting at the university’s faculties of education. The findings
highlighted that the students required additional teaching practice and
language proficiency development, and moreover that the programme should
pay greater attention to training the students and instructors to use information

and communication technology for pedagogical purposes in the classroom.

In Saudi Arabia, Alfehaid and Alamri (2016) attempted to identify to what
extent the current programme of English language of the preparatory year at
Dammam University supported the learners to increase their proficiency in
English language in order to pass their academic studies. This study
essentially aimed to assess the students’ achievement, the assessment
techniques, the pedagogy, the teachers and the quality assurance. The data
for the study were collected using a mixed methods approach, with the findings
reporting that the English language programme did not appropriately prepare
the students for the subsequent year. In addition, the courses lacked quality
assurance. Therefore, the researchers recommended increased support for

the programme in order to enhance its effectiveness.

By the same token, Fareh (2010) investigated the challenges encountered in
teaching English in Arab countries including Jordan, Morocco, Saudi Arabia,
Sudan, Syria, the United Arab Emirates, the West Bank and Yemen. The data
were collected using surveys and classroom observation. The overall findings
of the study revealed that the inadequate preparation of teachers and
unsatisfactory assessment techniqgues were among the major issues that
rendered EFL programmes unable to deliver as expected. This is one of the

motivations behind the current study.
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A similar study was conducted by Taqi and Shugair (2014) to examine the
usefulness of the English language programme at the College of Basic
Education in Kuwait. The study was grounded in the grades of students in the
replacement test and a replica test conducted four years later. Then, the
change in language proficiency was assessed. The findings highlighted a
slight improvement in the language proficiency of the students between the
two test periods. Therefore, the researchers proposed a number of
recommendations for the programme to be more progressive: i) conducting
regular evaluation of the programme; ii) that further research be carried out on
the curriculum and the plan of courses of the English programme; and iii)
conducting a standardised test for the graduates to identify their English

proficiency.

Another study by Al-Seghayer (2014) pertained to the current major and
persistent constraints facing English education in Saudi Arabia. The findings
are based on analysing the Saudi EFL curriculum, with the results showing
that a timely reform of the EFL curriculum must be carried out and that
improvement of the teachers’ quality should be achieved in order to obtain

positive results that relate to the students’ proficiency levels.

Table 3.3 Summary of previous studies evaluating language programmes

Researcher(s) name Country Data collection instrument(s) Participants

and year of publication

Yavuz and Zehir Turkey Emailed questionnaire Teachers
Topkaya (2013)
Soruc (2012) Turkey Questionnaire and interview Students
Dollar et al. (2014) Turkey Survey, interviews, and document Students,
analysis professors,

administrators,

and graduates

Uzun (2016) Turkey Questionnaire Students
Coskun and Daloglu Turkey Questionnaire and interview Students and
(2010) teachers
Mappiasse and Sihes Indonesia Document review (historical records) No participants
(2014)
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Salimi and Farsi (2016) Philippines Questionnaire and interview Students
Karimnia and Kay (2015) Iran Questionnaire and interview Students
Aliakbari and Ghoreyshi Iran Questionnaire Graduates
(2013)
Alfehaid and Alamri Saudi Arabia Questionnaire, interviews, observations Students
(2016) and document analysis
Attuwaybi (2017) Libya Questionnaire Instructors and
students
Fareh (2010) Arab world including Questionnaire and classroom Teachers
Jordan, the West
Bank, observation
Syria, Yemen, Saudi
Arabia and the
United Arab Emirates
Tagi and Shugair (2014) Kuwait Tests Students
Al-Seghayer (2014) Saudi Arabia Document analysis (curriculum) No participants

As Table 3.3 indicates, the majority of the studies were carried out in Asia and

Europe. However, the above studies do share similar objectives, which are the

evaluation of the usefulness of the English language curriculum and

introducing solutions to address the challenges that affect ELT. In addition, the

researchers attempted to address issues related to the lack of teacher training,

the absence of regular evaluation of the English curriculum, and inadequate

assessment techniques. However, the literature still requires further practical

evidence, and particularly studies from Arabic countries such as Libya.

In this respect, the current research would be an important step to reducing

the gap in knowledge in the field of ELT programme evaluation in Libya.
According to Norris (2016:184):

The real contribution of program evaluation in applied
linguistics and what we can learn from mainstream
evaluation practice may be that it helps us to both
understand our theories and ideas as they are applied in
action, and to facilitate their application by real
individuals and groups in ways that are meaningful,
practical, and useful in the first place. Furthermore, to the
extent that applied linguistics really is an applied science
focused primarily on “dealing with practical problems of
language and communication”.
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3.14 The difference between assessment and evaluation

Educators employ two distinct processes—assessment and evaluation—to
support students in developing lifelong learning skills. Assessment provides
feedback on knowledge, skills, attitudes, and work products for the purpose of
elevating future performance and learning outcomes, while evaluation
determines the level of quality of a performance or outcome and enables
decision-making based on the level of quality demonstrated. Therefore, these
two processes are both complementary and necessary in education (Baehr,
2005). Astin (2012:3) pointed out that “assessment can be refer to two different
activities: (a) the mere gathering of information (measurement) and (b) the use

of that information for institutional and individual improvement (evaluation)”.

Table 3.4 Differences between the processes of assessment and evaluation (Adopted from Baehr,

2005:8)
Assessment Evaluation
What is the purpose? To improve the quality of future To determine the quality of present
performances performance
Who sets the criteria? Assessor Client (possible consultation with
evaluator)
Who uses the information? Assessee (in future performances) Client (to make decisions)
On what is feedback based? Observations; and the strongest Level of quality based on a set
and weakest points standard
What is included in the report? What made the quality of the The quality of the
performance strong, and how might performance,
one improve future performances often compared to
set standards
For what is the report used? To improve performance To make judgments

To sum up, assessment and evaluation are two parts of the same process.
Assessment is the process of collecting evidence in terms of what the learners
are able to complete, while evaluation is the process that follows the gathering

of data, including the data analysis and those decisions based on this analysis.

3.15 The importance of benchmarking as a tool for improvement

The rapidly changing world of higher education brings with it many challenges

for universities and colleges to try to keep pace with, which generates a
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considerable amount of uncertainty for higher education institutions.
Benchmarking is an attempt to address this uncertainty and to help to make
higher education fit for the twenty-first century because it supports in
guaranteeing the strategic balance of the decision-making processes of higher
education institutions and improving the overall performance (Vught et al.,
2010). Furthermore, benchmarking is a means to learning and adopting the
best practices of other institutions, and therefore can be defined as comparing
a set of products or services against the best that can be found within the
sector, learning from the successful activities of the other institutions and
sharing lessons between institutions (Inglis, 2005). On the other hand,
Armstrong et al. (2014) claimed that benchmarking is the notion of introducing
more opportunities for the individuals who produced the standards to promote
a healthier shared understanding of the significance of those standards.
Benchmarking is effective and can lead to improvement by offering certain
opportunities to the education institutions: i) it can help in identifying the
performance gap between institutions; ii) it can support in recognising their
strengths and weaknesses; and iii) it may aid in identifying future opportunities

and threats to the institutions (European Commission TEMPUS, 2013).

3.16 Summary and gaps in the literature

This chapter began with an overview of the significance of learning English
worldwide. Then it explored the importance of teaching and the assessment
of language skills, as well as defining, designing and evaluating the language
curriculum. This chapter also considered the evaluation of language teaching
materials and needs analysis, while primarily focusing on programme
evaluation, its function, types and models. Finally, the chapter presented an
overview of certain evaluation studies that took place in Arab and non-Arab
settings, and explored the importance of benchmarking as a tool of language
programme improvement. Despite the body of literature on the topic of English
language programme evaluation, there appears to be limited research on the
topic regarding language programmes used in the Arab nations, and
particularly Libya. A large and growing body of literature has investigated

language programme in other national contexts such as Indonesia, Turkey and
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Iran. The literature showed that this study is unique because no evaluative
studies regarding the language programme at Zawia University have been
conducted through data reflecting the lecturers’ and alumni’s points of view. In
addition, although a small number of studies have been conducted to evaluate
the English language programme at Zawia University since 1988, the focus
was primarily targeted on the improvement of teaching methods (Attuwaybi,
2017). Therefore, evaluating the English language programme at Zawia
University is vital in order to improve the quality of the English language

programme through the focus on evaluation from different perspectives.
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4 Chapter Four: Research Methodology and
Methods

4.1 Introduction

In this chapter, detailed explanations are introduced of the methodology and
methods utilised in organising and conducting this research that conducts an
evaluation of the English language provision offered by the English language
department in the faculties of education at Zawia University. This chapter
analyses the various research philosophies, approaches, strategies and
methods of data collection used in research, justifying the reasons for the
methodological choices adopted in this study in relation to the objectives of the

research.

4.2 Research questions

This study’s research questions are restated as follows:

1. Has Zawia University’s management ever evaluated or updated the

English language provision to assess its strengths and weaknesses?

2. To what extent does the current English language provision at Zawia
University prepare its graduates for the world of work?

3. What are the views and perspectives of the key stakeholders (both
lecturers and graduates) regarding the provision of the English language

programme at Zawia University?

4.3 Objectives of the study

This study’s objectives are also restated for the reader:
1. To evaluate the current English language provision at Zawia University in

Libya.

2. To assess the perceptions and perspectives of the key stakeholders
(lecturers and graduates) regarding the provision of the English language at

Zawia University.
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3. To form recommendations based on the findings of this study and to design
a framework that enhances the quality of the English language provision at
Zawia University by highlighting the strengths and weaknesses of the current

programme.

4.4 Research and its significance

Research in general is related to the reliable investigation of knowledge. It was
defined by Kothari (2004:1) as “a scientific and systematic search for pertinent
information on a specific topic”. Similarly, Ary et al. (2013) considered research
as a systematic means of obtaining useful and dependable information that
shines a light on a meaningful problem. In the same line of thought, Creswell
(2012:3) highlighted that research is “a process of steps used to collect and

analyse information to increase our understanding of a topic or issue”.

Saunders et al. (2009) stated that research is a process that is undertaken to
increase knowledge by gathering data in an organised fashion. For O'Leary
(2017:3), research intends “to find something that is not known in the wider
world”. Panneerselvam (2014) offered a broader definition of research as a
prearranged group of activities to study and develop a model, procedure or
technique to find the results of a realistic problem supported by the literature

and data.

Despite the above definitions conveying similarity, “‘the term research means
different things to different people” (Richardson and Johanningmeier,
2008:65). In brief, since research is an exploration to solve a problem, the

unknown can therefore be termed as research (Kothari, 2004).

According to Bryman (2015), there is no single reason why a researcher
conducts research, but it is primarily to fill a literature gap or to provide insights
on how to solve current issues. In addition, research transforms information
into knowledge (Hair, 2015). As stated by O'Leary (2017), research offers
opportunities to contribute to knowledge that might lead to real change, which
can assist in tackling persistent problems and improving the current situation.
Furthermore, research enables an individual to better understand the new

developments in one’s field. (Kothari, 2004).
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4.5 Methodology vs research methods

Methodology and methods are imprecisely assumed to be synonymous and
are often used interchangeably, despite their differences. Methodology is
understood to be the science of studying how research is carried out
scientifically, whereas research methods are all those methods and
techniques that are employed to conduct research (Kothari, 2004). As
highlighted by McGregor and Murnane (2010:420), the term methodology
includes two nouns—method and ology—which implies a division of

knowledge, and therefore

methodology is a branch of knowledge that deals
with the general principles or axioms of the
generation of new knowledge. It refers to the
rationale and the philosophical assumptions that
underlie any natural, social or human science study,
whether articulated or not. Simply put, methodology
refers to how each of logic, reality, values and what
counts as knowledge inform research.

In contrast, research methods are the techniques and procedures followed to
conduct research, which are guided by the methodology (McGregor and
Murnane, 2010). It is essential for the researcher to establish the
methodology and principles by which he/she decides that particular methods
and techniques are appropriate to address the research problem. This implies
the importance for the researcher to design a research methodology to tackle

the respective research problem because these may vary (Kothari, 2004).

The conclusion that can be drawn from the above definitions is that the
research methodology has several scopes and research methods represent
a component of the research methodology. Therefore, the research

methodology is broader than the research methods.

4.6 Research philosophy

The consideration of the philosophical concepts benefits the researcher in
terms of specifying the overall research design and strategy that will guide the
study and the means of proceeding from the research question to the final

conclusions; in addition, it will support the researcher in making decisions
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regarding those issues that affect the research design (Eriksson and
Kovalainen, 2015).

Easterby-Smith et al. (2012) claimed that there are three motives that
encourage the researcher to understand the philosophy of research: i)
understanding the philosophy can facilitate in clarifying the research design
and providing good answers to the questions being investigated; ii) the
knowledge of philosophy can support the researcher to identify a suitable
design for the study by articulating the disadvantages of particular
approaches; and iii) the research philosophy can assist the researcher in
establishing designs that may be outside his or her existing experience by
proposing strategies to adapt research designs according to the constraints of
different subjects or knowledge structures. In other words, researcher
awareness about the philosophy can help in recognising which design will
work and which will not, while supporting the researcher to be more creative
and investigative in their method of research and minimising the potential for

adopting a flawed approach.

According to Easterby-Smith et al. (2012), the major concepts of research
philosophy are ontology and epistemology, and method and methodology (see
Table 4.1), which are related to each other as a unifying framework or even

one unified view that is known as a paradigm.

Table 4.1 Research philosophy (Source: Easterby-Smith et al., 2012:18)

Ontology Philosophical assumptions about the nature of realty.

Epistemology A general set of assumptions about ways of inquiring into the nature of the world.
Methodology A combination of techniques used to inquire into a specific situation.

Method Individual techniques for data collection and analysis.

All these concepts ontology, epistemology, methodology and methods
interrelate in various ways, depending on the more general philosophical
position of the research (Eriksson and Kovalainen, 2015). Ontology and
epistemology express the researcher’s perceptions and belief, which influence

how the research is undertaken from the design to the conclusion, and can
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increase the quality of the research (Easterby-Smith et al., 2012). Therefore,

the next section will define ontology and epistemology in greater detail.

4.6.1 Ontology

Ontology is defined as the study of the essence of phenomena and the nature
of their existence (Easterby-Smith et al., 2012; Gray, 2013), while being known
as a theory of the nature of social entities (Bryman and Bell, 2015; Eriksson
and Kovalainen, 2015). When considering the ontological perspective of the
research, the researcher should consider what is being perceived as the
fundamental properties in the social world that are worth studying, because
ontological assumptions are generally taken for granted (Eriksson and
Kovalainen, 2015).

Easterby-Smith et al. (2012:19) indicated towards four ontologies, as
presented in Table 4.2 below.

Table 4.2 Ontologies (Source: Easterby-Smith et al. 2012)

Ontology Realism Internal Realism Relativism Nominalism
Truth Single truth Truth exists, but There are many There is no truth
is obscure truths
Fact Facts exist and Facts are Facts depend on | Facts are all
can be revealed concrete, but viewpoint of human creation
cannot be observer

accessed directly

The researchers’ awareness of ontology at the onset of conducting the
research process is essential as it determines the choice of the research
design (Blaikie, 2010; Bryman, 2015).

4.6.2 Epistemology

Epistemology can be defined as a branch of philosophy that is concerned with
the understanding of knowledge, its nature, its sources and limits (Saunders
et al.,, 2007; Eriksson and Kovalainen, 2015; Riazi, 2016). Similarly, Gary
(2013:19) stated that “epistemology tries to understand what it means to know

and epistemology provides a philosophical background for deciding what kinds
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of knowledge are legitimate and adequate”. It is important for the researcher
to establish an epistemological perspective for two reasons. First, it can help
in clarifying issues of the research design including the kind of evidence that
is being gathered and how it is going to be interpreted. Second, it will help the
researcher to distinguish which design(s) will work for the research’s

objectives and which will not (Gary, 2013).

In fact, knowledge can be acquired using different philosophies, with Easterby-
Smith et al. (2012) identifying positivism and interpretivism as the main
philosophies in conducting social research. These are summarised in Table
4.3 below.

Table 4.3 The difference between positivism and interpretivism (Source: Collis and Hussey, 2013:46)

Social reality is objective and | Social realty is subjective and

external to the researcher. socially constructed.

There is only one realty.

There are multiple realities.

Knowledge comes from

objective  evidence  about
observable and measurable

phenomena.

Knowledge comes from

subjective evidence  from

participants.

The researcher is distant from

the phenomena under study

The researcher interacts with
the phenomena under study.

However, positivism is mainly described as quantitative philosophy, while
interpretivism is more related to qualitative research. Whereas, pragmatism
that is used in mixed methods research. The following section will explain the

research philosophies in more detail.

4.6.3 Positivism, interpretivism and pragmatism

Eriksson and Kovalainen (2015) pointed out that positivism is a term that refers
to an assumption that the legitimate knowledge existing in the world can only
be obtained through applying scientific methods to investigate experiences in
the empirical world. Moreover, Gary (2013) argued that positivism is closely

related to objectivism, and that as the reality is external to the researcher it
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must be studied through the rigorous application of scientific inquiry. However,
Bryman and Bell (2015) introduced five principles to the positivist paradigm: i)
information and phenomena definite by senses can genuinely be justified as
knowledge, which is the rule of phenomenalism. ii) the determination for the
hypothesis is to produce theory that can be verified, and consequently this
facilitates the clarifications of the laws to be measured, although this presents
the didacticism principle. iii) knowledge is achieved through the collection of
facts that give rise to the foundation for laws, and thus this principle illustrates
the principle of inductivism. iv) science needs to be carried out in a manner
that is value free, or in other words it must be conducted in an objective
manner; and v) there is an apparent difference between scientific statement
and normative statement, and a certainty that the former is the sphere of the
scientist; therefore, this base is inferred by scientific statement due to the fact

that the normative statements cannot be defined by the senses.

It is believed that positivism is closely associated with quantitative research;
however, qualitative research can sometimes contribute to some version of
positivism, principally when hypothesis testing is leading the research
(Eriksson and Kovalainen, 2015). In contrast, Bryman and Bell (2015:28)

stated that interpretivism

is a term that usually denotes an alternative to the positivist
orthodoxy that has held sway for decades. It is predicated
upon the view that a strategy is required that respects the
differences between people and the objects of the natural
sciences and therefore, requires the social scientist to
grasp the subjective meaning of social action.

In addition, interpretivism is in contrast to positivism that concerns with
subjectivism, where the former philosophy is interested in how individuals
interpret and understand social events and settings. Furthermore,
interpretative research not only focuses on the content of empirical data, but
also on how this content is produced. In addition, it assumes that many
possible interpretations of the same data can be achieved that are potentially

meaningful (Gary, 2013; Eriksson and Kovalainen, 2015).

Pragmatism as a philosophy originated in the late nineteenth century. It
derives from the classical Greek ‘Pragma’ meaning ‘deed’ or ‘act’ (Garrison et

88



al., 2012). Philosophically, pragmatic view means human action is not possible
to be disconnected with previous experience and beliefs that have grown from
those experiences (Morgan, 2013). Creswell (2017) describes the pragmatism
as the optimal worldview or paradigm for mixed methods research. In addition,
Teddlie and Tashakkori (2003) point out that pragmatism has been hailed as
the foundation of mixed-method research. The concern for a pragmatist is to
find out ‘what works’ and what enables solutions to problems (Creswell et al.,
2003). Morgan (2013) describes the assumptions of Pragmatism under three
categories: the first is the connection of theory and data is abductive which will
be explained more in the following point. Secondly, the relationship to research
process is intersubjective. Finally, inference from the data is transferable.
However, there is limited published resources about pragmatic approach
criticism; for example, Hall (2013: 8) critiqued pragmatic approach when
pointing out “pragmatism fails to give a coherent rationale for mixed methods

7"

due to its lack of a clear definition of ‘what works’ ”. Another issue with
pragmatic approach is that, because of it is flexibility; it does not accept the
rigid nature of positivism. Moreover, some researchers such as Maxwell
(2011) have claimed that the concept of a paradigm is “misleading’ and should
be substituted with “mental models” (Hall, 2013). Consequently, this gives the
impression that there is slight consistency in what researchers classify as the
main paradigms in social science research (Bryman, 2015). Pragmatism is
important for methodology and should be used as a philosophical tool not be
used to inform the inquiry process of research (Morgan, 2017). This research
is using the pragmatic philosophy because it is robust and has been described

as the best philosophy for conducting mixed method research.
Research approaches

The procedure of data gathering is led by the research approach, in the
literature; there are several research approach such as inductive, deductive
and abductive. According to Schutt (2011), inductive research begins with
definite data that are then used to create (induce) a general explanation (a
theory) for the data. Therefore, it begins at the bottom of the research circle
with data and then produces the theory. On the other hand, deductive research

commences by developing theory before testing it to assess whether it applies
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to a particular population. In other words, the deductive approach travels from

the general to the more specific.

Saunders et al. (2009) reflected on the distinctions between the focus of the
inductive approach and the deductive approach as follows: the inductive
approach follows a rigid structure where non-numerical data are gathered and
the researcher forms part of the research process with limited emphasis on
generalising the results; while the deductive approach has an organised
structure, it places emphasis on the scientific principles where the researcher
is part of the research, and it aims to collect a large volume of numerical data
to achieve generalisability and to discover the nature of the relationships
between the data (Bryman, 2015). Table 4.4. below briefly presents the

differences between the two approaches.

Table 4.4 The deductive and inductive approaches (adopted from Pathirage et al., 2008:5)

Deduction Induction
Moving from theory to data Moving from data to theory
A highly structured approach Flexible structure to permit changes

Explain casual relationships between variables Understanding of meanings humans attach to

events

Select samples of sufficient size to generalise | Less concern with the need to generalise

conclusions

With pragmatism, the researcher will typically utilise an ‘abductive’ reasoning
process, which moves back and forth between an inductive and a deductive
reasoning process (Morgan, 2007). Bryman and Bell (2015) point out that
abduction reasoning used to make logical inferences and build theories about
the world. In addition, the abductive approach is proposed as a third way which
overcomes the limitations of the inductive and deductive approaches of
research. Abductive reasoning involves seeking to identify the conditions that
would make the phenomenon and it is working back from an observed
consequence to a probable antecedent or cause (Teddlie and Tashakkori,
2009).
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4.7 Research design and data collection methods

Research design was defined by Kumar (2014:381) as “a procedural plan that
iIs adopted by the researcher to answer questions validly, objectively,
accurately and economically”. Moreover, Yin (2003:20) described research
design as “a logical plan for getting from here to there, where here may be
defined as the initial set of questions and there is the conclusions to these
questions”. Therefore, the research design addresses the questions that
determine the path the researcher is planning to take for the research journey
including the choice of study design, how the respondents will be selected,
how the information will be collected from the respondents, and how the data
will be analysed and linked together as study findings (David and Sutton, 2011;
Creswell, 2013; Kumar, 2014).

Kumar (2014) stated that research design serves two important functions: to
detail the procedures for undertaking the study, and to ensure that in the case
of causality, the independent variable has the maximum opportunity to have
an effect on the dependent variable, while the effect of extraneous and chance

variables is minimised or quantified.

However, the choice of selecting a research design and all its components
needs to be properly assessed because it affects all the outcomes of the
research. Robson and McCartan (2016:178) identified six types of research
designs depending on the sequencing of data collection methods: i) the
sequential explanatory design is characterised by the collection and analysis
of quantitative data, followed by the collection and analysis of qualitative data,
where the qualitative data function to help explain and interpret the findings of
a primarily quantitative study; ii) the sequential exploratory design, which is
categorised by an initial phase of qualitative data collection and analysis,
followed by a phase of quantitative data collection and analysis, where the
primary focus of this design is to explore a phenomenon; iii) the sequential
transformative design, which is conducted by either the qualitative or
quantitative method first, with the design primarily guided by a theoretical
perspective (e.g. the conceptual framework adopted); iv) concurrent

triangulation design, where the qualitative and quantitative data collection are
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used separately, independently and concurrently, and then the results are
compared to assess their convergence; v) concurrent nested design, which
involves the embedding of a secondary method within a study with one main
or primary method, although the primary method can either be quantitative or
qualitative; and vi) concurrent transformative design, which is guided primarily

by the researcher’s use of a specific theoretical perspective.

The current research was designed as a mixed method case study using

sequential explanatory design in collecting the data, as illustrated in Figure 4.1

below.
o Follow up litativ Interpretation
data collection 244 dQua 1taﬁl\ ¢ p
and analysis ata collection
' and analysis

Figure 4.1 Sequential explanatory design of data collection (Source: Subedi, 2016:573)

It is felt that the mixed method case study offers the ideal conditions to
evaluate the English language provision offered by the English language
department in the faculties of education at Zawia University through collecting
data for the purpose of acquiring an in-depth understanding of the
phenomenon, in addition to achieving the research objectives and arriving at

effective responses to the research questions.

4.7.1 Case study and its justification

The mixed method case study fits the purposes of the present study, which is
to present an evaluation of the English language provision offered by the
English language department in the faculties of education at Zawia University.
Case study is chosen as the research requires the “close examination of the
programme” (Hays, 2004:218). In addition, the researcher selected one
institution (i.e. a bounded system) to focus on which is the faculties of
education at Zawia University. As Creswell (2012) stated, through using case
study the researcher can achieve an in-depth exploration of a bounded system

based on extensive data collection. In the same vein, Noor (2008) argued that
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case studies are particularly useful where one needs to understand particular

problems in significant depth and within a limited timescale.

In order to evaluate the current English language provision in the study
context, it is necessary to gather a range of different data sources to ensure
in-depth information is collected. As Gillham (2000:2) noted, the use of multiple
sources of evidence is a "key characteristic of case study research”, while Yin
(2003) pointed out that case study investigation is only successful when built

on the collection and analysis of data from a wide range of sources.

The case study may be defined in different ways, some broad, and others
narrow. For Thomas (2003), a case study usually consists of a description of
a particular case, which range from individuals to groups, an organisation or
events. Yin (2002:13) defined case study as “a contemporary phenomenon
within its real life context, especially when the boundaries between a
phenomenon and context are not clear and the researcher has little control
over the phenomenon and context”. Case study is characterised by focusing
on one particular phenomenon and can be utilised for a number of purposes
such as developing a detailed understanding of what is manifesting in complex
circumstances, achieving an in-depth examination of a single individual,
group, event or organisation, and gaining in-depth knowledge about a
particular case or set of cases (Moore, 2006; David, 2007; Adams and
Lawrence, 2014).

Moreover, the case study enables the researcher to delve deeper into the
intricacies of the situation in order to describe phenomena in detail, compare
alternatives, or perhaps to provide an account that explores particular aspects
of the situation (Denscombe, 2014). Cohen et al. (2013:292) pointed out that
case studies can be beneficial to educational evaluators or researchers for a
range of reasons:. case study data are robust in reality, are more easily
accessible than through other types of research, and the case study can
contribute towards the democratisation of decision-making. Zainal (2007)
presented a further three advantages for the case study: i) the examination of
the data is carried out within the context in which it takes place; ii) there is a

multiplicity of instrumental and collective approaches that allow for both
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guantitative and qualitative analyses of the data; and iii) the in-depth qualitative
explanations produced in case studies not only support the exploration or
description of the data in the real-life environment, but also aid in explaining
the complexities of real-life situations that may not be possible through

experimental or survey research.

Additional advantages of the case study are that it permits the researcher to
expose how a multiplicity of factors have interacted to produce the unique
character of the entity that is the subject of the research (Thomas, 2003), with
Adams and Lawrence (2014) asserting that the holistic nature of the case
study is one of its greatest strengths. Despite the case study’s advantages,
Stufflebeam (2001:35) highlighted that “the main limitation of the case study is
that some evaluators may mistake its openness and lack of controls as an
excuse for approaching it haphazardly and bypassing steps to ensure that
findings and interpretations possess rigor as well as relevance”. Therefore, the
current researcher needed to be attentive in methodically following the

proposed steps.

Yin (2013) stated that research can be carried out through one of three types
of case study, depending on the research purpose: exploratory case study,
explanatory case study, and descriptive case study. For this study, the
explanatory type was selected because the focus of this research is studying
one institution (a bounded system). Furthermore, the quantitative data are

gathered and analysed first.

This investigation is designed as a mixed method case study using
questionnaires, interviews and documents obtained from the English
department of the faculties of education at Zawia University as instruments for
collecting the data. The diagram below in Figure 4.2 describes the general

design of the evaluation procedure for this study.
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Determining the purpose of evaluation

Specifying the evaluation question

Developing the data collection plan
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Collecting the data

Analysing the data

Findings, discussion and recommendations

Figure 4.2 Evaluation procedure

4.7.2 Insider research

It is important for social researchers to clarify their research’s position and the
literature has identified two main roles for researchers insider and outsider.
The insider-researcher is ‘someone who shares a particular characteristic
such as gender, ethnicity or culture with group being studied’ (Saidin,
2017:849). Furthermore, Unluer (2012) defined the insider researcher as the
person who belongs to the individuals under research. Moreover, the insider
researcher has valuable knowledge, experience and understanding of the
institution dynamic (Coghlan, 2019). Whereas, the outsider researchers are
the individuals who conduct a study on an institution and they do not belong
to it, also the outsider researcher does not share gender, ethnicity or culture
with group being studied (Saidin, 2017).

The insider researcher has advantages, as indicated by Bonner and Tolhurst
(2002) first; an insider will be completely aware about the politics of the
institution and how it operates that will support the researcher in saving time
to understand the phenomenon he is studying as he has a previous knowledge
about it. Second, the insider researcher has a great deal of knowledge of the
culture, which will be helpful in obtaining real information from the participants
(Unluer, 2012; Saidin, 2017; Coghlan, 2019).
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On the other hand, being insider means you as a researcher familiar with
context of the study, which may affect the objectivity. However, the researcher
attained objectivity of the study as possible as it could be because it is funded
externally by the higher education ministry not the university itself. In addition,
it is possible for the insider to reveal sensitive information to the research
because of his ability to access those information. However, to carry out
reliable insider research, the researcher have to be aware of the impact of
research bias on data collection and he has to respect the ethics associated
with the institution and the participants (Coghlan, 2019).

4.7.3 Theresearcher role as insider-research

As mentioned previously, the purpose of carrying out this evaluative study is
that it is in line with my position as an English language lecturer at Zawia
University who nominated me to award a PhD Degree as a part from the
teacher development programme. Through conducting this research, it was
expected that | could identify the weaknesses and strengths of the English
language programme and suggest some solutions to enhance the programme
delivery and students’ performance. Considering my position in the university,
it requires me to be as an insider researcher due to my deep knowledge of the
institution, as | recruited at Zawia University nine years ago and | am aware
about the policies of the university and the culture, religion and traditions of
the society. In addition, | have access to all information needed to this study

by contacting the gatekeeper of Zawia University, as | am located in the UK.

4.7.4 Research methods

A research method is a technique for collecting data that can involve specific
instruments such as questionnaires, interviews or observation (Bryman,
2015). According to the history of research and research development, there
are two main types of research methods: qualitative and quantitative (Henn et
al.,, 2008; Matthews and Ross, 2014; Bryman, 2015). Whereas Creswell
(2013) pointed out that with the evolution of the twentieth century a new
research method coined as ‘mixed method’ was developed, which is based on

the assumption that a combination of qualitative and quantitative research
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methods can deliver a more complete understanding of the research problem

than using either qualitative or quantitative methods alone.

Each research method has its own characteristics. Quantitative research
methods are primarily concerned with gathering data that are structured and
can be represented numerically, while qualitative research methods are
concerned with gathering data that are non-numerical such as subjective
understandings, feelings, opinions and beliefs. It may be possible to
generalise from the data that are collected quantitatively, whereas it is not
usually possible to generalise qualitative data (Matthews and Ross, 2014).
The choice of data collection method(s) in research is determined by the
hypotheses or research questions, and is dependent upon the type of data
required to respond to the research questions (Matthews and Ross, 2014;
Bryman, 2015).

4.7.4.1 Quantitative research method

Quantitative research is supported by positivist philosophy. It refers to the
adoption of the natural science experiment, the measurement of phenomena
and the theoretical variables influencing those phenomena (Henn et al., 2008).
The quantitative research method includes collecting numerical data, which
are then analysed essentially by statistical methods (Ddrnyei, 2007). As stated
by Dawson (2009:23), “quantitative research generates statistics through the
use of large-scale survey research”. Thomas (2003) provided two different
perspectives for defining quantitative research methods. The first refers to the
guantitative research method using numbers and statistical methods, while the
second refers to the use of quantitative methods with the aim of producing
generable results. Therefore, within quantitative research the focus is placed
on facts and the causes of phenomena, where the information is in the form of
numbers that can be quantified and summarised; moreover, the mathematical
process is the norm for analysing the numeric data and the final result is

expressed through statistical terminologies (Golafshani, 2003).

This research method has a number of advantages, and as indicated by

Walliman (2011) quantitative data are easily analysed with a vast array of tests
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that can be applied according to the nature of the data and what the researcher
wants to interrogate. Choy (2014) pointed out that the quantitative approach
has two significant benefits: it can be managed and evaluated quickly, and the
responses can be tabulated within a short timeframe; and the numerical data
gained through this approach help in drawing comparisons between
participants or groups, as well as allowing determination of the extent of
agreement or disagreement between the respondents. The approach also
offers reliable data that can be generalised to other settings or the broader
population (Dérnyei, 2007; Hennink et al., 2010). Moreover, its results are
described as accurate and the quantitative approach is systematic and
controlled. On the other hand, Choy (2014) stated that quantitative methods
are rigid and provide fewer details on human perceptions and beliefs.
Furthermore, the quantitative analysed data might be too general or complex
to be understood (Saunders et al., 2009).

4.7.4.1.1 Questionnaire

The questionnaire is considered as one of the main sources for obtaining data
in any research, and is primarily employed when carrying out quantitative
studies, where the researcher wishes to shape the sample in terms of
numbers. Therefore, the questionnaire will be the key data collection
instrument employed in this research. According to Payne and Payne
(2004:186), the questionnaire can be defined as a “printed set of questions to
be answered by respondents, either through face-to-face interviews or self-
completion, as a tested, structured, clearly presented and systematic means
of collecting data”. Similarly, Gray (2014) described the questionnaire as a
research instrument through which individuals are asked to answer a similar
cluster of questions through predetermined instruction. Furthermore, Rowley
(2014) defined questionnaires as documents that contain a series of open and
closed questions to which the respondent is invited to provide answers.
Moreover, a questionnaire can be classified as self-completion, self-

administered, postal or mail (Bryman, and Bell, 2015).

A questionnaire must be designed by taking the participants into account.
Gilbert (2008) highlighted that it is essential when designing a questionnaire
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to include information that clarifies the purpose of the research, which should
be located in the introductory section of the questionnaire, as well as offering
clear instructions throughout the questionnaire and providing examples if
necessary. Questionnaires may consist of questions concerned with three
standard themes: i) facts such as gender, age and nationality; ii) perspectives,
beliefs and attitudes; and iii) behaviour such as how many times a certain
action is carried out (Rowley, 2014). As stated earlier, the participants should
remain central when designing a questionnaire, so that the instrument is no
longer than necessary, while the appropriateness of questions and their ability
to be easily comprehended should be tested. Therefore, the researcher should
pre-test the questionnaire by either trialling a draft of the instrument on people
he/she knows, or by piloting the questionnaire with a small sample from the
same population as the main study in order to identify any issues (Gilbert,
2008; Sekaran and Bougie, 2016).

Cohen et al. (2013) classified questionnaires into three basic types: i)
structured or closed-ended questionnaires that are used to gather data in
quantitative studies, where the format consists of statements with scales to
rank or boxes to tick; ii) unstructured or open-ended questionnaires that are
conducted in qualitative studies, where the format comprises a group of
questions with a blank section for the respondents to write their answers; and
iif) semi-structured questionnaires, which are a mixture of the first two types
and are formed by a sequence of closed questions at the beginning and end
of the instrument, with a section of open questions to gather more

comprehensive answers from the participants.

This study uses the closed-ended questionnaire type to discover the teachers’
perceptions regarding the provision of the current English language
programme at Zawia University, as well as enabling the researcher to
determine whether teachers believe the current English programme prepares
Libyan students for the world of work through gauging their opinions on the
success of programme and the sufficiency of the courses and their materials.
Another reason for selecting this type is that closed questions are more
efficient to manage than open questions: they are easily answered by the
participants where only a mark is required against the chosen answer, while
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the answers are easily coded by the researcher (Dawson, 2002). It is worth
mentioning that the researcher emailed the questionnaires to the participants,

as discussed in more detail in the following section.

4.7.4.1.1.1 Emailed questionnaire

Internet-based studies are becoming more prominent in the current era,
enabling questionnaires to be transferred by email and interviews to be
conducted electronically. As stated by Smith (2017), questionnaires can be
conducted via post, telephone, email, voice over Internet protocol such as
Skype, or online through websites. Orcher (2016) defined the email
guestionnaire as an email containing a set of questions or a document as an
attachment that is sent by the researcher to the target participants, asking
them to respond and return it. Email questionnaires are generally more
economical in terms of cost and time than the other methods of collecting data
because they avoid travel costs and logistical delays, as well as the problems
related to other methods such as interview. In addition, the majority of the
response will be received in a more timely manner. Furthermore, email
guestionnaires can be a more favourable method in the case of limited funds
and a widespread target population (Moser and Kalton, 2017). As stated by
Creswell (2012:383), “a mailed questionnaire is a convenient way to reach a
geographically dispersed sample of a population”. With the researcher and the
participants being geographically distant in this study, as the researcher is
currently based in Liverpool in the UK, the emailed questionnaire was deemed

to be the optimal solution to collect the quantitative data.

One of the main issues with the use of email questionnaires, however, is that
the researcher does not have any means for clarifying questions, and
consequently the participants could misunderstand the statements in the
instrument (Creswell, 2012; Sekaran and Bougie, 2016). Therefore, in order
to overcome this weakness, the contact between the researcher and the
participants remains open to allow further clarification in the case of ambiguity
or uncertainty over the questionnaire’s statements. Other criticisms

encountered with the emailed questionnaire include its restriction to the online
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population, the higher level of motivation required, and the potential for the

respondents to send multiple replies (Bryman, 2015).

4.7.4.1.2 Validity and reliability of the questionnaire

In general, validity and reliability are treated separately, but they are closely
related and interchangeable. Zohrabi (2013:258) defined validity as the
concern with “whether our research is believable and true and whether it is
evaluating what it is supposed or purports to evaluate”. Validity is also defined
as the appropriateness, correctness, meaningfulness and usefulness of the
particular interpretations that researchers form based on the data they gather
(Fraenkel et al., 2012). Therefore, validity is a crucial standard for evaluating

the quality and the adequacy of research instruments and data (Burns, 2003).

There are different types of validity that can be used to measure the quality of
a research instrument. The first type is content validity, which refers to the
extent to which the questionnaire produces accurate results for the questions
being explored, and can be assessed through the review of the questionnaire
by an expert. Based on this assessor's comments any incomprehensible
statements and questions can be revised and/or rephrased. Consequently, the
supervisors and a number of PhD researchers reviewed this research’s
guestionnaire. The second type is internal validity, which is used to verify
whether the researcher is actually investigating what he/she intends to
explore, which can be achieved through applying a range of techniques such
as triangulation, peer examination, member checking and research bias. Next,
external validity is related to the appropriateness of the questionnaire results
in other occasions and with other subjects. Finally, utility criterion is related to
the extent of the usefulness of the questionnaire’s findings to the stakeholders
(Cohen et al., 2005; Zohrabi, 2013). Moreover, in order to increase the validity
of the questionnaire, a pilot study was carried out prior to conducting the
primary quantitative data collection.

Reliability is concerned with the consistency of the outcomes attained from
research over time and under different settings. Thyer (2010) indicated two
main types of reliability: internal and external reliability. Internal reliability
involves the consistency of gathering, analysing and interpreting the data,
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where this type of reliability could be achieved when an independent
researcher conducts research and obtains findings similar to the initial
findings. In other words, internal reliability is confirmed by the matching of
repeated research findings with the original research findings. External
reliability deals with the repetition of the study, and is primarily related to the
measurement of the likelihood of achieving similar findings to previous
research. The external reliability of a study can be increased by considering
the status of the researcher, the selection of the informants, the social
situations and circumstances, the analytical constructs and premises, and the
methods of data collection and analysis (Zohrabi, 2013). However, many
techniques can be used to measure research instruments’ reliability, with this
research using the most common method: Cronbach’s alpha (Bernard and
Bernard, 2012).

4.7.4.2 Qualitative research methods

The qualitative research approach is directed by the concepts of the
interpretive paradigm; it involves identifying issues from the inside perspective
and it is primarily employed for addressing ‘why’ and ‘how’ questions, in
addition to being beneficial for exploring new topics and understanding
complex problems (Hennink et al.,, 2010). While the nature of data in
quantitative methods is based on numbers and the research is centred on
facts, the nature of data in qualitative methods is based upon words or images,
with the research focused on meanings and the data collected in the form of
naturalistic verbal reports such as interview transcripts or written accounts,
where the analysis conducted on these is textual (Gray, 2013; Smith, 2015;
Padgett, 2016). As indicated by Bryman (2015:374) “qualitative research is a
research strategy that usually emphasises words rather than quantification in
collection and analysis of data”. Qualitative research utilises non-standardised
methods of data generation that allow for the investigation of emergent issues.
In addition, the obtained data are rich and detailed since they are grounded in
the perspectives and accounts of the participants, while the role and

perspectives of the researcher in the research process are acknowledged, and
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in some cases lead to them reporting on their personal experiences in the field
(Ritchie, 2013).

Qualitative research methods have been criticised for the small size of the
samples, which may not allow the generalisability of the findings as the
particular conditions of a small number of participants may not be broadly
applicable to others. Furthermore, the results of the study can be simple and

easily influenced by the researcher’s opinion (Saunders et al., 2009).

4.7.4.2.1 Interviews

Interviews are one of the main sources of collecting data when conducting
qualitative research. Kothari (2004) defined the interview as featuring the
performance of oral-verbal stimuli and replies in terms of oral-verbal
responses. In the same vein, Payne and Payne (2004:129) defined the
interview as “data collection in face-to-face settings, using an oral question-
and-answer format”. A broader definition is offered by Saunders et al.
(2012:680), who defined the research interview as “purposeful conversation
between two or more people requiring the interviewer to establish rapport, to
ask concise and unambiguous questions and to listen attentively”. Punch
(2005:168) asserted that representing one of the key data collection tools in
non-numerical research, the interview is a highly effective means of securing
the right to use individuals’ perceptions and definitions of situations and the
development of reality. Cohen et al. (2013) claimed that interviews are
primarily conducted for three reasons: to explore or evaluate people’s
perceptions, attitudes and thinking on a particular phenomenon; and to

examine or improve a theory.

According to Creswell (2012), the interview can ultimately be categorised into
four approaches depending on the accessibility of the participants and the
amount of time available. The first approach is the one-to-one interview, which
is a data gathering process whereby the interviewer asks questions to and
records answers from only one study interviewee at a time. The second
approach is the focus group interview, where the researcher can collect the

data through interviews with a number of individuals simultaneously, with the
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groups usually comprising four to six participants. This type of interview can
lead to rich data if the participants are motivated and cooperative within the
group. The next approach is telephone interviews, which can be conducted
through telephone calls between the researcher and the participants. It
requires the researcher to employ an apparatus that connects the telephone
and audio recorder together in order to collect a pure recorded interview.
Although this approach is quick, it can be expensive and the researcher does
not interact with the interviewees directly. Another approach is email
interviews, which can be conducted with participants by utilising computers
and the Internet to send the interview questions to the participants and receive
their responses. This type of interview offers swift access to vast numbers of
individuals and results in detailed, rich textual data for qualitative analysis. The
approach can also support a conversation between the researcher and the
interviewees through follow-up emails to extend the understanding of the
research phenomenon. However, emailed interviews can face complex ethical
iIssues in some cases. Furthermore, it can be difficult to conduct such
interviews with young participants under the age of ten years who may not
possess an email address. Despite these weaknesses, the selection of email

interviews will potentially increase due to the dissemination of technology.

In general, there are three main interview types implemented by researchers
to collect qualitative data, with each featuring its respective emphases and
objectives. The research questions and the data necessary to respond to
these questions will define the most appropriate type to be used (Easterby-
Smith et al., 2012; Alsaawi, 2014; Kumar, 2014; Bryman, 2015). First, there is
the structured interview, where the data are collected through asking the
participants a series of predetermined questions that are short and easily
understood. The questions are typically closed, and thus well-defined
responses are required. The interviewer essentially asks identical questions
to all the interviewees, which enables comparison among the responses.
However, the structured interview limits the potential to obtain in-depth data.
It has also been noted that this type of interview fits those researchers who
know precisely what sort of information they are seeking (Dornyei, 2007,
Kielmann et al., 2012; Alsaawi, 2014; Mackey and Gass, 2015).
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Next there is the unstructured interview, which is distinct from the previous
interview type in that it is informal, open and narrative in nature. The
unstructured interview does not follow any formal interview procedure,
although the researcher could have a few questions prepared to organise the
interview. The interviewer can thus direct the conversation in any direction that
supports the collection of a rich narrative. Unstructured interviews have the
ability to produce a vast amount of data, and therefore they are applicable for
those researchers who wish to concentrate on a particular phenomenon in
depth (Harris and Brown, 2010; Alsaawi, 2014). On the other hand, carrying
out unstructured interviews requires good interpersonal skills, and thus
interviewers who have robust relational abilities (Eriksson and Kovalainen,
2015).

The third and final type is the semi-structured interview, which is a combination
of the two aforementioned types stated above. The questions are prearranged
in advance of the interview, but the researcher provides the interviewees with
the opportunity to give details to specific issues by using open-ended
questions (Alsaawi, 2014). The key benefit of the semi-structured interview is
that the data are organised and inclusive, while the interview remains informal
(Eriksson and Kovalainen, 2015). However, it may be difficult to analyse and
compare the data due to the excessive freedom permitted to the participants
during the conversation in order to obtain a richer narrative (Eriksson and
Kovalainen, 2015; Mackey and Gass, 2015). Interviews can also be divided
into standardised and non-standardised, or respondent and informant

interviews (Saunders et al., 2009).

In contrast to questionnaires, interviews are more flexible due to the ability of
the interviewer to explain the questions and modify them to suit the situation.
In this research, semi-structured interviews were employed to obtain
information about the reasons behind the unsuitability of the courses and their
materials to students’ needs. In addition, they were utilised to elicit information
about the assessment criteria being used to assess students’ work, as well as
to gain information about the availability of staff training programmes. The
interviews were completed by the participants at Zawia University and were
sent to the researcher by email. Although the researcher had intended to
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conduct the interviews face to face, the current security situation in Libya
prevented her from receiving official permission from the university to conduct
the interviews in Libya. Therefore, the most appropriate medium for the
interviews to be carried out was through email (The next section provides
further detail about the emailed interviews). Prior to this, a critical evaluation
of the interview should be carried out. In order to collect data about a certain
phenomenon in a manner that allows the gathering of rich and detailed
information, the interview method should be used because it offers
researchers the opportunity to discover information that may not be accessible
using other data collection methods (Blaxter et al., 2006; Harris and Brown,
2010). In addition, the interview provides researchers with an opportunity to
examine phenomena that are not directly observable, while they can elicit
additional data if the participants request for the rephrasing or simplification of
unclear questions (Dornyei, 2007; Mackey and Gass, 2015). Another
advantage of the interview is that it is not only a data collection method, but
also a natural means of interaction that can occur in different situations with

different types of population (Blaxter et al., 2006).

On the other hand, conducting interviews is time consuming and the quality of
the information obtained is affected by the quality of the interaction between
the researcher and the participants (Kumar, 2014). To conclude, with regard
to the benefits and drawbacks, the interview is a dominant method in obtaining
information on individuals’ perceptions and beliefs, which can be mixed with
other methods to delve deeper than would be possible when used as the sole
data collection instrument (Alshengeeti, 2014). Therefore, this study employed
mixed methods to gather in-depth information about the research problem,
with the interview instrument used to support the findings from the

questionnaire.

According to Dawson (2009), there are different types of interview analysis
such as comparative analysis, thematic analysis and content analysis. Content
analysis will be used to analyse the interviews in this study, which is defined
by Bryman (2015) as an approach to the analysis of documents and texts that
can be printed or visual, and which aims to quantify content in terms of

prearranged sets in an organised and replicable manner. Furthermore, content
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analysis is classified as the best technique to reduce qualitative data and to

code and analyse open-ended questions (Cohen et al., 2013).

4.7.4.2.1.1 The emailed interview

Internet usage offers major advantages where the target population and the
researcher are geographically dispersed. Different scholars defined the
emailed interview in a similar manner. Flick (2014) referred to the emailed
interview as transferring the face-to-face interview to the Internet domain. In
the same vein, Cassell and Symon (2004) defined the electronic interview as
electronic communication that facilitates access to participants, and which can
be conducted online, offline or via email. Another detailed definition was
introduced by Saunders et al. (2009), who stated that an emailed interview
involves of a chain of email messages, with each containing a small number

of questions rather than one long email containing the full series of questions.

The process of arranging an emailed interview is challenging. In the first email,
the researcher needs to explain in detail how the interview process will work,
while this initial email may also contain a participant information sheet and
consent form as attachments (Morris, 2015). Practically, conducting emailed
interviews is different from face-to-face interviews. As asserted by Cassell and
Symon (2004), in electronic interviews a number of emails are exchanged
between the interviewer and the participant over an extended period of time.
Initially, a small number of questions will be asked and the interviewee will
reply, expressing their points of view and ideas. Then, the interviewer will have
to respond precisely to those ideas, asking follow-up questions or
clarifications, and generally opening up the discussion to elicit more
information (Flick, 2014). Therefore, the researcher contacts the participants

by email more than once, using the follow-up emails to generate more data.

It is worth mentioning that the electronic interview can be grouped into two
types: asynchronous and synchronous. The former asynchronous interview
can be categorised into the email type and Internet forum type, whereas the

synchronous form has only one type, which is chat rooms. Figure 4.3 below
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describes this categorisation, where it can be seen that the current study

employs the asynchronous type by sending the interview via email.

Internet

. forums
Asynchronous &

Electronic g
interviews BN
\

Figure 4.3 Forms of electronic interview (Source: Saunders et al., 2009:350)

Chat rooms

Electronic interviews can be beneficial as they provide opportunities to both
the researcher and the participants to reflect on the questions and replies
before providing the final responses, which can increase the respondents’ role
in the research process and enhance the quality of their answers (Morris,
2015). In addition, increased and in-depth research rapport can be generated.
Furthermore, emailed interviews can be an effective method of gaining access
to those participants who live remotely, as per the case of this research where
the researcher is situated in the UK and the participants in Libya. Moreover,
emailed interviews create data in the form of text, which saves time
transcribing the dialogue from audio-recorded interviews, while the researcher
can conduct multiple interviews simultaneously. A final advantage of the
emailed interview is that the participants can remain anonymous (Cassell and
Symon, 2004; Saunders et al., 2009; Flick, 2014). Despite the aforementioned
advantages, emailed interviews may last for weeks and delays in the
responses are possible, while it is possibly that the quality of answers will
differ, and consequently the researcher may need to send follow-up questions
according to the participants’ responses, which should be done in an
appropriate manner to maintain the momentum and motivation. Nevertheless,
some interviewees may become disinterested and discontinue responding to
the follow-up emails. Meanwhile, ambiguity in the interview questions may lead
to misinterpretation, and therefore it is imperative that all interview questions

are clear and concise (Saunders et al., 2009; Morris, 2015). On balance, the
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researcher concluded that the benefits of emailed interviews outweigh the

drawbacks.

For this study, semi-structured interviews were conducted with English

language lecturers and alumni of the faculties of education at Zawia University.

4.7.4.2.1.2 Validity and reliability of interviews

Assessing the research instruments and research findings is a vital procedure
in a study. However, there is ongoing debate about whether the terms validity
and reliability are applicable to evaluate qualitative research due to the
inappropriateness of the application of tests and measures used to evaluate
validity and reliability in quantitative research being applied to qualitative
research (Noble and Smith, 2015). Moreover, some researchers disagree with
the notion of using such approaches in qualitative research, while others reject
the entire idea and suggest alternative criteria such as truth—value,
confirmability and consistency to ensure the reliability and validity of the
findings (Flick, 2014; Leung, 2015; Rubin and Babbie, 2016). On the other
hand, Cohen (2013) proposed a number of principles to ensure validity in
qualitative research: i) the foremost source of data is the natural setting; ii) the
researcher is a part of the researched world and the main research instrument;
iif) the emphasis is placed on processes rather than the outcomes; and iv) the
data should be analysed inductively. In summary, researchers should follow
techniques that support retaining the maximum validity and reliability of the
interview. This can be achieved by avoiding asking leading questions to the
interviewees in order to prevent the interviewer influencing the participants’
responses. In addition, to enhance the validity and reliability of the interview
the research question(s) should be in line with the research objectives.
However, in this study the interview questions are based on the questionnaire

findings, and that instrument has already been validated.

4.7.4.3 Document analysis

Documents are a valuable source of information when conducting qualitative
research. In similarity to the other methods of qualitative research, documents

need to be analysed in order to elicit information. Bowen (2009) defined
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document analysis as a systematic procedure for reviewing or evaluating
documents, regardless of whether they are hardcopy or electronic material. In
addition, Creswell (2012) described document analysis as a source of
beneficial information that supports the researcher to understand dominant
phenomena in qualitative studies. The documents can present in different
forms such as agendas, policy documents, programme proposals, letters, and
background papers, and they can also be public or private documents (Yin,
2003).

According to Bowen (2009), documents can offer four purposes as a part of
research activity: i) data and insight that supports researchers in their
understanding of the historical roots of particular concerns upon which the
phenomenon is being investigated; ii) the information contained in documents
can lead to questions that need to be asked and contexts that need to be
observed as a stage of the research, for instance, where analysing documents
may lead to the generating of interview questions that help in gaining
supplementary data about the problem under investigation; iii) documents can
provide an opportunity to track changes and development, since where
different drafts of a particular document are accessible, the researcher can
compare them and determine the amendments; and iv) documents may help
in verifying the results or validate data from other sources. In summary,
documents help to describe the background and setting, resulting in additional
guestions to be asked, supplementary data to be analysed and allowing the

corroboration of results from other data methods.

As there are many types of documents, there are also many procedures for
collecting documents. Creswell (2012) provided guidance for the collection of
documents for qualitative studies. First, identify the required type of
documents. Second, use both public and private documents as sources of
information for the research. Third, when the documents are sited, seek
permission to utilise them in the research. Finally, examine the
appropriateness and relevance of the documents to the research and record

the required information.
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One of the key advantages of documents is that they do not require
transcription. They are ready for analysis once they have been obtained. In
addition, documents are an efficient method for the collection of information as
the process is cost-effective and faster than other methods as the data are
already gathered. Another benefit is that documents are normally accessible
and in the public domain. However, some documents may be difficult to obtain
and their information may be not accessible to the public (Bowen, 2009).
Although documents as a research method can support in acquiring in-depth
information about a certain phenomenon, they often contain insufficient detalil
because the documents were created for specific purposes unlikely to echo

the research objectives. Moreover, documents may be difficult to retrieve.

As mentioned earlier, this study features a combination of quantitative and
qualitative data collection instruments known as the mixed method. To secure
the necessary data, the quantitative data were collected through the
qguestionnaire and the qualitative data were collected through emailed
interviews and written documents including the syllabus and a sample of
examination papers for the writing and grammar subjects for years 1, 2, 3 and

4. The next section will explore the mixed method approach in detail.

4.7.4.4 Mixed methods

Although initially employed solely in the social sciences, mixed methods
research has more recently expanded into other sciences, where its processes
have been developed and refined to suit a range of research questions
(Creswell et al., 2003). According to Johnson et al. (2007:123), mixed methods
research can be defined as “the type of research in which a researcher or team
of researchers combines elements of qualitative and quantitative research
approaches (e.g., use of qualitative and quantitative viewpoints, data
collection, analysis, inference techniques) for the broad purposes of breadth
and depth of understanding and corroboration”. Meanwhile, Johnson and
Onwuegbuzie (2004) described the mixed method as the third wave or third

research movement.
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Greene (2007) claimed that there are five rationales for mixed methods
research: i) triangulation, which means seeking the combination of results from
different methods; i) complementarity purpose, which seeks for the
enhancement of the results from one research method with the results from
the other method(s); iii) development, through exploiting the findings from one
research method to help in developing the other method(s); iv) initiation, which
involves the search for new perspectives of frameworks, the recasting of
questions or results from one method with the questions or results from the
other method(s); and v) the expansion of investigation by using several

methods for different inquiry components.

The mixing of qualitative and quantitative research methods can help
researchers in achieving a more complete understanding of the research
problems than possible through either approach alone (Creswell, 2013).
Furthermore, since all methods of data collection have drawbacks, the use of
mixed methods can reduce or nullify some of the disadvantages of certain
methods, and therefore using a mixed methods approach can strengthen
research (Abbas and Charles, 2003). As stated by McKim (2017:203), “mixed

methods research is the only way to be certain of findings”.

On the other hand, using a mixed method in research can be time-consuming
and incur greater costs, while more resources are required than single method
studies as well as skilled researchers with knowledge of both quantitative and
qualitative research (Saunders et al., 2009; Creswell, 2014; McKim, 2017). In
order to achieve findings in complementary strengths and non-overlapping
weaknesses, the researcher must mix the research methods in an effective
manner by considering all the relevant features of quantitative and qualitative
research (Johnson and Onwuegbuzie, 2004). In order to increase the
effectiveness of the current study and gain in-depth information, the mixed

methods approach was used to collect the data.

4.7.4.4.1 Justification for using mixed methods

As mentioned earlier, there are three types of methodology: quantitative
(numeric data), qualitative (non-numeric data), and mixed methods (using both
types of data) (Hughes, 2016). Although each research type has its own
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weaknesses and strengths, mixed method research has compounded the
opportunities for creative development in methodology and contributes to our
understanding of important and complex problems in different fields (Mertens
et al., 2016).

Mixed methods research couples the strengths of qualitative and quantitative
data to respond to complex research questions in addition to enabling a deep
and broad understanding of the phenomenon than possible with either
approach alone. In other words, the using of a mixed method approach
heightens legitimacy, since the qualitative analyses involve descriptive
precision and the qualitative analyses ensure numeral precision (Mills et al.,
2010). Furthermore, mixed methods enhances the research value by
increasing knowledge, improving accuracy and completeness, and informing
and contributing to the overall validity of the findings. Mixed method research
also provides readers with greater confidence in the results and the
conclusions they draw from the study. Moreover, the mixed method approach
benefits researchers through cultivating ideas for future research (McKim,
2017).

Therefore, this study uses mixed methods because of its strengths and the
researcher’s aspiration to benefit from the advantages of each research
method to collect a broad variety of data while achieving a deep understanding
of the research phenomenon. In summary, the first method involved a
questionnaire aimed at identifying the teachers’ perceptions regarding the
provision of the current English language programme at Zawia University. The
second method entailed carrying out semi-structured interviews with the
lecturers and alumni to allow for further understanding. While the third method
comprised of analysing written documents obtained from the English language
department at Zawia University, including the syllabus and a sample of
examination papers for the writing and grammar subjects for years 1, 2, 3 and
4. It is unfortunate that the observation could not be conducted as a fourth
research method because of unstable situation of Libya Research Ethics
Committee of Liverpool John Moores University refused to provide the author
with permission to travel to Libya as a researcher.
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4.8 Sampling

Sampling is a key component in research, referring to the choice of a part of a
group or the entire population with the target of gathering comprehensive data.
The selected part that defines the characteristics of the full population is known
as the sample (Khan, 2011). The sample must be in agreement with the
research questions, objectives, methods and the expected target of the

research conclusions (Hallebone and Priest, 2009).

Kumar (2008) identified two types of contrasting sampling procedures: non-
probability sampling and probability sampling. Non-probability sampling
means that the study participants are not randomly selected and the
individuals are not offered an equal opportunity to become the part of a
research sample. Therefore, the sample choice depends on the researchers’
subjectivity. Non-probability sampling involves many techniques. First, there is
snowball sampling, in which the researcher selects a small number of
participants as a sample for the study, and those chosen participants suggest
other candidates who possess similar experience and characteristics for
inclusion in the study (Bryman, 2015). Second, there is convenience sampling,
which relates to including research subjects who are simply accessible and
available to the researcher, while there are no geographical or time constraints
preventing the required sample size from being reached (Etikan et al., 2016).
Next, there is purposive sampling, whereby the researcher selects a research
phenomenon of interest and establishes a number of criteria or characteristics
for the sample and then attempts to locate participants who hold these criteria
to be invited to participate as the research sample (Creswell et al., 2003).
Purposive sampling and convenience sampling share the same limitation,
which is involving the non-random selection of research participants that can
lead to subjectivity and bias. Finally, there is quota sampling, which although
rarely used in social sciences research is widely utilised in commercial
research, where it is applied to collect data through categorising the applicable
population into different classifications and then selecting a particular size of

a sample within each classification (Bryman, 2015).
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Etikan et al. (2016) asserted that the main reason for using non-probability
sampling is that it is relatively economical and quicker than probability
sampling. On the other hand, probability sampling refers to the random
selection of the research sample. In other words, the whole population has a
similar opportunity of being part of the research sample, which decreases the
likelihood of bias. Probability sampling includes a number of classifications. To
begin with, there are systematic sampling and cluster sampling, which share
the same structure where the population is divided into primary units and each

single primary unit contains secondary units.

In systematic sampling, each major unit is composed of minor units drawn in
a systematic style from throughout the population, while in cluster sampling
each key unit involves a cluster of secondary units that are located in close
proximity to each other (Khan, 2011; Thompson, 2012). The next classification
is stratified sampling, which is similar to quota sampling, whereby the
population is grouped into categories and the research sample is selected from
each category, with the reason behind this selection being to select a
representative sample for the population (Acharya et al., 2013; Cohen et al.,
2013). The last type is simple random sampling, which is defined as a
sampling procedure that endeavours to be representative of the entire
population by offering equal opportunities for every individual to be a part of
the research sample (Greener, 2011; Gray, 2013; Etikan et al., 2016).

In this study, none of the above sampling techniques were applied for the
lecturer participants because the researcher was able to include the entire
population. As Saunders et al. (2009:212) reported, “for some research
guestions it is possible to collect data from an entire population as it is of a

manageable size”.

Therefore, all of the English language lecturers from the education faculties at
Zawia University were invited to participate in the study, where the population
comprised of 220 individuals. In the case of the alumni, purposive sampling
was applied and the researcher established certain criteria for the participants

as follows: they must have graduated from the faculties of education at Zawia
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University, and that their period of study coincided with the application of the

obtained English language syllabus.

4.9 Triangulation

Triangulation can be defined as an attempt to clarify more fully the complexity
of the research phenomenon by studying it from more than one standpoint
using both quantitative and qualitative data (Cohen et al., 2013). As the
triangulation is a powerful means of demonstrating the concurrent validity of
the data, it requires more than one method or source of data in studying the

phenomena (Bryman and Bell, 2015).

According to Yin (2013), case studies that employ multiple sources of evidence
are considered to be of higher quality than those that use a single source of
data. In addition, the multiple sources of evidence essentially provide multiple
measures of the same phenomenon. Therefore, triangulation supports the

case study by strengthening the construct validity.

This study employs the CIPP model of evaluation, which also requires the use
of different data collection methods. Consequently, it accommodates data

triangulation, which in turn enhances the validity of the evaluative findings.

4.10 Pilot study

An additional method for increasing research instrument is to examine its
design through conducting a pilot study, which is “a smaller scale version of
the main study and is designed to check that the design is doing the job it is
supposed to do” (Hall, 2008:79). A pilot study does not only offer the
advantage of generating data, but also helps to identify any drawbacks with
the research instrument’s design, which can then be refined before conducting
the full study (Saunders et al., 2009; Bryman and Bell, 2015). A pilot study was
carried out for this study to test for the ambiguity of meaning and inadequacy
of wording in the questionnaire. In other words, the questionnaire was piloted

to ensure that all of its statements were comprehendible and concise.

A preliminary questionnaire was emailed to the gatekeeper of the faculties at

education Zawia University, and then distributed to 30 English teachers at
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Zawia University; however, 25 questionnaires were valid to use in the pilot
study. Some lecturers included comments about certain statements such as
No. 4: (The main objectives of the programme is to teach English language
and culture), where they stated that the answer would be different if the word
‘culture’ was retained or deleted from the statement, because from their point
of view the main objective of the programme is solely to teach English.
Statements 40, 43 and 44 contain the word ‘book’, and the pilot respondents
claimed that this was ambiguous because the statements do not indicate what
type of books the researcher refers to. The data from the piloted questionnaire
were analysed using version 24 of the Statistical Package for Social Sciences
(SPSS), and the Cronbach’s alpha of the piloted questionnaire was found to
be 0.775. Based on the feedback received from the pilot study participants and
the results, the research instrument’s initial reliability was improved and it was
ultimately valid for the full investigation after making the necessary

amendments in response to the pilot feedback.

Furthermore, the researcher completed an initial benchmarking framework by
emailing a number of colleagues from the English department at Zawia
University who had previously complete the IELTS test and were fully aware
of its criteria and descriptions, with the findings used in an attempt to
understand the undergraduate Libyan students’ level of English, as presented
in Table 4.5 below.

Table 4.5 Initial benchmarking exercise

Year Qualification Libyan students’ comparative IELTS
level

End of secondary level Secondary certificate Below 4

End of 4" year university Licentiate 4.5

4.11 Data collection instruments

Data collection is an essential component of conducting any research study.
There are numerous data collection methods that can support the researchers
to systematically gather information about any research phenomenon and its
context. In addition, (Creswell, 2013; Sani CIn, 2013). This study employs

three methods of data collection: questionnaire, interviews and document
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analysis. The next sections introduce detailed explanations about their

particular structure and use.

4.11.1 The questionnaire

The questionnaire is the main data collection instrument for this study. It was
adapted from a study by Yilmaz (2011), entitled “Evaluating the Turkish
language curriculum at Jagiellonian university in Poland”. The questionnaire
is a closed-ended type, used to discover the teachers’ perceptions about the
provision of the current English language programme of the faculties of
education at Zawia University. In addition, the instrument supported the
researcher in determining whether the teachers believe that the current
English programme prepares Libyan students for the world of work through
assessing their opinions on the success of the programme and the sufficiency
of the courses and the respective materials. The questionnaire employed in
this study features a five-point Likert scale with responses ranging from 1 to 5
(1= strongly disagree, 2= agree, 3= neutral, 4= agree and 5= strongly agree).
The guestionnaire includes 52 statements and it is divided into five parts. The
first part is used to gather general demographic information about the
participants including the gender and years of professional experience. The
second part collects information about the students’ language skills
development at Zawia University, featuring statements 1 to 11. The third part,
entitled challenging skills for students, investigates the opinions of lecturers on
which of the four skills students have difficulty in, featuring statements 12 to
27. The fourth part gauges the lecturers’ opinions about teaching through
statements 28 to 38. The fifth and final part is entitled teaching materials and
investigate the lecturers’ opinions about the sufficiency of the teaching
materials to meet the students’ needs, comprising statements 39 to 52.
Completion of the questionnaire was estimated to require 15-20 minutes of

the participants’ time.

Since this study is grounded in the Libya context, the Research Ethics
Committee of Liverpool John Moores University advised against traveling to
the country because of the current insecurity. Consequently, the researcher

sent the questionnaires by email to the gatekeeper of the faculties of education
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at Zawia University, who in turn invited the lecturers of the English language
department to complete the questionnaires and returned them to the

researcher.

41111 Procedures for the questionnaire data analysis

The questionnaire was analysed using SPSS, while the Cronbach’s alpha
measurement test was run to ensure that the questionnaire had a satisfactory
reliability. The Cronbach’s alpha was .805, and therefore the questionnaire
can be considered as a valid instrument. In order to achieve the research
objectives and respond to the research questions, the researcher utilised five
techniques in analysing the questionnaire data: descriptive statistics, mean
scores, Pearson correlation and one-way Anova. The initial procedure was
applying the descriptive analysis to the data in order to obtain the frequency
and percentage of the participants’ responses. In addition, the scores’ mean
was calculated to indicate the lecturers’ level of agreement or disagreement
with the questionnaire’s constructs. Secondly, three parametric tests were
conducted to compare the variables. First, a Pearson correlation analysis was
employed to determine the relationship between the four constructs of the
questionnaire (i.e. programme delivery, students’ skills, teaching
implementation and teaching materials). Then, the one-way Anova was
conducted to explore the difference in the mean scores of the candidates’
responses according to the questionnaire’s constructs. The one-way Anova
analysis was run with a Duncan’s post hoc test, which was utilised to fragment
the groups into homogeneous subsets and determine where the differences

were.

4.11.2 Interviews

The interviews were additional instruments to support the findings of the
questionnaire. Two sets of interviews were conducted in this study, with each
being of the semi-structured interview type. The first interview was conducted
with six English language lecturers at Zawia University to gain information

about the courses’ content, delivery and student assessment.
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The interview features a total of 23 interview questions, with five sections.
Section A is composed of three questions to gather general information about
the participants’ such as the type of English course taught. Section B contains
two questions about the course aims and objectives. Section C includes four
questions about the course content and its appropriateness to the students’
needs. Section D comprises twelve questions exploring the course delivery
and student assessment. Section E contains only one question where further
comments about the English language programme structure, content and

delivery can be added.

The second interview was conducted with four alumni of the English language
department who had graduated in the past few years. The interview was
translated into the Arabic language in order to attain clear and in-depth
information, and consists of six questions to discover the level of the
participants’ satisfaction with the programme that they participated on.
However, as mentioned earlier, the researcher could not travel to Libya to
conduct these interviews face to face, and consequently both sets of

interviews were sent and returned by email.

411.2.1 Procedures for the interview data analysis

The two interview sets were analysed using content analysis. The initial step
of commencing the interview analysis involved reading the interview
transcripts repeatedly in order to understand exactly what the participants
were trying to convey. After that, the researcher named each transcript to
make it easier to differentiate between them. Following that, information
related to the research questions were highlighted. Then, the identified data
were coded and divided into categories and themes. Moreover, in an attempt
to reduce the data, the researcher merged similar information and determined
that which were distinct. Finally, the data were analysed and the findings

emerged.

To ensure the validity and reliability of the interviews, the questions were
based on the questionnaire findings which had already been validated.

Furthermore, the interviewer effect was completely avoided due to sending the
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interviews via email. The steps followed in applying the content analysis can

be seen in the model presented in Figure 4.4.

Careful reading to transcripts

MNaming transcripts

Finding out relevant information

Categorising, coding and generating themes

Ensuing reliability and wvalidity

Analysing data and writing up the findings

Figure 4.4 Content analysis model

4.11.3 Written documents

In this research, documents related to the English language department at
Zawia University were gathered for analysis. The documents included the
syllabus and sample of examination papers for the writing and grammar
subjects for years 1, 2, 3 and 4 for the 2016 and 2017 academic years. The
English syllabus was designed in 2009 and was still in use during this research
period. The intention was for this document to provide information about the
aim, objectives, content and recommended sources for each course in the four
years of the English language programme at the institution. The analysis of
this syllabus followed a number of steps, which will be discussed in detail in

Chapter Five.
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4.12 Ethical considerations

Gaining ethics approval is considered as one of the key steps that the
researcher must fulfil when conducting research. As Wellington (2015:4)
pointed out, “ethical concerns should be at the forefront of any research project
and should continue through to the write-up and dissemination stages”.
Meeting ethics standards is necessary to ensure that research remains
systematic and accountable by controlling the access to information and the
researcher’s behaviour (Sarantakos, 2012; Hair, 2015). Therefore, ethics refer
to the morality of human conduct, moral deliberation, choice and accountability
on the part of the researcher throughout the research process (Miller et al.,
2012). In addition, ethics are defined as a procedure or viewpoint for
determining how to act when analysing complex problems (Gajjar, 2013). In

other words, for research to be reliable, it should be ethical (Wellington, 2015).

Gajjar (2013) identified five reason why researchers should follow ethical
standards: i) ethical rules promote the aims of research; ii) ethical norms
enhance the values that are crucial to cooperative work because research
regularly involves many individuals from different institutions and fields; iii)
ethical standards ensure that researchers can be held accountable to the
public; iv) ethical rules can aid in building public support for the research; and
v) many of the standards of research encourage the diversity of moral and
social values, such as human rights. Therefore, any ethical gap in research
can be considered harmful to both the participants and the public (Guillemin
and Gillam, 2004).

For the present study, the researcher completed the ethics proforma and was
evaluated and approved for the pilot and final study by the Research Ethics
Committee at Liverpool John Moores University, based on the institution’s
ethical codes guide. As stated by Saunders et al. (2009), remaining mindful of

the ethical concerns will enhance the reliability and credibility of the research.
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4.13 Chapter summary

This chapter presented the methodology, research design, research methods
and procedures that were applied in analysing the data. It also discussed the
sampling techniques employed for this case study that used quantitative and
qualitative data to ensure that the findings are in-depth and reliable. The next

chapter presents the findings that emerged from the data analysis.
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5 Chapter Five: Data Analysis
5.1 Introduction

This chapter comprises two main sections. The first features the analysis of
the quantitative data collected from the questionnaire. Its analysis was
conducted using SPSS (version 24) and includes two main parts: the first part
involves descriptive analysis of the demographic data, the internal reliability of
the questionnaire’s items and the collapsed mean and standard deviation
scores of the questionnaire variables, in addition to the frequency and
percentage of the participants’ responses. The second part presents the
application of two parametric tests: the Pearson correlation and one-way
Anova. The second section comprises analysis of the qualitative data
emerging from the semi-structured interviews using content analysis, with the

documents analysed using codes and categories to support content analysis.

5.2 Quantitative data analysis

The questionnaire was the main instrument for collecting the quantitative data
in this study. It was employed to reveal the lecturers’ perceptions regarding
the provision of the current English language programme at Zawia University.
In addition, the questionnaire was utilised to enable the researcher to
determine whether the lecturers believe that the current English programme
prepares Libyan students for the world of work through gauging their opinions
on the success of the programme and the sufficiency of courses’ content and
materials, as well as the students’ skills. The questionnaire was primarily a
closed-ended type, asking the participants to register the extent of their

agreement or disagreement with the statements presented.

All the English language lecturers at Zawia University (n= 220) were invited to
complete the questionnaire. Therefore, two hundred and twenty
guestionnaires were emailed to the English language lecturers at the
institution, with one hundred and fifty valid and completed questionnaires
returned. As Table 5.1 indicates, the response rate is quite high, perhaps

because the researcher had been nominated by the university to study abroad.
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In addition, the participants were emailed many times and they expressed

interest in the topic of study.

Table 5.1 Questionnaire’s response rate

Total number of questionnaires

distributed

Total number of valid questionnaires

returned

Response rate

220

68.1%

5.2.1 Descriptive statistics’ analysis, demographic data analysis

The first part of the questionnaire was used to gather general information

about the participants, including their gender and years of experience teaching

the English language, as shown in Table 5.2

Table 5.2 Participants’ gender

GENDER
Frequency Percent Valid Percent Cumulative Percent
Valid Male 47 313 31.3 313
Female 103 68.7 68.7 100
Total 150 100 100

As depicted in the above table, the percentage of female respondents was

69%, whereas the percentage of male respondents was 31%. This suggests

that there are fewer male lecturers in the English language department at

Zawia University than female lecturers.

The participants’ experience of teaching English was divided into five groups,

as seen in Table 5.3.

Table 5.3 Participants’ years of experience

EXPERIENCE
Frequency Percent Valid Percent | Cumulative Percent

Valid less than 1 year 10 6.7 6.7 6.7

from 1 to 5 years 20 13.3 13.3 20

from 6 to 10 years 40 26.7 26.7 46.7

from 11 to 15 years 60 40 40 86.7

more than 15 years 20 13.3 13.3 100

Total 150 100 100
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The above table illustrates the five groups of participants’ teaching experience.
The first group includes 10 lecturers (7%) with experience less than one year.
The second group has 20 lecturers (13%) with teaching experience of between
1 and 5 years. The third group comprises 40 lecturers (27%) with experience
from 6 to 10 years. The fourth group includes 60 lecturers (40%) with
experience from 11 to 15 years. While the final group has 20 lecturers (13%)
with more than 15 years of teaching experience. Therefore, from the results it
can be asserted that the English language department includes lecturers with

a range of professional experience.

5.2.1.1 The internal reliability of the questionnaire’s items

The researcher needed to ensure that all the items of the questionnaire were
reliable. Therefore, Cronbach’s coefficient alpha test was used as an index of
reliability to provide a measurement of the internal consistency. The result of
the Cronbach’s alpha test was above the acceptable values of alpha, which
are 0.70 for each variable and all variables combined. The Cronbach’s
coefficient alpha for all variable combined is .805, with variable 1= .718,
variable 2= .708, variable 3= .702 and variable 4= .735. Consequently, the
result indicates a good internal consistency of scale data, as shown in Table
5.4 below. It can therefore be supposed from the results that further parametric

and non-parametric analysis can be conducted.

Table 5.4 Reliability statistics

Variable Items Cronbach's
Alpha
from to
Lecturers’ opinions regarding skills’ development 1 11 .718
Lecturers’ perceptions about skills that are challenging for students 12 27 .708
Lecturers’ opinions about the teaching 28 38 .702
Lecturers’ perceptions on teaching materials 39 52 .735
All variables 52 .805
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5.2.1.2 The questionnaire’s statistical analysis

The questionnaire employed in this study has a five-point Likert scale with
responses ranging from 1 to 5 (1= strongly disagree, 2= agree, 3= neutral, 4=
agree and 5= strongly agree). The questionnaire involves 52 statements and
it is divided into five parts. The first part seeks general information about the
participants, including the gender and years of teaching experience that were
analysed in section 5.2.1.1 above. The second part aims to gather information
regarding the students’ language skills development at Zawia University,
through statements 1-11. The third part investigates of the opinions of
lecturers regarding which of the four skills is challenging for students, through
statements 12-27. The fourth part gauges the lecturers’ opinions about
teaching through statements 28-38. The fifth and final part investigates the
lecturers’ opinions about the sufficiency of the teaching materials to meet the

students’ needs through statements 39-52.

Descriptive tests were used to identify the collapsed mean score and standard
deviation of each variable of the questionnaire’s response. A score below three
determines the participants’ disagreement with the questionnaire’s variables,
while any score above three indicates the respondents’ agreement with the

variable.

5.2.1.3 Collapsed mean and standard deviation score for the
guestionnaire variables

Table 5.5. below depicts the cumulative mean and standard deviation of the
four variables of the questionnaire (All statements’ mean and standard
deviation results can be found in Appendix 2). It can be noted that variables 2,
3 and 4 have an average mean score of between 2.96 and 2.98, which
indicates the participants’ disagreement with the given statements. On the
other hand, retaining a score of three as the midpoint, variable 1’s collapsed
mean score is 3.0400, which reflects the agreement of the respondents with

the variable’s statements.
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Table 5.5 Collapsed mean and standard deviation scores for the questionnaire variables

No. Variable Iltems No. of Std. Collapsed
Respondents | Deviation Mean
from | to
1 Lecturers’ opinions regarding skills’ | 1 11 150 .53097
development 3.0400
2 Lecturers’ perceptions about skills 12 27 150 44937 2.9871
that are challenging for students
3 Lecturers’ opinions about the 28 38 150 47118
teaching 2.9673
4 Lecturers’ perceptions on teaching 39 52 150 .54943
materials 2.9719

5.2.1.4 The frequency and percentage of the key participants’

responses

This section presents the frequency and percentage of the key statements

obtained from the sample, since the researcher used these as the basic for

the interview questions (The entire result can be found in Appendix 2).

Variable one: Lecturers’ opinions regarding skills’ development

Table 5.6 English language courses in the programme are helpful for developing English reading skills

Statement Teaching Experience Total
Groupl: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F | % F | % F | % F | % F % F %
English Strongly | 0 | 0% 2 | 10% 4 | 10% 2 |33% |1 5% 9 6%
language disagree
o oo Disagree |2 [20% |6 |30% |7 |175% |12 |20% |1 |5% |28 |18.7
0,
programm %
e are Neutral 3 | 30% 2 | 10% 7 | 17.5% 12 | 20% 6 30% 30 20%
helpful for
developing | Agree 5 | 50% 9 | 45% 20 | 50% 33 | 55% 11 55% 78 52%
reading
skills Strongly | O 0% 1 | 5% 2 5% 1 1.7% |1 5% 5 3.3%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 100% | 150 | 100%

The results presented in Table 5.6 indicate that the majority of participants

from the five groups are in agreement that the courses in the programme are

helpful in developing the reading skills of the students. The level of

respondents who agree with the statement from groups 4 and 5 is 55%, for

groups 1 and 3 is 50%, and for Group 2 is 45%. Meanwhile, the percentage of
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respondents’ who disagree or strongly disagree is 24%. This result indicates

that both the new and experienced lecturers hold similar views on this variable.

Table 5.7 English language courses in the programme are helpful for developing English listening skills

Statement Teaching Experience Total
Groupl: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F [% F [% F [% F [% F % F %
English Strongly |0 | 0% 2 | 10% 4 | 10% 7 117 |2 10% |15 | 10%
language disagree %
courses in :
the Disagree | 4 |40% |4 | 20% 12 | 30% 19 [31.7 |8 40% |47 |313
programm % %
e are Neutral |3 [30% |8 |[40% 16 | 40% 23383 |2 10% |52 |[347
helpful for % %
developing | Agree 2 [20% [4 [20% 6 | 15% 9 [15% |6 30% |27 | 18%
listening
skills Strongly |1 [10% |2 | 10% 2 | 5% 2 [33% |2 10% |9 6%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%
It is apparent from Table 5.7 that 20% of groups 1 and 2 agree with the
statement that English language courses in the programme are helpful for
developing listening skills in English, whereas 40% of Group 5 disagree with
the statement and consider that the English language courses do not support
developing listening skills of students. Meanwhile, 15% of Group 4 agree with
the statement and 30% of Group 3 disagree. Despite the highest percentage
of respondents tending to agree with the given statement there is significant
difference in their answers, with the new lecturers’ leaning towards agreement,
whereas the experienced lecturers tend to disagree with the statement.
Table 5.8 English language courses in the programme are helpful in developing English-speaking skills
Statement Teaching Experience Total
Groupl: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F [% F [% F [% F [% F % F %
English Strongly |0 | 0% 1 [ 5% 2 | 5% 6 |10% |2 10% |11 | 7.3%
language disagree
fﬁ;rses N MDisagree | 3 | 30% |9 |45% 15 | 375% | 18 | 30% |4 | 20% |49 | 327
programm %
e are Neutral |2 [20% |3 |15% 14 | 35% 23383 |9 45% |51 | 34%
%
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helpfulin | Agree 5 [50% |5 [25% 8 [ 20% 9 [15% [5 25% |32 [213
developing %
speaking Strongly 0 0% 2 10% 1 2.5% 4 6.7% | O 0% 7 4.7%
skills agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%
From Table 5.8 it can be seen that 41% of the participants disagree or strongly
disagree with the statement, thus contending that the courses in the
programme are not supportive in improving the students’ speaking skills. On
the other hand, 26% of the participants agree or strongly agree with the given
statement. Therefore, the majority of the respondents are in disagreement with
the statement and believe that speaking skill development is not enhanced by
the English language courses in the programme at Zawia University.
Table 5.9 English language courses in the programme are helpful in developing English writing skills
Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F % F [ % F [% F % F % F %
English Strongly |0 | 0% 2 [ 10% 4 | 10% 3 [ 5% 0 0% 9 6%
language disagree
coursesIN - "bisagree | 3 | 30% |5 | 25% 7 | 175% |11 183 |2 | 10% |28 | 187
the % o
() %
programm
e are Neutral |2 [20% |3 |15% 7 [ 175% [12[20% |6 30% |30 |20%
helpful in
developing | Agree 5 [50% |9 |45% 20 | 50% 33[55% |11 [55% |78 |52%
writing
skills Strongly |0 | 0% 1 [ 5% 2 | 5% 1 [17% |1 5% 5 3.3%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%

As illustrated in Table 5.9 above, the majority of the lecturers believe that the
courses in the programme are supportive in terms of developing the students’
writing skills, with 55% of groups 4 and 5, 50% of groups 1 and 3 and 45% of
Group 2 agreeing with the statement. Meanwhile, 30% of Group 1, 25% of
Group 2, 18% of groups 3 and 4, and 10% of Group 5 disagree with the
statement. This reveals that the novice and experienced lecturers hold similar
opinions that the English programme’s courses at Zawia University are helpful

in developing the students’ writing skills.
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5.2.1.4.1 Variable two: Lecturers’ perceptions about skills that are

challenging for students

This element explores the opinions of the lecturers on those language skills

that are challenging for the students.

Table 5.10 Students have difficulty listening in English

Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F [% F [% F [% F [% F % F %
Students | Strongly [0 | 0% 3 | 15% 10 | 25% 2 [33% |2 10% |17 |11.3
have no disagree %
difficulty -
listening in | Disadree [ 3 [30% |7 |35% 8 | 20% 22367 |7 35% |47 |313
|sten|ng In o 0
. o %
English
Neutral |4 [40% |4 |20% 6 | 15% 22367 |8 40% |44 |293
% %
Agree 3 [30% |6 |30% 12 | 30% 11183 |1 5% 33 | 22%
%
Strongly |0 | 0% 0 [0% 4 | 10% 3 [ 5% 2 10% |9 6%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 20 | 100%
Table 5.10 shows that most of the lecturers either disagree or strongly
disagree (64 lecturers/42.6%) with the statement that students have no
difficulty listening in English. The highest percentage in disagreement or
strong disagreement is Group 2 (50%), while the lowest is Group 1 (30%). On
the other hand, the group with the highest rate of agreement or strong
agreement with the statement is Group 3 (40%), whereas the lowest rate is
Group 5 (15%). This suggests that there is some variation in the responses to
the given statement across the teaching groups in terms of experience.
However, the majority tend to disagree.
Table 5.11 Students have difficulty understanding English texts
Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F [% F [% F [% F [% F % F %
Students Strongly 0 | 0% 1 5% 2 5% 6 10% 2 10% 11 7.3%
have disagree
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difficulty Disagree |3 [30% |6 | 30% 16 | 40% 20333 [5 25% |50 |33.3
understand % %
{';gtsng"s'“ Neutral |3 [30% |6 | 30% 13 [325% |18 [30% |8 40% | 48 | 32%
Agree 1 [10% |7 |35% 7 | 175% [12[20% |5 25% |34 |227
%
Strongly [1 [10% [0 | 0% 2 | 5% 4 [67% |0 0% |7 4.7%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%
As seen in Table 5.11, out of the 150 respondents 41% disagree or strongly
disagree that the students have difficulty understanding English texts, while
27% agree or strongly agree. The responses from the participants are
distributed into five groups according to their respective teaching experience:
Group 1 (20% agree or strongly agree, 30% disagree), Group 2 (35% agree,
35% disagree or strongly disagree), Group 3 (23% agree or strongly agree,
45% disagree or strongly disagree), Group 4 (27% agree or strongly agree,
43% disagree or strongly disagree), and Group 5 (25% agree, 35% disagree
or strongly disagree). Moreover, Table 5.11 reveals that Group 1 has the
lowest proportion of overall agreement (20%) and disagreement (30%), while
Group 2 has the highest overall percentage of agreement (35%) and Group 3
has the highest overall disagreement rate at 45%. In addition, 43% of Group
4 disagree or strongly disagree, while 35% of Group 5 are in disagreement or
strong disagreement with the above statement. Therefore, the less
experienced lecturers have mixed opinions, whereas the most experienced
lecturers tend to disagree with the given statement and consider that students
have difficulty understanding English texts.
Table 5.12 Students have no difficulty speaking English
Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F % F [ % F [% F % F % F %
Students Strongly 1 10% 0 0% 6 15% 3 5% 1 5% 11 7.3%
hg\_/e disagree
difficulty Disagree | 4 | 40% |7 | 35% 7 |175% |11 183 |3 15% |32 |21.3
speaking % %
English
Neutral |2 [20% |2 |10% 7 | 175% [14[233 |6 30% |31 |207
% %
Agree 3 [30% |10 |50% 19 [ 475% [32[533 |10 [50% |74 |493
% %
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Strongly [0 [ 0% 1 [ 5% 1 [25% [0 [0% [O 0% |2 1.3%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%
According to Table 5.12, the majority of the participants are in agreement with
the statement that the students experience difficulties in speaking English, as
the total percentage of agreement or strong agreement of the five group is
51%, with 21% neutral and 29% of the respondents disagreeing or strongly
disagreeing with the statement. Fifty percent or more of groups 2-5 agree or
strongly agree with the statement that students have difficulty speaking
English, while around one-third of groups 2 and 3 disagree or strongly disagree
and nearly one-quarter of groups 4 and 5 disagree or strongly disagree. This
suggests that the majority of the experienced lecturers are inclined to agree
that the students struggle in terms of their speaking English skills, whereas the
less experienced lecturers expressed mixed views.
Table 5.13 Students have difficulty writing in English
Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F % F [ % F [% F % F % F %
Students | Strongly |1 [10% |4 |20% 4 [ 10% 4 [67% [0 0% 13 [ 8.7%
have disagree
difficulty -
U Disagree | 4 | 40% |5 | 10% 9 [225% [21[35% |6 30% |42 |28%
writing in
English
Neutral |3 [30% |3 |15% 17 [ 425% |18 [30% |6 30% |47 |313
%
Agree 2 [20% |11 |55% 8 | 20% 15 [ 25% |7 35% |43 | 287
%
Stongly [0 [0% [0 [ 0% 2 | 5% 2 [33% |1 5% |5 3.3%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%

Despite the slight difference between the percentage of overall agreement
(32%), disagreement (37%) and neutral view (31%) shown in Table 5.13, the
disagreement ratio is the highest value. Group 1 expresses the lowest
percentage of agreement at 20%, whereas the highest agreement rate is
presented by Group 2 (55%). However, there is an extreme percentage of

disagreement or strong disagreement indicated by Group 1 (50%), with the
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smallest proportion expressed by groups 2 and 5 (30%). Therefore, the five

group were mixed in their responses to the given statement.
5.2.1.4.2 Variable three: Lecturers’ opinions about teaching

This variable aims to investigate the lecturers’ opinions about the teaching of

English at the institution.

Table 5.14 Programme’s courses satisfy students’ needs

Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F | % F | % F | % F | % F % F %
Programm | Strongly 1 10% 9 45% 8 20% 21 | 35% 6 30% 45 30%
e’s courses | disagree
satisty — 'picaoree |5 [ 50% |7 | 35% 12 | 30% 20 | 333 |5 |25% |49 |327
students
% %
needs
Neutral 1 | 10% 4 | 20% 11 | 275 15 | 30% 8 40% 42 28%
Agree 3 | 30% 0 | 0% 8 | 20% 1 |17% |1 5% 13 8.7%
Strongly | 0 | 0% 0 | 0% 1 |25% 0 | 0% 0 0% 1 0.7%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 100% | 150 | 100%

As Shown in Table 5.14, a total of 63% of the respondents disagree or strongly
disagree with the statement that the programme’s courses satisfy the students’
needs, while only 9% agree or strongly agree. That is, 6 lecturers (60%) from
Group 1, 16 lecturers (80%) from Group 2, 20 lecturers (50%) from Group 3,
41 lecturers (68%) from Group 4 and 11 lecturers (55%) from Group 5 disagree
or strongly disagree with the notion that the programme’s course are
satisfactory in terms of meeting the students’ needs. Approximately one-third
of the respondents offer a neutral response. On the other hand, 3 lecturers
(30%) from Group 1, 9 lecturers (23%) from Group 3, 1 lecturer (2%) from
Group 4, and 1 lecturer (5%) from Group 5 agree or strongly agree with this
statement. Therefore, this finding reveals that the least and most experienced
lecturers hold a similar opinion about the ability of the courses to meet the

students’ needs.
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Table 5.15 Appropriacy of having a native speaker to teach English

Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F [% F [% F [% F [% F % F %
Itis Strongly |0 | 0% 0 [0% 0 [0% 0 [ 0% 0 0% 0 0%
appropriate | disagree
tnoa[;\"j‘;’ea Disagree | 2 | 20% |4 | 20% 9 |225% | 22397 |4 |20% |41 |273
speaker to % %
teach Neutral [0 | 0% 0 | 0% 6 | 15% 1 [17% |2 10% |9 6%
English
Agree 3 [30% |5 |25% 7 |175% [18[30% |8 40% |41 [273
%
Strongly |5 |50% | 11 | 55% 18 | 45% 19317 |6 30% |59 |39.3
agree % %
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%
Table 5.15 highlights that the majority of the lecturers (67%) agree or strongly
agree with the notion of having native speakers to teach English in the English
department at Zawia University, whereas 27% are in disagreement with the
given statement. In detail, 80% of groups 1 and 2, 63% of Group 3, 62% of
Group 4 and 70% of Group 5 agree or strongly agree with this statement. On
the other hand, 20% of groups 1, 2 and 5, 23% of Group 3 and 40% of Group
4 disagree or strongly disagree. This suggests that majority of the lecturers
recognise of the importance of employing English native speakers.
Table 5.16 English culture has been integrated into the courses
Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F % F % F [% F % F % F %
English Strongly |4 [40% |8 | 40% 16 | 40% 21[35% |11 [55% |60 | 40%
culture has | disagree
ﬁﬁsgrated Disagree | 3 | 30% | 10 | 50% 10 | 25% 18 [30% |7 |35% |48 |32%
into the
courses Neutral |2 [20% |1 |5% 11 [275% [20(333 |1 5% 35 |233
% %
Agree 1 [10% [0 [0% 3 [75% 1 [17% |1 5% 6 4%
Strongly [0 | 0% 1 [ 5% 0 | 0% 0 [ 0% 0 0% 1 0.7%
agree
Total 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 | 100% | 150 | 100%
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It is apparent from Table 5.16 that the majority of the lecturers (n=108, 72%)
are in overall disagreement with the statement that English culture has been
integrated into the courses. The highest percentage of overall disagreement
(90%) is found within groups 2 and 5, while the lowest percentage of overall
disagreement is seen in groups 3 and 4 (65%). On the other hand, only 5% of
all groups agree or strongly agree with the given statement, with almost one-
quarter of the entire sample expressing a neutral view. This reveals that the
five groups of lecturers hold the same view about the notion that English
culture has been integrated into the courses, namely, that this has not been

successfully achieved.

Table 5.17 The English language cannot be learned effectively without integrating English culture

Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F | % F | % F | % F | % F % F %
The Strongly |1 | 10% 4 | 20% 4 | 10% 1 |17% |0 0% 10 6.7%
English disagree
l(?anngnuoigbee Disagree |0 | 0% | O | 0% 2 | 5% 2 [33% |1 |5% |5 |33%
learned
well Neutral 3 | 30% 2 | 10% 8 | 20% 21 | 35% 6 30% | 40 26.7
without %
integrating | Agree 2 | 20% 10 | 50% 9 | 225% 16 | 26.7 6 30% | 43 28.7
English % %
culture Strongly | 4 | 40% 4 | 20% 17 | 425% | 20 | 33.3 7 35% 52 34.7
agree % %
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 100% | 150 | 100%

Table 5.17 illustrates that the group with most respondents in overall
agreement with the statement that the English language cannot be learned
well without integrating English culture is Group 2 (70%), and groups with the
lowest number of overall agreement are group 1 and 4 (60%). Sixty-five
percent of groups 3 and 5 agree or strongly agree with the statement, while
only 11% of the total sample disagree or strongly disagree with the statement.
Therefore, the majority of the lecturers are in agreement that the English

culture is important in terms of learning EFL.
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5.2.1.4.3 Variable four: Lecturers’ perceptions on teaching materials

Table 5.18 The existing English materials are sufficient for students’ needs

Statement Teaching Experience Total
Group 1: Group 2: Group 3: Group 4: Group 5:
<1 year 1-5 years 6-10 years 11-15 >15 years
years
F % F % F % F % F % F %
The Strongly 1 10% 10 | 50% 10 | 25% 24 | 40% 7 35% 52 34.7
existing disagree %
qu?gflg . | Disagree [6 |60% |7 |35% 12 | 30% 15 | 25% |5 |25% |45 | 30%
sufficient
for Neutral 2 20% 0 0% 8 20% 3 5% 1 5% 14 9.3%
students’
needs Agree 1 10% 3 15% 10 | 25% 18 | 30% 7 35% 39 26%
Strongly | 0 | 0% 0 | 0% 0 | 0% 0 | 0% 0 0% 0 0%
agree
Total 10 | 100% 100% | 40 | 100% | 60 | 100% | 20 100% | 150 | 100%

As can be seen from Table 5.18, 65% of the respondents disagree or strongly
disagree with the notion that the current English language materials satisfy the
students’ needs, while 26% agree or strongly agree. That is, 7 lecturers (70%)
from Group 1, 17 lecturers (85%) from Group 2, 22 lecturers (55%) from Group
3, 39 lecturers (65%) from Group 4 and 12 lecturers (55%) from Group 5
disagree or strongly disagree with this statement. Nine percent of the
respondents offer a neutral opinion, whereas 1 lecturer (10%) from Group 1,
3 lecturers (15%) from Group 2, 10 lecturers (25%) from Group 3, 18 lecturers
(30%) from Group 4 and 7 lecturers (35%) from Group 5 agree with the given
statement, although none strongly agree. Therefore, this reveals that the
lesser and the most experience lecturers have parallel views, believing that

the existing English materials are not sufficient to meet the students’ needs.
5.2.2 Parametric tests

After measuring the normality of distribution using the skewness and kurtosis
tests, and ensuring that the data are normally distributed (see Table 5.19

below), two parametric tests were run to compare the variables, namely the

Pearson correlation (Table 5.20) and one-way Anova (Table 5.21).
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Table 5.19 Skewness and kurtosis tests

Statistics

\Variables Skewness Kurtosis Variables Skewness Kurtosis
1. -.697 -.515 27 .095 -.646
2. -.393 -.939 28 -.108 -.968
3. -127 -.619 29 .298 -.732
4. -.204 -.641 30 .230 -.386
5. -.019 -.648 31 -.002 -.361
6. .036 -.707 32 -117 -.467
7. .257 -774 33 .155 -.739
8. -.749 -.427 34 -.529 -.715
9. .225 -.466 35 .182 -.567
10. 178 -.530 36 .408 -.244
11. -.749 -.427 37 -.034 -.672
12. -.617 -.819 38 -.123 -.638
13. -.361 -1.026 39 .008 -1.427
14. .002 -.655 40 .034 -1.065
15. -.013 -.616 41 .205 -1.002
16. -.099 -.690 42 .318 -1.035
17. -.044 -.893 43 .118 -1.063
18. .108 -.855 44 -.322 -1.033
19. -.658 =775 45 -.161 -.838
20. .156 -.726 46 .335 -1.106
21. .169 -.616 47 -.214 -.908
22. -.676 -.730 48 -.353 -.883
23. -.103 -.770 49 114 -1.145
24. -.166 - 747 50 -.067 -1.081
25. -.192 -.776 51 .205 -.627
26. -.135 -.901 52 112 -474

5.2.2.1 Pearson correlation analysis

Pearson correlation analysis was primarily employed to determine the
relationship between the four questionnaire variables (i.e. skills’ development,
challenging skills for students, teaching, and teaching materials).
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Table 5.20 Pearson correlation of the four variables of the questionnaire

Correlations

Lecturers’ opinions
regarding skills’
development

Lecturers’
perceptions
about skills

that are
challenging

for students

Lecturers’
opinions about

the teaching

Lecturers’
perceptions on

teaching materials

Lecturers’ Pearson 1 .158 121 .049
opinions correlation
regarding Sig.(2-tailed) .054 .140 .549
skills’ N 150 150 150 150
development
Lecturers’ Pearson .158 1 .509** ABT**
perceptions correlation
about skills Sig.(2-tailed) .054 .000 .000
that are N 150 150 150 150
challenging for
students
Lecturers’ Pearson 121 .509** 1 .306**
opinions about | correlation
the teaching Sig.(2-tailed) .140 .000 .000
N 150 150 150 150

Lecturers’ Pearson .049 ABT** .306** 1

: correlation
perceptions on =0 o tailed) 549 1000 1000
teaching N 150 150 150 150
materials

** Correlation is significant at the 0.01 level (2-tailed)

The value correlation differs between 1 and -1, where 1 signifies a positive

correlation and -1 means a negative correlation. Relationships that show 0.05

and below are considered to be statistically significant, while scores greater

than 0.05 reflect a spurious relationship between the variables.

Table 5.20 above indicates a significant positive correlation between the

lecturers’ perceptions on teaching and the challenging skills for students’

variables (r= .509). The relationship correlation score between the teaching

and challenging skills for students’ variables is .000, indicating a statistically

significant positive relationship since it is below 0.05. This suggests that

teaching has a stronger relationship with the challenging skills for students.
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Moreover, the lecturers’ opinions regarding the teaching materials have a
significant positive relationship with their opinions about the challenging skills
for students (r= 467) with a relationship score of .000. However, according to
the findings in Table 5.20, the lecturers’ perceptions on teaching (.509) have
a stronger relationship with their opinions on the challenging skills for students

than their opinions about the teaching materials (.467).

5.2.2.2 One-way Anova and teaching experience

The one-way Anova is carried out to compare the mean score of more than
two groups for one variable. In this study the one-way Anova was conducted
to explore the difference in the mean score of the candidates’ responses
according to the teaching groups. Again, 0.05 score is used as the cut-off to
show significance, with scores below 0.05 showing statistical significance and

higher scores showing no difference between the groups.

Table 5.21 One-way Anova and teaching experience for the four variables of the questionnaire

Variable Sum of df Mean f Sig.
squares square
Lecturers’ opinions | Between 917 4 .229 .809 522
regarding skills’ groups
development Within groups 41.091 145 .283
Total 42.008 149
Lecturers’ Between .816 4 .204 1.010 404
perceptions about groups
skills that are Within groups 29.272 145 .202
challenging for Total 30.088 149
students
Lecturers’ opinions | Between .435 4 .209 484 .748
about the teaching | groups
Within groups 32.644 145 .225
Total 33.079 149
Lecturers’ Between 20.080 4 5.020 11.980 | .000
perceptions on groups
teaching materials | Within groups 60.759 145 .149
Total 80.839 149

The one-ay Anova results in Table 5.21 reveal significant differences between
the teaching experience groups only in the fourth variable (.000). Whereas,

140



the results indicate that no significant differences among the five groups in the
first, second and third variables at .522, .404, and .748, respectively.

The one-way Anova analysis was then run with a Duncan’s post hoc test,
which was used to fragment the groups into homogeneous subsets and to

identify where the differences are in the fourth variable.

5.2.2.2.1 Duncan test for lecturers’ perceptions on the teaching
materials variable

Duncan*?

Teaching | N | Subset for alpha — 0.05 / T
axperence 1 2 3 4

Less than| 10 | 19840 al /
1 year 3 e

fiom 1165 20 37408 >

years '; =

from 6 to| 40 28782 | 28782 =

10 years

more than | 20 32696 | 32696

15 yoars

from 11 10| 60 33300

Sig 1000 | 496 | .054 7?5_‘ EXPERIENCE

Figure 5.1 Duncan’s test (left) and scree plot (right)

As evidenced from Figure 5.1 above, there is difference between the five
groups’ responses: Group 1 (1.9840), Group 2 (2.7409) and Group 3 (2.8782)
disagree and have more or less a similar response rate; whereas Group 4
(3.2696) and Group 5 (3.3300) tend to agree with the statements in variable
four concerning the appropriacy of the teaching materials. In addition, the
scree plot makes it clear that the more experienced lecturers are in agreement

with teaching materials being inappropriate for the students’ needs.

5.3 Summary of the questionnaire data analysis

The questionnaire primarily employed closed questions requiring the
participants to rate the statements in a range from ‘strongly disagree’ to
‘strongly agree’. The four variables of the questionnaire were used to gather
information regarding the opinions of the lecturers in terms of the success of
the English language programme and the sufficiency of the courses’ content,
materials and students’ skills.
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First, descriptive analysis was conducted to determine the collapsed means of
the questionnaire variables (3.0400, 2.9871, 2.9673, and 2.9719), which show
disagreement by most of the participants regarding variables 2, 3 and 4. This
means that most of the lecturers have a negative perception regarding the
challenging skills for students, teaching and the teaching materials being used
in the English courses at Zawia University. In addition, the descriptive analysis
included the frequency and percentage values for the collected data in terms
of the key statements, with the results revealing that 63% of the English
lecturers at Zawia University believe that the English language courses do not
meet the students’ needs. Furthermore, 72% of the lecturers stated that the
English language courses’ materials do not reflect the culture of English-
speaking countries. The findings emerging from the descriptive analysis
suggest that the programme facilitates in improving the students’ reading and
writing skills, but fails to enhance the development of their listening and
speaking skills. In addition, the survey found that many lecturers (67%) feel
that native English-speaking lecturers should be employed at Zawia

University.

Second, the questionnaire data were analysed through three parametric tests:
Pearson correlation and one-way Anova. The Pearson correlation test
indicated the lecturers’ opinions that teaching has a stronger relationship with
students’ language learning, as well as their view that the teaching materials
have a significant positive relationship with the challenging skills for students.
However, the lecturers’ perceptions regarding teaching have a stronger
relationship than their opinions about teaching materials in terms of the

challenging skills for students.

The one-way Anova test was conducted to explore the impact of the teaching
experience on the lecturers’ perceptions regarding the English language
programme at Zawia University. There were no significant differences among
the groups concerning their attitudes towards skills’ development, the
challenging skills for students and teaching; however, there were statistically
significant differences between the groups regarding the teaching materials.
Consequently, the Duncan’s test was conducted to recognise where the

differences are, with the more experienced group of teachers holding a
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different view on the teaching materials to the other groups, with Group 5 in
greater agreement that the teaching materials are not sufficient to fulfil the

students’ needs.

5.4 Qualitative data analysis

This study employed two types of research methods to collect the qualitative
data, namely, interviews and document analysis. Consequently, this part

presents the data analysis resulting from both methods in detail.

5.4.1 Data analysis of the semi-structured interviews

This section of qualitative analysis provides the results obtained from the semi-
structured interviews. As mentioned previously in Chapter Four (section

4.12.2.1), content analysis was applied to analyse the interviews.

5.4.1.1 Data analysis of the lecturers’ interview

5.4.1.1.1 Background information for the English lecturers
As stated in Chapter Four, six semi-structured interviews were conducted with

English lecturers from the faculties of education at Zawia University for this
study. Their demographic data is detailed in Table 5.22 below.

Table 5.22 Background information for the English lecturers

Interviewee Years of Years of Courses taught
teaching teaching il
. . A qualification
experience in experience at
general university level
Lecturer 1 14 11 MA Grammar, composition, theoretical linguistics, applied and

English for specific purposes in non-English departments

Lecturer 2 19 13 MA Grammar, syntax, reading comprehension, morphology,
phonetics and phonology

Lecturer 3 7 7 MA Grammar, writing, reading comprehension, oral
communication skills and instructional strategies

Lecturer 4 17 16 MA Vocabulary, reading comprehension and grammar

Lecturer 5 30 25 PhD Grammar, translation, reading comprehension, writing and
general English for non-English departments

Lecturer 6 22 22 PhD Oral communication skills, phonetics and phonology

143




5.4.1.1.2 Themes and main findings

Table 5.23 Themes and main findings from the lecturers’ interviews

No.

Theme

Main findings

Design and

evaluation

Students’ needs are to communicate effectively and become professional teachers.

The English courses do not meet the students’ needs.

There is a lack of teacher training programmes.

No evaluation occurs in the university.

Students have no opportunities to give feedback on the quality of the programme, while

staff opportunities to provide feedback on the programme’s quality is limited.

Delivery

Different teaching methods are used.

Only basic activities such as vocabulary games are employed.
There is a shortage in teaching aids

Classes are crowded.

There is limited time available.

Teaching

resources

Outdated sources are provided.

There is a lack of consistency in the level of teaching materials.

Students’ perceptions are ignored when designing teaching materials.

The focus of the teaching material is on the reading and writing skills, rather than the
speaking and listening skills.

There is a lack of technology-enhanced learning.

Language skills

The focus is on reading and writing skills.
Listening and speaking skills are not enhanced.
The theoretical aspect of the language is improved to a greater extent than the practical

aspect.

Assessment

Exam-based.

Generic criteria employed.

Design and evaluation

In response to the question ‘The survey suggested that many lecturers think

that the English language courses do not meet students’ needs, why do you

think that is? (Please explain in as much detail as possible. You might want to

include what you think the needs of students are and how you try to meet

them)’, the participants referred to the students’ needs of being able to

communicate effectively in English and to become professional English

teachers. The participants stated that the courses do not meet the students’

needs for a range of reasons. Lecturers 1, 2, 4, 5 and 6 referred primarily to

the traditional approach to teaching and assessment, not taking the students’

needs into consideration when designing teaching materials, and the use of
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out-dated sources. Meanwhile, Lecturer 5 offered an in-depth response as

follows:

“This pretty sure is related to the traditional way that the
courses run, the teaching is very traditional, the
assessment of students is still examination based. In
other words, the students test two times a year and if
he/she got the full mark it means he/she will get a high
mark at the end of the course, without being attention to
many other skills such as speaking fluently or creativity
in using the language. Moreover, there are many other
reasons that do not lead to excellence in teaching the
language like class size which in most cases exceed 50
for small classes. In addition, to the shortage in getting
an up to date English language sources which, push the
lecturer to use old sources. For students’ needs, |
personally try to gage [gauge] the level of students from
the first two lecturers. Then | put an outline for my
lectures that suit there level and in most cases, it is not
proper for the academic level that they should be in.”

Then, Lecturer 3 introduced different reasons for the failure to

students’ needs in the courses, stating:

“The courses do not meet students’ learning needs,
because the lecturers themselves have designed their
materials without any standards or criteria for example,
when students of the same year have to be divided and
taught by different lecturers, each lecturer design his own
lectures without referring to other teachers who teach the
same subject. In addition, students’ perceptions are
ignored. For example, there no surveys targeting the
students to know there feedback on each module. Also
the absence of lack in technology enhanced learning aids
such as labs is another factor.”

meet the

It can be noticed from the above responses that all the participants agree that

the courses do not meet the students’ needs. Lecturer 6 reported that the

students’ primary need “is to be able to communicate with the others

effectively”.

When the interviewees were asked ‘What are your objectives on the course

you teach?’, each lecturer stated the respective objectives based on the

course(s) they deliver. For Lecturer 6, he expressed an interest “in teaching

oral skills subjects; my aims are making students use language effectively in

oral manner and practicing the correct pronunciation”.
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Lecturer 5 classified the objectives of the writing course according to the
academic year:
“I am teaching writing subject for year 2 and 3, my aim at
the end of the course is that the students of year 2 should
be able to write a full paragraph coherently with
organised ideas and without spelling and grammar

mistakes. For year 4, they should be able to write long
essays correctly”.

A similar answer was reported by Lecturer 3 who also teaches writing
courses: “l am aiming to make students write coherently without any grammar
errors and spelling mistakes”. Whereas Lecturer 1, who expressed an interest
in teaching grammar, stated three objectives for the grammar courses:

“the first object is students will be able to identify and

form the present continuous tense. Second, learners

will be able to know the different uses of the present

continuous tense (for both present and future tense).

The last objective is learners will be able to use the
present continuous tense orally and in writing”.

However, the objectives of the reading courses were stated as “developing
students’ reading skKills, especially how to understand a text as a whole even
if they do not understand some vocabulary” (Lecturer 2). Similarly, Lecturer 4
replied that “for reading comprehension, my goal is to improve the students’
reading skills, particularly how to make them understand the entire meaning
of a text even if they do not understand the meaning of some vocabulary”.
However, the above objectives and aims tend to be generic for specialised

English learners.

In response to the question ‘In what ways would you change the content and
delivery of the course you are currently teaching in the future? Why would you
make these changes?’, most of the interviewees were focused on changing
the number of students in each classroom, as featured in Lecturer 5’s
response.

“There are many steps should be done before doing any

change or improvement to the content and delivery. The

first step is each classroom should be not more than 20

students, so that each student have chance to practice

the language and discuss what he/she wants with the
lecturer in the classroom. Second, may be check the
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difference in the academic level for each year and try to
conduct an intensive sessions to the students who are
very weak compared to their peers in the same year.
Last, install some visual aids in each language class. The
course content then can be improved by inserting more
activities, shrink the lecturers’ time of speaking to give
more time to students. Also, exceeding the time of crucial
subjects that improve students’ language level.”

Another lecturer was interested in changing the teaching methods: “I would
gradually introduce the communicative approach and see how it goes with the

students” (Lecturer 1).
Other lecturers explained:

“I will trying to improve my way of teaching through
giving my students the opportunity to be active and |
encourage them to use English as much as possible
in order to interest and motivate them.” (Lecturer 2)

‘I would like to encourage students to do basic
research about certain topic.” (Lecturer 3)

Meanwhile, several of the respondents considered “adding the use of
everyday language in some areas such as speaking, listening and vocabulary
study” (Lecturer 4), in addition to “improving oral connection skills subjects by
integrating more activities to make students use the language orally” (Lecturer
6).

The above responses show that in the lecturers’ views the English language

programme requires many changes and improvements.

In response to the question ‘Do the students and staff have the opportunity to
provide feedback on the quality of the programme? How?’, all answers were
in the negative in terms of student feedback, while in terms of staff feedback
Lecturer 2 reported that “to some extent, staff members can have meeting and
give feedback on the quality of the programme but the chance to change
anything based on their feedback is limited”. This may be referred to as a

“cultural issue”, as seen by Lecturer 1.

When discussing the question ‘Does programme evaluation happen at the
university level? For example, do the senior managers collect data about how

well the programme is doing?’, all participants responded “No”.
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Again, all the lecturer interviewees replied in the negative to the question ‘Are
there any development opportunities offered to staff in the university? If so,
what kind? Have you done any staff development?’, although Lecturer 3 did
perceive that this could change: “optimistically, might be with the born of new
Libya”. Nonetheless, all the participants suggested some methods of
improvement. For example, Lecturer 4 believed that “may be short talks or
workshops will be a good start for improvement”, with Lecturer 6 reporting that
“‘internal and external courses could be one of the methods of development”.
However, Lecturer 5 considered development to be an individual
responsibility: “I myself, if | feel | have any shortage in any side | try to read
about it and find solution for this lack. in short, improvement is your
responsibility”. Although independent improvement is important, dependent

development is needed.

In response to the question ‘Are there any other comments you would like to
make about the structure, content or delivery of the programme?’, the
lecturers suggested the consideration of a range of factors to develop the
programme in general. For example, Lecturer 1 stated:
“Yes, there are many factors, which | see that would
improve the structure, quality and delivery. The most
important for me is class size. Classes should not be
packed so that the lecturer would be able to do different
activities. In addition, training workshops are needed.
The university should also encourage research and give
funding to lecturers. The University should improve
facilities like libraries and provide them with up to date
books. Lecturers should sit together and share different
experiences and knowledge with each other in a friendly

environment. They should also encourage one another
to attend each other’s lectures and give feedback.”

Another lecturer claimed: “I believe that the problems experienced by students
in learning English appear to be as much to do with the teaching methods and
material as with the students' inability to master and develop their English
skills” (Lecturer 2). However, Lecturer 3 replied: “I recommend conducting
programmes that enhance students learning and staff improvement such as
conferences and seminars. The university should try to provide updated books
and good infrastructure to students and the staff”.
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The results obtained from the above responses highlight that the English
language programme in the faculties of education at Zawia University has

many weaknesses.
Delivery

When responding to the question ‘What teaching methods and classroom
activities do you find are the most effective with your students and why?’, the
majority of the participants reported used different teaching methods. For
example, Lecturer 1 stated: “I use the traditional methods of teaching i.e.
grammar translation method not because | find them effective but because this
is how the students expect me to teach them and another factor which has an
impact on the choice of method is class size. Although the traditional method
is to some extent effective”. Whereas lecturers 3, 4 and 5 found the direct
method to be the most effective for teaching because “the student will be away
from their first language (Arabic)” (Lecturer 3). In addition, Lecturer 4 reported
that “using direct method enable the lecturer to ‘use pictures or draw to ease

the meaning of vocabulary to students’.
On the other hand, Lecturer 2 responded:

“The most effective teaching method is the
communicative teaching approach because it involves
students throughout the class and it emphasises
language functions over forms. One of the strategies that
follow the communicative approach is the reciprocal
teaching strategy. It helps to enhance the ability of both
proficient and less proficient students through involving
them in different activities. Another effective teaching
strategy is the cooperative learning. It can maximise
students’ learning as it helps students with various
abilities to build on each other’s knowledge and provide
feedback on each other’s activities.”

The majority of the lecturers stated that the use of activities such as spelling
and pronunciation exercises and vocabulary games could be an effective way
to improve the students’ language proficiency. Nonetheless, these can be
challenging to apply as “since all classes have big numbers, using activities is

limited” (Lecturer 5).
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Teaching resources

When answering the question ‘How did you go about deciding upon the
textbooks and other materials you would use in the course?’, most of the
lecturers replied that they review the course description for the year and the
subject they are going to teach, and then they gauge their students’ level in
the first lecture. Following that, they decide which materials they are going to
include. For example, Lecturer 1 reported: “I chose different text books which
contained a variety of examples and made handouts for my students,
although the books are quite dated and limited. But | also try to use the
internet when there is a connection”. For lecturers 2 and 3, the decision for
which textbooks and materials to employ is based on the availability of
textbooks and the Internet. A different answer was introduced by Lecturer 4,
who expressed the importance of considering the students’ future paths: “I try
to use textbooks, which will expand the use of the English language and will

be beneficial in the future for those students”.

In response to the question ‘To what extent do you think the content of the
course is suitable and appropriate to the needs of the students?’, the lecturers
had a range of response, with lecturers 1, 2 and 3 believing that to some
extent it is suitable because each class has students at different levels with

different learning abilities.

On the other hand, Lecturer 5 stated that “frankly speaking, it does not cover
what the students need, but it is suitable for their level. In my opinion, they
should have higher level for the content of the courses”.

In addition, Lecturer 4 believed that “the courses give a good basic
introduction to the English language, but not to its use, I think it does need
extra input to widen knowledge of students about the language”. Similarly,
Lecturer 6 responded that “the general contents of the course are basic;
however it requires extra effort from the lecturer to establish special

requirements for some students”.

When asked ‘Which course content and materials do you consider to be the
most or the least effective? Why?’, all of the lecturers concurred that the most

effective materials are those that encourage the language use and provide
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opportunities for the oral practice of the language while reducing the talk time
of lecturers. Lecturers 1, 2, 3, 5 and 6 asserted that the least effective
materials are those that decrease the students’ opportunities to practise the
language inside the classroom, with Lecturer 4 describing that “the least

effective part of the course is that which is geared only to exam success”.

The views above indicate that the lecturers associate the effectiveness of the
course materials with the potential for the practice of language within the

classrooms.

When discussing the question ‘The survey suggested that the English
language courses’ materials do not reflect the culture of English speaking
countries. To what extent do you agree or disagree? In your opinion, how
important do you think it is to integrate culture into language learning and
teaching?’, all of the participants agreed that the English language course
materials do not reflect the culture of English-speaking countries. Lecturer 2
considered the lack of knowledge regarding the target language culture as
representing “one of the obstacles that negatively influence the students
when they read a text in English”. The respondents agreed on the importance
of learning the culture of the target language because it offers a real
opportunity for students to increase their motivation to learn the language
(lecturers 1, 3 and 6). Additionally, “the culture of English speaking countries
will encourage the students to learn more vocabulary and different situations
of using the language” (Lecturer 4), while Lecturer 5 addressed the
challenges that can arise when engaging with certain aspects of Western
culture:

“‘integrating the English culture in English language

courses at Zawia University could be a helpful step in

enhancing the language level in the institution, but

everyone trying to avoid it because some topics are

embarrassing and not acceptable in the local culture
to be included in a talk between males and females”.

From the above discussion, it can be noted that all of English lecturers at
Zawia University are aware of the importance of the integration of the culture
of English speaking countries into the courses they teach due to its crucial

role in the language learning process.
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Language skills

In response to the question ‘The findings of the survey suggested that the
programme helps in improving the reading and writing skills but it does not
enhance the development of listening and speaking skills. What do you think
are the reasons behind this?’, most of the lecturers cited similar reasons, with
lecturers 1, 3, 5 and 6 referring back to how the lecturers themselves were
originally taught (i.e. through the traditional approach). The lack of learning
facilities such as computers were raised, as well as the huge student numbers
compared to the available classes, leading to congested classrooms, and the
restriction of available time, “which makes it impossible to do any oral
practice” (Lecturer 1). Also mentioned was the absence of activities during
lectures, as well as the teaching materials focusing on reading and writing
skills as opposed to listening and speaking. Lecturer 4 claimed that the
“regular use of oral English is the only way to enhance speaking and listening

skills and the chance to this is weak”.

It can be noticed from the above responses that the majority of the lecturers
agreed that the programme supports the improvement of reading and writing
skills, but at the expense of developing the listening and speaking skills.

When discussing the question ‘The survey suggested that many lecturers
think that native English-speaking lecturers should be employed at Zawia
University. In what way do you think this would be beneficial to the students
and the programme in general?’, the participants reported similar advantages
of having native English-speaking lecturers within the institution. Lecturer 1
introduced two benefits:

“First of all the native speaking lecturer would be able to

reflect and teach the English culture which would be very

beneficial in learning the language. Second, the native

English speaker would have different teaching methods,
which could motivate and benefit the learners.”

While Lecturer 3 stated:

“This will be very beneficial to students because some of
the lecturers they do not speak English fluently and their
pronunciation is not perfect, and presence of native
speakers to the university will give the students and
lecturer the opportunity to hear the correct pronunciation
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of English. In addition, this will be a live example of
English culture, which the programme lack of.”

Moreover, Lecturer 6 believed that “this could be good in practicing English
because, the native speaker does not know Arabic so you will be forced to
speak in English”. However, non-native lecturers can be very advantageous if

they receive effective training.

Concerning the question ‘Do the students make significant progress in
language from their first year to the year of graduation?’, the responses
varied. For example, Lecturer 2 reported that “most of them do”, while

Lecturer 1 gave a more granular response:

“the truth is that there is progress on a theoretical basis
where students are very knowledged with theories and
grammar and writing rules but they struggle with
speaking and writing long essays or pieces of writing. In
other words learners make good progress at graduation
in knowing about the language but not its use.”

Similarly, in Lecturer 3’s view, “some of them do progress but their
knowledge is restricted to what their lecturers gave them”, while Lecturer 4
reported on the students’ struggles in terms of maintaining their level of

English when not attending university:

“There is no doubt that there is some improvement by the
end of the year. But what the students keep saying is
that, there is no language practices during the summer
holiday which most of the time exceeded to 3 months,
when we come back we found ourselves partially forgot
what we learned last year.”

Lecturer 5 broke down the students’ progress into the oral and writing skills,

and explained the challenges that graduates experience:

“Frankly, there is progress but not in all language skills,
for example the oral skills are not improved because of
the absence of the proper environment to improve them.
For writing, there is fair improvement but not critical
writing. For the reading, there is improvement in terms of
pronunciation, understanding simple texts. In summary,
graduates can understand you if you speak to them in
English but in some situation they cannot reply, they will
say we understand and we have the answer in our mind
but we cannot produce it.”
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In summary, the students make progress in certain aspects of their English

language acquisition, but this is not balanced across the four skills.
Assessment

When asked ‘What assessment methods do you use on your course and why?
How appropriate do you think the methods are?’, the responses were similar,
with mid-term and final examinations cited as the methods for assessing
students: “I am only allowed to use exams” (Lecturer 4) and “the assessment
method is not the choice of the lecturer, we as lecturers have to set two exams
for each subject we teach” (Lecturer 6). Some of the respondents reported
using popular music quizzes and oral tests at the beginning of each class,
Nonetheless, they are not formally considered in the students’ grade and are
only used to gauge students’ understanding or to raise their awareness about
certain aspects: “l do pop quizzes every now and then to get a full picture of
what the students have learned and what they still need to practice” (Lecturer
1). In terms of the second part of the question, the lecturers’ responses reveal
their dissatisfaction with using only examinations for assessment, with
Lecturer 4 claiming that “other types of assessment should be included such
as assignments, presentations”. Furthermore, Lecturer 6 underscored that “we
as lecturers have to set two exams for each subject we teach, which is very

traditional”.

In response to the question ‘What assessment criteria do you use to evaluate
your students' work?’, the lecturers’ responses concurred that they do not use
particular criteria for the written work: “Since the assessment is very traditional,
therefore, the criteria that | am using are the correct spelling, proper use of
word meaning, correct grammar and giving a full answer for questions’
(Lecturer 6). Additionally, Lecturer 1 replied that “if the answer is grammatically
correct and gives meaning with no spelling mistakes then it is considered
correct and the student gets a full mark”. On the other hand, Lecturer 2
responded that “I use marks, the better, the more”. On the contrary, for oral
skills the lecturers use certain criteria to evaluate students such as ‘fluency,

pronunciation, grammatical accuracy and vocabulary resource” (Lecturer 3).
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The above findings highlight that the lecturers do employ some assessment
criteria to assess their students’ oral work; however, correct spelling, proper
use of word meaning and precise grammar are used as criteria to assess the
written work. Nonetheless, these are not appropriate for the university level

unless additional criteria are included.

When discussing the question ‘Do you think there are any improvements that
could be made in relation to assessment, and if so, what are they and why?’,
the majority of the interviewees agreed that improvements should be made to
the assessment criteria. For instance, Lecturer 5 suggested “moving from
traditional assessment of exams to performance assessments such as
authentic assessments, in addition, assess students in other skills such as
critical thinking, problem solving”. Moreover, Lecturer 1 responded: “in my
opinion, the way we assess is quite acceptable but could be improved by

making sure that the tests are suitable for all the different levels”.

In Lecturer 4’s opinion, “the present arrangements are not suitable; other
methods of assessment should be included such as assignments and oral
tests”, while Lecturer 6 stated that “subjects such as oral skills, I mean
speaking and phonetics should not have written tests. All the exams should be
done orally”.

However, Lecturer 3 highlighted logistical concerns: “it is difficult to change the
way of assessment, because every lecturer has to conduct two exams a year
to his/her students which are followed by all lecturers in all departments and

done at the same time of the academic year”.

From the abovementioned responses, it can be seen that lecturers essentially
agree that changes should be implemented to the traditional means of

assessment applied at Zawia University.

In terms of the question ‘How do you normally provide feedback and why?’,

most of lecturers cited similar techniques for providing feedback to students.

“If we were doing exercises on the board | would write
down my feedback in my notebook then at the end of
the exercise | discuss them with the students together
so that | do not intimidate or embarrass any of the
students. In written work | always give detailed
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feedback on the same corrected piece of work.
(Lecturer 1)

Furthermore, Lecturer 5 reported:

“If it is in writing, | try first to underline mistakes and
ask them again to try to fix it; they might know the
mistake themselves. If it is speaking, | leave them
speak and at the end of the lesson | give them my
feedback individually between him/her and me.”

Some of the interviewees such as Lecturer 2 provide feedback with motivating
techniques:
‘| always use encouraging terms (written and oral) such as
“excellent, very good, good, not bad”. | also use some
encouraging gestures like nodding with eye contact. In
addition, if the answer is wrong, | write or tell them some tips
to correct them. It is very important to give feedback to

students to involve them in the classwork and motivate
them.”

5.4.1.2 Data analysis of the alumni interviews

Semi-structured interviews were also conducted with four alumni of the English
language department who had graduated in recent years in order to discover

their level of satisfaction with the programme they had completed.

5.4.1.2.1 Themes and key findings

Table 5.24 Themes and key findings from the alumni’s interviews

Theme of the Findings
guestion
Strengths and « Strengths
weaknesses e  Some well-qualified lecturers

e Good focus on reading and writing skills

% Weaknesses

e Crowded classes

e The classroom talk time is teacher based.

e Infrastructure
Language + Reading and writing enhanced more than the oral skills.
skills « Grammar and vocabulary strongly enhanced.
Teaching « Primarily depends on the lecturer’'s experience and creativity of managing
resources the teaching process.

e Some lecturers use teaching materials that are inappropriate for

the students’ level.
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Delivery e Lecturers use a range of teaching methods.
e Excessive use of the grammar translation method.
e Lack of technology-enhanced learning.

Strengths and weaknesses

In response to the question ‘What were the strengths and weaknesses of the
English language programme at Zawia University?’, the responses were
almost the same in terms of the strengths of the programme: “we had few
Libyan and Iraqgi well-qualified lecturers” (Alumnus 1). Additionally, a strong
focus on reading and writing was stated by Alumnus 4: “many students

become good at reading and writing in English by the time they graduate”.

On the other hand, the programme’s weaknesses were first expressed in

terms of the crowded classes:

“the difficulties that | had faced is the large number of
students in each class. For example, if | did not come
early to reserve a seat in the first rows, | cannot
understand the lecture or get engaged to it.” (Alumnus
1)

While the lack of educational equipment was cited by Alumnus 2:
“The lab has only 30 computers and some of
them they do not work. Therefore, the lecturer
had to divide us into groups but only in the time
of the lecture, | mean the lecture only 2 hours
and we cannot get benefit from all the time you
have only to study less than 1 hour, which is

not enough to learn such a complex subject like
phonetics.”

Furthermore, the excessive use of the grammar translation method was
raised, whereby “the use of Arabic is almost equal to English in most of the
lectures” (Alumnus 4), while in terms of the lecturer talk time:

“the lecturer keeps talking till the end of the lecture

and we have to listen only, except for the oral

communication skills subject, sometime the lecturer
gave us chance to talk.” (Alumnus 3)

Considering the question ‘How can the English language programme at Zawia
University be improved?’, the answers primarily focused on the infrastructure
of the university. For example, Alumnus 3 stated that “the department need to

replace chalk and board with smart boards, and the Internet should be

157



provided to students”, while another interviewee suggested that “by install
more language labs, provide the library with new English books and divide the
classes into more groups the programme will be better” (Alumnus 1).

Language skills

When discussing ‘How did the programme enhance your language skills
(LSRW)?’, the majority of the respondents confirmed that the department
programme had enhanced their reading and writing skills, but confidence in
speaking in English was a serious challenge, together with understanding
what had been said in the language. In contrast, Alumnus 3 reported the
difficulty of developing written skills due to the teaching approach, alongside

varying improvements in the other skills:

“Well, for writing skills, the lecturer who taught me, he did
not encourage to write by using our own words. He
usually give us a piece of writing like an example for each
lesson and we have to memorise it and write it in the
exam, if | did not write it exactly as it is, | cannot have the
full mark. Therefore, for me | did not really improve in
writing. For reading skill, it did improve in the side of
pronunciation but not the meaning of the texts. for
listening and speaking there is a slight improve, because
we should have taken them in the labs, but we did not,
because most of the computers in the lab broken-down
and the labs are little for the number of students. In my
opinion, | cannot say there is no improvement
completely, but it is very little.”
When asked ‘To what extent did the programme enhance your grammar

knowledge and vocabulary?’, all the alumni stated that their grammar and
vocabulary were significantly improved for two reasons:

“‘we had to have a grammar lecture twice a week, which they
were concentrating mainly on the English grammar. For the
vocabulary, each lecture we had new list of words specially
in reading comprehension subject.” (Alumnus 1)

‘the focus of writing and reading classes was about enriching

our vocabulary with correct spelling and using grammatically
correct sentences.” (Alumnus 4)
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Teaching resources

In response to the question ‘What is your opinion on the teaching materials
and activities used by teachers in the English department?’, the narratives
depended on the lecturers’ experience.

“Some lecturers were very good, they gave handouts that

were summarised and useful about the topic exactly,

some of them they gave us tens of papers each lesson

written in a complicated language which were not

suitable for our level and we had to read it ourselves

without any guidance or explanation from the lecturer.”

(Alumnus 3)
Alumnus 2 responded in a more positive vein that “to some extent, the
materials were good, some lecturer tried to use creative activities to practise
language”, while Alumnus 4 reported that “the teaching materials were

usually old or hard to follow”.

Delivery

Regarding the question ‘What do you think of the teaching methods that have
been used by the lecturers?’, the majority of the participants answered that the
lecturers used a mixture of methods, explaining that the choice of teaching
method would often be related to the subject being taught. For instance, if the
subject was translation then the lecturer would use Arabic and English to
explain the lesson. However, Alumnus 2 expressed a preference for any
approach that employed English: “I would prefer the lecturer to use any
teaching method except using Arabic”. Some lecturers were reported not to
use translation but rather drawings and on occasion pictures to explain certain
aspects, as described by Alumnus 1: “well-qualified lecturers use teaching aids

to explain their lessons instead of keeping translating to us”.

5.4.2 Document analysis findings

As mentioned earlier, the analysed documents included the syllabus and a
sample of examination papers for the writing and grammar subjects for years

1, 2, 3 and 4. The English syllabus was designed in 2009 and was still being
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used in that form at the time of analysis, with its purpose to provide information
about the aim, objectives, content and recommended sources for each course
in the four academic years at the university. The analysis of this syllabus
followed a number of steps: 1) the English syllabus was reduced to one page
by focusing on the four language-skills-related subjects including oral
communication, writing, reading and grammar for all years, with those subjects
considered as categories, where each category contains two codes: the
learning outcomes and the book level; 2) the learning outcomes were
summarised for each subject to establish the level of the recommended books
and to verify whether these were appropriate for the university students in the
respective years; 3) the assessment instructions for the previous subjects
were considered, with oral communication added as a third code since it is the
only subject where its assessment is briefly stated in the syllabus; 4) the
examination papers’ content was checked against the syllabus content; and
5) a professional skills category was added to extract the professional skills
that should be achieved after each level, although this was clear only for the
third and fourth years. Table 5.25 summarises the findings obtained from

analysing the documents.

Table 5.25 Document analysis: summary of the findings

Year | Oral Reading Writing Grammar Professional skills
communication
skills

1t Learning Learning Learning Learning
outcomes: outcomes: outcomes: outcomes:
To be able to Develop Writing simple Use
communicate, to intensive and correct grammatical
appreciate the extensive sentences and structures in
differences reading, producing them context including
between oral and enhancing in a composition | parts of speech
written vocabulary Book level: (nouns
communication, building and 15t and 2™ year pronouns
and to learnto lead | syntax beginner, 3 verbs) and
conversation Book level: and 4" year active and
Book level: Beginner beginner and passive
Elementary and intermediate sentences
intermediate Book level:
Assessment: Advanced
Oral examination
represents 50%
and written
examinations also
represent 50% of
the final mark

2nd Learning Learning Learning Learning
outcomes: outcomes: outcomes: outcomes:
To be able to Learn new Writing one Use
communicate, to structures and page based on grammatical
appreciate the improve narrative, structures in
differences students’ descriptive, context including
between oral and understanding argumentative parts of speech
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conversation, and
to imply some
focus on listening
aspects

Book level:
Elementary and
intermediate
Assessment:
Oral (50%) and
written
examinations
(50%)

habits

Book level:
Beginner and
intermediate

write a letter
and join
sentences

written of the subject and exposition (adjectives and
communication, matter modes of adverbs) and
and to learnto lead | Book level: writing. phrasal verbs
conversation Beginner Present outline, | Book level:
Book level: introduction, Advanced
Elementary and conclusion and
intermediate show unity and
Assessment: internal
Oral (50%) and development of
written the composition
examinations Book level:
(50%) Beginner
31 Learning Learning Learning Learning
outcomes: outcomes: outcomes: outcomes: Gain teaching skills
To be able to Use the Produce two Use that allow dealing with
communicate, to bottom-up and pages of grammatical small groups of
appreciate the top-down composition structures in students by carrying
differences approaches of with clear context including | out microteaching
between oral and reading to introduction, simple and practically for four
written develop body and compound hours in the classroom.
communication, to reading conclusion sentences and The skills are:
learn to lead strategies and Book level: English clauses e Introducing a
conversation, and habits Beginner and Book level: lesson
to imply some Book level: intermediate Advanced . Using
focus on listening Beginner and examples for
aspects intermediate explanation
Book level: e  Fluencyin
Elementary and guestioning
intermediate e Probing
Assessment: questions
Oral (50%) and . Stimulus
written variation
examinations . Using
(50%) blackboard
e  Achieving
closure
4th Learning Learning Learning Learning
outcomes: outcomes: outcomes: outcomes: To become a teacher
To be able to Use the Writing an Use by practising teaching
communicate, to bottom-up and essay or report grammatical in primary and
appreciate the top-down Book level: structures in secondary schools.
differences approaches of Beginner and context: English
between oral and reading to intermediate phrases and
written develop Assessment: English syntax
communication, to reading Write an essay, Book level:
learn to lead a strategies and put text in order, | Advanced

Table 5.26 presents a summary of the taught hours for grammar, reading,

writing and oral communication skills in the university broken down by year.
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Table 5.26 Summary of the teaching hours by language skill

Course Ta:hing hours total

year

1st | 2nd 3rd | 4th
Grammar 128 128 128 128 512
Reading 128 | 128 | 128 | 128 512
Writing 128 128 128 128 512
‘Oral communication skills B4 | 64 64 | 64 256

Strengths of the English department’s syllabus

The syllabus has listed the students’ needs.

All courses have learning outcomes.

There are lists of content for each course.

Indicative books are stated to be used by the lecturers in designing the
lectures.

There is clear progress shown in the writing, reading and grammar
courses that is gradually driven from year 1 to year 4.

A brief explanation is included for the assessment of the oral
communication skills’ subject for all years, with some assessment
criteria offered such as fluency and pronunciation. In addition,
assessment is stated as 50% of the final mark for the written

examination and 50% for the oral examination.

Weaknesses of the English department’s syllabus

The syllabus primarily focuses on the grammar, writing and reading
courses, with less attention to the communication skills course. For
example, although the students receive 128 classroom contact hours
for writing, reading and grammar each year, they only receive 64
contact hours for communication skills.

There is no gradual progression shown in the learning outcomes of the
oral communication skills’ subject, which remains the same from year 1

to year 4.
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e There is discrepancy in the textbook level for the oral communication

skills, writing and reading courses, which do not extend beyond the

intermediate level.

e NoO assessment details are mentioned for the

grammar courses in terms of criteria and method.

5.5 Triangulation of data
Table 5.27 Triangulation of data

writing, reading and

Theme Questionnaire findings Interview findings Document analysis findings
Design and | - English courses do not | - Courses do not meet students’ | - Students’ needs are:
evaluation meet students’ needs needs because: e To become
e The teaching and trained  English
assessment teachers
approaches are e To attain a level
traditional of competency in
. Lack of technology- English language
enhanced learning and literature
e  Students’ needs and e To attain
perceptions are analytical, critical
overlooked when and
designing the communicative
teaching materials competency in
e  Out-dated sources preparation  for
e  Overcrowded classes teaching
. Insufficient . To develop the
opportunities for capability to
communication undertake  ELT
e Lack of training research
programmes for staff
e No evaluation
happens in the
university
e Students have no
opportunities to
provide feedback on
the quality of the
programme, while
staff opportunity is
limited
< Strong points in the
programme include
some well-qualified
lecturers and a good
focus on the reading
and writing skills
Teaching - The existing English e  Lack of consistency in e  Syllabus primarily
resources materials are inadequate the level of teaching focuses on
for students’ needs materials grammar, writing
- The course materials do e  Assessment is and reading

not reflect the culture of
English-speaking countries

examination-based
and primarily holistic,
with some criteria

e  The focus of teaching
materials is on the
reading and writing
skils to a greater
extent than  the
listening and
speaking skills.

courses, rather
than the other
courses

. Discrepancy in
the level of the
textbooks
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Some lecturers use
teaching  materials
that are inappropriate
for the students’ level
Lack of technology-
enhanced learning
such as computers,
laboratories and the
Internet

Delivery .

Lecturers use
different methods for
teaching
Few activities are
employed

Language skills .

Reading and writing
skills enhanced more
than the oral skills
Grammar and
vocabulary  strongly
enhanced

The theoretical
aspect of the
language is improved
to a greater extent
than the practical
aspect

There is no
gradual progress
shown in the
learning
outcomes of the
oral
communication
skills’ subject

5.6 Chapter summary

This chapter has presented the overall data analysis for this case study

research. It began by analysing the data emerging from the questionnaire,

followed by the interviews’ analysis and document analysis. The final section

of this chapter featured the triangulation of the data. In the following chapter,

the researcher presents a comprehensive discussion on the analysis of the

results and findings that have emerged from the study.
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6 Chapter Six: Discussion
6.1 Introduction

This chapter undertakes an interpretation of the quantitative and qualitative
research findings that emerged in Chapter Five. The discussion relates those
findings to the existing body of literature and research, with the lens of focus
trained on how these findings meet the objectives of the study and respond to
the research questions. The sections of this chapter correspond with each of
the research objectives stated in Chapter One. The outline of this discussion
chapter is as follows. First, the population and sampling approach are
presented. Then, the research findings are discussed in relation to the
research objectives and linked to the existing literature. Finally, a framework
that will enhance the quality of the English language provision at Zawia
University is developed and presented.

6.2 Population and sampling

This research was undertaken in Libya in the English department of the
faculties of education at Zawia University, within the city of Zawia, which is
situated in the west of Libya. The university comprises 21 different faculties
that serve all the western regions of Libya, with five of those being education
faculties. In collecting the data, the whole population of the lecturers was used,
with Saunders et al. (2009) stating that it may be possible to include the entire
population in the sample where the size makes this feasible. There are 220
English language lecturers at Zawia University, all of whom were included in
the sample and invited to participate in the study. The questionnaire survey
was emailed to all 220 lecturers at the university, with 150 completed
questionnaires returned and the data inputted into the SPSS software
programme. Furthermore, a number of alumni were part of the research and
purposive sampling was applied in selecting them. The researcher established
certain criteria for these participants’ eligibility, whereby they needed to have
graduated from the faculties of education at Zawia University and that their
study period coincided with the application of the obtained English language

syllabus.
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6.3 Discussion of the findings in relation to the research objectives

The present study aims to evaluate the current ELT provision offered by the
English department in the faculties of education at Zawia University. In
addition, it intends to develop a framework for enhancing the provision and
delivery of the undergraduate-level English language programme at the
institution. The objectives that this study targeted are as follows:

1. To evaluate the current English language provision at Zawia University.

2. To assess the perceptions and perspectives of the key stakeholders
(lecturers and graduates) regarding the provision of the English language at

Zawia University.

3. To form recommendations based on the findings of this study and to design
a framework that enhances the quality of the English language provision at
Zawia University by highlighting the strengths and weaknesses of the current

programme.

6.3.1 Research objective 1

As indicated above, the first objective aimed to evaluate the current English
language provision at Zawia University in Libya. Regarding this, the evaluation
was carried out through exploring the perceptions of the lecturers and alumni,
as well as analysis of the course description, and identified both merits and
challenges in the current English language provision at the institution. In the
discussion of this objective, the lens will be focused on design and evaluation,

teaching resources and delivery.

Design and evaluation

The findings of the study revealed that the English language courses fail to
meet the students’ learning needs for a range of reasons; meanwhile, there
are myriad learning needs for the students, who need to develop the
necessary skills to become trained English language teachers. In addition, the

findings revealed that the students need to attain a level of competency in the
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English language as well as acquiring analytical, critical and communicative
competence in preparation for teaching. Furthermore, the findings showed that
the students need to develop the capability to undertake ELT research.

Within the literature, numerous studies have been carried out to review
language educational programmes and their relevance to meeting the
students’ needs (Dollar et al., 2014; Al-Hamlan, 2015; Sothan, 2015).
Meanwhile, a number of elements have to be taken into consideration when
designing language curricula such as the learning environment and students’
needs (Nation and Macalister, 2009), as defining these needs informs the
developers of curricula and syllabi in terms of the possible goals and
objectives, in addition to identifying which parts of the programme require
refinement (Songhori, 2008; Ramani and Pushpanathan, 2015). Previous
research has suggested that where an English language programme does not
meet the learners’ needs, this may relate to the programme’s components
such as the institution, students, lecturers or pedagogy. The findings of this
study reveal many reasons for the failure of the language programme to meet
the students’ learning needs, which comprise a blend of the aforementioned
institution, students, teachers and pedagogy. Each of these components is

discussed in greater detail below.

The first challenge is the traditional teaching and assessment employed in the
English department, where traditional teaching implies the tutor guiding
learners to acquire language through strategies such as memorisation and the
recitation of information, whereby no development of crucial skills such as
critical thinking or problem solving can occur. The result here echoes many
studies in different contexts where English is taught as a second or foreign
language such as Egypt (Ibrahim and Ibrahim, 2017), Iran (Sadeghi and
Richards, 2015) and Turkey (Gursoy et al., 2017). Moreover, the majority of
the teaching methods utilised by the Libyan lecturers such as grammar
translation and audiolingualism have been criticised for their reliance on
repetiion and memorisation (Mohamed, 2014; Abukhattala, 2016).
Furthermore, the language teaching style followed in Libya does not enhance
communication, one of the learning needs of students, perhaps because the

local culture does not encourage direct communication between genders,
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despite all classrooms being mixed gender (Sawani, 2009). Moreover, the
findings from the questionnaire indicate a significant positive correlation
between the lecturers’ perceptions on teaching and the challenging skills for
students’ variables (r=.509), while the relationship correlation score between
teaching and challenging skills for students’ variables is .000, which is a
statistically significant positive relationship. This highlights that teaching has a

stronger relationship with the skills that are challenging for the students.

This study identified that the assessment approach is examination based,
which is exactly the case of the broader Libyan context, as reported by Zagood
(2015), who found that the assessment for all educational levels is carried out
through examination in Libya. The English language examination papers
primarily focus on the reading and writing skills, while ignoring oral
communication skills, which results in students finding it challenging to
effectively respond to spoken English questions (Albukbak, 2008). Again, the
achievement of this communication need is prevented. The findings of the
current study have alignment with the research undertaken by Alfehaid and
Alamri (2016) regarding the assessment of learners as one of the reasons for
not meeting the students’ learning needs. In their study focusing on the English
language programme at Dammam University, Saudi Arabia, unsuitable
assessment procedures employed to assess students’ work was found to be
one of the reasons behind the failure to meet the students’ learning needs.

Another finding regarding the assessment procedure is that the teachers
assess the students’ oral and written work holistically, using criteria such as
“the correct spelling, proper use of word meaning, correct grammar and giving
a full answer for questions” (Lecturer 6 on the evaluation of written work) and
“fluency, pronunciation, grammatical accuracy and vocabulary resource”
(Lecturer 3 on the evaluation of oral work). Holistic scoring is an efficient
method that can benefit those lecturers who teach large cohorts of students;
however, it has been criticised and described as impressionistic or intuitive
(Weigle, 2002; Alderson, 2005; Joughin, 2009). Therefore, it is surprising to
find such assessment criteria employed at the university level. Regarding the
potential for improvement in the assessment process, Lecturer 5 suggested

“moving from traditional assessment of exams to...assess students in other
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skills such as critical thinking, problem solving”. As pointed out by Biggs
(2011), besides language skills the twenty-first century requires competencies
such as critical thinking, independent problem solving, creativity and
teamwork. Moreover, the traditional educational system is responsible for the
challenges and hardships that Arab students encounter when they decide to
study abroad (Mahrous and Ahmed, 2010; Derderian-Aghajanian and Wang,
2012; Ibrahim and Ibrahim, 2017).

The second reason is the lack of technology-enhanced learning, since as
highlighted by Lecturer 3 “the courses do not meet students’ learning needs...
Also the absence of technology enhanced learning aids such as labs is
another factor”. This result is consistent with Al-Mahrooqi and Troudi (2014),
who found that without the integration of technology, the education institution
will not be able to fulfil the knowledge needs of its learners. In addition,
Alttuwaybi (2017) reported similar findings, where her study found that more
attention should be paid to training students and instructors in the use of
information and communication technology for pedagogical purposes in the
classroom. Ultimately, the use of technology is a requirement for twenty-first
century learning (Griffin and Care, 2014). This absence of technology-
enhanced learning may be related to a number of factors such as the lack of
appropriate resources, and insufficient student and staff training on
technological developments.

The third reason for the failure to meet the students’ learning needs in the
English language programme at Zawia University is linked to the use of
outdated resources for designing teaching materials, which might be linked to
the aforementioned lack of technology. In addition, it could be related to the
Ministry of Education, as indicated by Abudrewel (2017), who found that
Libyan EFL teachers’ access to resources is limited to textbooks assigned by
the Ministry.

In order to include more contemporary teaching materials a variety of sources
should be offered to lecturers, which can be achieved by integrating
technology into the institution (Ahmed, 2017). Another reason cited by
Lecturer 1 was the age, diversity and the type of publications: “the books are
quite dated and limited”. This agrees with Alkhaldy (2012:217), who reported

that “the text books in use in Libya so far have been inadequate and unsuitable
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for ELT in a meaningful way”. In addition, the lack of books and Internet access
may lead to the teachers employing more traditional teaching materials and
prevent them from accessing up-to-date information sources that primarily
exist online. Ultimately, this lack of information sources has a negative impact
on the students. Alsied and lbrahim (2017) highlighted that the greatest
challenges facing EFL lecturers and students in terms of conducting research
is the lack of resources available in the library, with students often spending
considerable time searching for certain publications that are not available,
which leads to demotivation and may result in inadequate training in research
skills, thus restricting the students’ ability to be capable of undertaking ELT
research. Additionally, it is evident from the results of the one-way Anova test
that the more experienced lecturers are in agreement with the notion of the
teaching materials being inappropriate in terms of meeting the students’ needs
(see Table 5.21, Chapter Five).

As revealed by the study findings, another reason for not meeting the students’
needs is the overcrowded classrooms compared to their physical size. This is
in agreement with Epri (2016), who reported that the achievement of learning
objectives and meeting students’ learning needs may not be possible in
conditions where the classrooms are crowded. This result also accords with
the findings from Omar’s (2013) study, which argues that one of the reasons
for learning English being discouraging for Libyan learners is the high-density
classes. Additionally, Yi's (2008) research on the impact of class size on
foreign language learning found that reduced class sizes supported the
students in attaining higher proficiency in terms of their reading, listening, and
speaking skills. McDonough and Shaw (2012) claimed that class size and
resources must be taken into consideration because they are key elements
affecting the language teaching environment. Large numbers in the classroom
is a widespread problem in many contexts internationally, which can present
obstacles to satisfying learners’ needs. Furthermore, large student numbers in
the classroom inevitably restricts the amount of time available for group work
interactions between the tutor and students, which does not promote
communication. Moreover, in crowded classes, if students converse
simultaneously or become animated, the classroom becomes unacceptably

noisy, which is an unsuitable environment for communicative language
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practice. In addition, the tutor’'s movement around the classroom becomes
restricted.

The next reason for the failure of the language programme to meet the
students’ learning needs is insufficient opportunities for communication within
the classrooms, which may be due to a number of factors. First, there is the
traditional teaching style employed in Libya, which does not encourage
communication inside the classroom, as the tutor talks for the majority of the
contact time and the students are reduced to being passive listeners.
According to Shebani (2016), excessive teacher talk time within the EFL
classroom has been criticised as a reason for decreasing the students’ L2
practice time. Furthermore, communication within overcrowded classroom is
problematic and difficult to achieve successfully (Brown, 2000; Epri, 2016).
This finding is in agreement with Diaab’s (2016) research. The present study
found that students are neither given sufficient opportunities to speak English
nor to engage in speaking activities. For successful communication to manifest
in the classroom, the tutor should play a secondary role and facilitate
interaction between all participants within the learning—teaching group (Patel,
2008; Richards and Rodgers, 2014). Unsurprisingly, the English language
teachers at Zawia University are not adequately trained to meet the English
learners’ acquisition needs, which will likely lead to failure in terms of teaching
EFL effectively. This result is in line with many studies such as Aloreibi and
Carey (2017), who claimed that the quality of English language lecturers in
Libya is underdeveloped because the training programmes and courses are
not well developed. In addition, Fareh (2010) found that the lack of
professional training is one of the challenges facing English language teachers
in the majority of Arab countries. Likewise, Pathan et al. (2016) advocated
targeted training for foreign language lecturers in colleges and institutes, and
particularly training on the practice of real-life teaching, which is virtually non-
existent in the Libyan context. Furthermore, Alkhaldy (2012) highlighted that
in order to sustain Libyan English teachers’ motivation, continuous in-service
training must be provided two to four times per year.

The findings revealed that the lecturers at Zawia University have not previously
been involved in the evaluation of the English language programme, which
underscores that the decision makers of Libyan higher education have
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overlooked the merits of validating the English language programme, leading
to the current low standards. This finding is in line with Abusrewel (2017), who
reported that EFL teachers in the Libyan context do not play any role in
decision-making, particularly in the design, preparation and evaluation
procedures in the English language programmes.

The findings do indicate that the English language programme at Zawia
University has some strengths, such as a healthy focus on reading and writing
skills, which is in agreement with Alttuwaybi (2017), who echoed that students
receive appropriate tuition in the domains of writing and reading skills.
Despite the many obstacles in the classroom, the lecturers do attempt to utilise
certain activities to facilitate the students’ practice of the English language,
although Lecturer 5 cautioned by stating that “since all classes have big
numbers, using activities is limited”. This is supported by Bergig (2017:41),
who reported that the activities “are rarely used in the classes”.

Surprisingly, the findings reveal the presence of a number of well-qualified
lecturers, in contrast to many studies in this context which state that English
language Libyan lecturers tend to be unqualified (Harathi, 2012; Suwaed and
Rahouma, 2015; Aloreibi and Carey, 2017).

Although the dominant teaching method is grammar translation, lecturers
attempt to utilise a variety of teaching methods, and even though these cannot
be applied effectively due to the many aforementioned challenges, this is still
considered to represent a strength of the English language programme at this
institution.

The English syllabus analysed in this study was designed in 2009, and the
students’ needs were defined during the development of this; therefore, this
represents another strong point for the programme, which demonstrates that
the syllabus design followed an appropriate process in this respect, albeit that

the programme is now somewhat dated.

Teaching resources

Teaching resources refer to any materials that assist the teachers in
delivering their lessons, such as written and visual materials, or activities

employed in the classroom. The findings of the study show that the existing
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English teaching materials are inadequate in terms of meeting the students’
learning needs and that their design is not based on specified criteria or
standardisation, which is consistent with findings from prior studies that
reported higher education in Libya to suffer from the inconsistency and
instability of curricula (e.g. Sawani, 2009; Vandewalle, 2012; Suwaed and
Rahouma, 2015). According to Howard and Major (2004), materials designed
without the inclusion of clear criteria are considered to be of low quality.
Lecturers 2 and 3 reported that “the designing of the materials is based on
the availability of textbooks and the Internet”, which may thus impact on the
quality and effectiveness of these materials. This finding confirms the Tempus
UNIGOV (2016) report, which found that the lack of basic technology is
considered to be the greatest challenge that affects the quality of teaching
and learning EFL, because the absence of the Internet and limited library
resources will likely lead to the availability and use of poor and outdated
teaching materials, thus preventing the teaching materials from meeting the

students’ needs in today’s rapidly changing world.

The findings of this study also reveal that the focus of the syllabus is on the
reading and writing skills to a greater extent than the oral communication skills
(see Table 5.26, Chapter Five). Additionally, the questionnaire correlation test
result highlighted that the lecturers’ opinions regarding the teaching materials
have a significant positive relationship with their perceptions on those skills
that are challenging for the students (r=467), with a relationship score of .000
(see Table 5.20, Chapter Five). The lecturers gave possible reasons for this
such as their practice of the same traditional style of teaching, the lack of
teaching facilities such as projectors, the large numbers of students
compared to optimum class sizes, and the limitations on classroom contact

time, “which makes it impossible to do any oral practice” (Lecturer 1).

One unanticipated finding was the effect of the local culture on the lecturers’
choice of teaching materials that support communicative activities, with
Lecturer 5 citing the embarrassing nature of certain topics that are
inappropriate for the local culture and mixed-gender classes. This is in
agreement with Elabbar (2014), who argued that foreign language lecturers in

Libya are strongly moderated by the barrier of culture. Despite the fact that
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culture is considered to be the fifth language skills, together with LSRW, the
results of this study find that 72% of the participant lecturers believe that the
culture of English-speaking countries has not been effectively integrated into
the courses provided by the English department. Again, this is likely to be
related to the impact of the local culture, and is consistent with Zhang (2006),
who argued that foreign language learners inevitably encounter cultural
confrontations on their learning journey because there are no two identical
cultures. Another reason why the culture of English-speaking countries is
overlooked is that the various textbooks employed for the development of
language skills have cultural bias (Ahmed, 2017). In addition, the English
culture may not be integrated because of the environment that the teachers
were taught through in their learning journey during the Gaddafi era, with
Alkhaldy (2012) stating that the regime systematically prevented Libyans from

gaining a glimpse of the outside world and the myriad cultures it offered.

To the best of the researcher’s knowledge, no analysis has been previously
conducted into the English language syllabus of the faculties of education at
Zawia University. The analysis of this syllabus followed a number of steps.
First, the English syllabus was condensed into one page by focusing on the
four language-skills-related subjects, including oral communication, writing,
reading and grammar, for all years, and then considering those subjects as
categories, where each contains two codes that comprise the learning
outcomes, and the proficiency level of the textbook. Then, the learning
outcomes were summarised for each subject to determine the level of the
recommended book and evaluate its appropriacy for the university students
in each year. After that, the assessment instructions for the subjects were
considered and included as a third code for the oral communication skill
subject, as it is the only subject where its assessment has been briefly stated
in the syllabus. The next step was to review the examination papers’ content
against the syllabus content, while the final stage was to include a
professional skills’ category and extract those skills that should be achieved

after each level, although this was only clear for years 3 and 4.

This novel finding highlights that the English syllabus features both strengths

and weaknesses. One of the advantages of the English language syllabus is

174



the availability of learning outcomes and content for all courses (see Table
5.2.5, Chapter Five), while another is that there is clear and gradual
progression evident in the writing, reading and grammar courses that builds
from year 1 to year 4. In addition, the syllabus offers a brief explanation for the
assessment of oral communication skills for all years, with a number of
assessment criteria stated such as fluency and pronunciation. Furthermore,
the grade weighting is stated as 50% for the written examination and 50% for
the oral examination. The final strength found through the analysis of the
syllabus is the availability of an indicative publications’ list that can be used for

designing the lectures.

On the other hand, a number of weaknesses were identified. Firstly, the
syllabus focuses on grammar, writing and reading courses to a greater extent
than other courses. Another limitation is the lack of progression shown in the
learning outcomes of the oral communication skills’ subject, which remains the
same from year 1 to year 4. Next, there are no assessment details mentioned
for the writing, reading and grammar courses in terms of the criteria and
method. A final weakness is that the recommended textbooks for developing
oral communication, writing and reading skills do not extend beyond the
intermediate level, although the recommended grammar course books are all
at the advanced level. Table 6.1 below summarises the strengths and

weaknesses of the English language syllabus at Zawia University.

Table 6.1 Strengths and weaknesses of the English language syllabus

Strengths Weaknesses

All courses have learning outcomes and
content lists.

There is an indicative publications’ list.
Gradual progress is shown in the writing,
reading and grammar courses.

There is a brief explanation for the
assessment of oral communication skills
for all years.

Recommended books for the grammar
courses are all extended to the

advanced level.

The primary focus is placed on the
grammar, writing and reading courses.

No gradual progress is shown in the
learning outcomes of the oral
communication skills.

There is discrepancy in the level of
textbooks.

No assessment details are mentioned
for the writing, reading and grammar

courses in terms of criteria and method.
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Delivery

Despite many studies highlighting that the grammar translation method is
dominant in teaching the English language in Libya (see for example
Mohamed, 2014; Abukhattala, 2016), the findings of this study highlight that
the lecturers also employ a few alternative teaching methods such as the direct
method and the communicative approach, despite these proving difficult to
implement effectively due to the overcrowded classes. One factor “which has
an impact on the choice of method, is class size” (Lecturer 1), with this finding
echoing Marais’s (2016:2) study, which found that due to overcrowded
classrooms teachers cannot implement diverse teaching methods, and thus
they are restricted to the “chalk and talk” instructional method of teaching. In
addition, overcrowded classrooms may be hindering the learning and teaching

atmosphere (Sahinkarakas and Inozu, 2017).

The study results highlight that the lecturers have utilised certain activities
such as vocabulary games, spelling and pronunciation exercises in order to
help the students practise their language skills, although these activities are
still limited to some extent. This finding is in line with Ulum (2015), who
reported that activities need to be included in the teaching materials to ensure
learners achieve a higher proficiency of speaking skills. It is also similar to the
result of Soruc (2012), which revealed that the programme needs to enrich the
language curriculum with activities such as role-play. According to Al-Subabhi
(2001), the main difference between the language curriculum and other
curricula is that the former must involve a range of activities in order to enable
the learners to activate the language inside the classroom (Al-Subabhi, 2001).
Therefore, the activities in language classrooms should not be limited.
However, there are certain factors that may force the teachers to restrict the
use of activities in the classroom, such as a large number of students and the
limited time available to carry out lectures mentioned by the teachers in this

study.
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6.3.2 Research objective 2

The second objective of the study aimed to assess the perceptions and
perspectives of the key stakeholders, namely the lecturers and graduates,

regarding the provision of the English language at Zawia University.
Language skills

The study findings reveal that the alumni feel that the reading and writing skills
are enhanced to a greater extent than the oral skills on the language
programme they participated in, with Alumnus 4 reporting that “many students
become good at reading and writing in English by the time they graduate”. This
is supported by the findings of the document analysis, since the students
receive 128 hours of taught contact hours for writing, reading and grammar
each year, while they only have 64 hours allocated for communication skills.
Orafi and Brog (2009) found that since many lecturers believe that listening
and speaking skills will be achieved automatically through the learning of other
skills, they ignore these aural and oral skills, particularly in overcrowded
classrooms. This finding partially agrees with Tunc (2010), who reported that
students felt the four skills were given emphasis in the programme, whereas
the teachers deemed that greater time should be allocated to promoting the
speaking and listening skills. The lack of focus on oral communication skills in
the institution may be due to the excessive teacher talk time, in addition to the
lack of teaching equipment such as projectors as well as the paucity of visual
teaching materials employed in the classroom. According to Sadeghi et al.
(2014), learners have a preference for acquiring language through different
materials, allowing the application of different types of learning strategies.
Another possible reason given by Alumnus 4 is the extreme use of the
grammar translation method, whereby “the use of Arabic is almost equal to
English in the majority of the lecture”. The dominant use of this method only
allows marginal attention to be placed on oral skills in the classroom (Brown,
2000; Abdullah, 2015), and this imbalanced focus on the teaching of the four
language skills can have a negative impact on the learner’s language ability.
As emphasised by Hinkel (2010), the teaching of language skills cannot be

carried out in isolation. Consequently, the acquisition and accuracy of LSRW
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will be a gradual process that supports the notion of raising learners'
proficiency levels and advancing language learning (Donoghue, 2009; Ediger,
2010; Palmer, 2014; Harmer, 2015).

The findings also highlighted that grammar and vocabulary competencies are
strongly enhanced due to the focus of the aforementioned teaching method,
which is primarily employed “to check students’ understanding, help students
clarify the meanings of linguistic units, increase students’ vocabulary, develop
students’ ability of contrastive analysis, and assess students’ overall language
learning” (Mohamed, 2014:39). In addition, the document analysis of the
English department syllabus revealed that the students receive 128 hours of
taught grammar each year, which is twice the provision allocated for
communication skills. Therefore, grammar receives a strong focus in the
English language programme at Zawia University. As Alumnus 1 reported, “we
had to have a grammar lecture twice a week, which they were concentrating
mainly on the English grammar”. Acquiring a broad range of grammar rules
and vocabulary is often considered to be one of the first steps in the process
of learning a foreign language, as grammar is considered to be a “lifeline to
literacy” (Pollock and Waller, 2012:1). The findings of the present study
revealed that while the programme does offer pre-service teacher training, it
is limited. The microteaching practice is only for four hours per week, which is
not practically suitable for the huge number of students who must undertake
the teaching training. Therefore, each student may only teach once or twice
during their learning journey because they undertake the teaching practice for
short period during the academic year that does not offer sufficient opportunity
for training (Abusrewel, 2017). Therefore, the language programme does not
adequately prepare the graduates to meet the demands in the world of work

either in terms of teaching or research.

6.3.3 Research Objective 3

The third objective of the study was to form recommendations based on the
findings of this study and to design a framework that will enhance the quality

of the English language provision at Zawia University by indicating the
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strengths and weaknesses of the current English language programme. The

framework is presented as follows in Figure 6.1.

English Language Programme at Zawia University

|
|

Figure 6.1 Framework to enhance the provision of the English language
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6.4 Chapter Summary

This chapter has presented a discussion of the triangulated findings collected
through the questionnaire, interviews and document analysis, reflecting the
key findings related to each research objective in relation to the literature in an
attempt to demonstrate how the research objectives have been achieved. The
next and final chapter presents the study’s conclusions, as well as the
contribution to knowledge, limitations, recommendation and opportunities for

future research.
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7 Chapter Seven: Conclusion and Recommendations
7.1 Introduction

This chapter presents those elements involved in this study and summarises
the key research findings, while also focusing on the contribution to
knowledge, the limitations of the study, the recommendations resulting from
the research and suggestions for further research.

7.2 Summary of the research

This study aimed to evaluate the current ELT provision provided by the English
department in the faculties of education at Zawia University in Libya. It sought
to discover whether the current English language programme has ever been
validated or revised, and to what extent it is fit for purpose in preparing the
graduates for the world of work. The study employed three sources of data.
The first were generated from the questionnaire featuring closed-ended
questions used to identify the lecturers’ perceptions regarding the provision of
the current English language programme of the faculties of education at Zawia
University, while also supporting the researcher in terms of determining
whether the lecturers believe the current English programme prepares Libyan
graduates for the world of work through assessing their perspectives on the
success and the sufficiency of their courses and materials. The second data
source was gathered through semi-structured interviews targeting the
university’s lecturers and alumni in order to support the findings emerging from
the questionnaire and to delve deeply in order to gather information about the
courses’ content, delivery and student assessment. The final data collection
source was document analysis, where the documents from the English
department syllabus and a sample of writing and grammar examination papers

foryears 1, 2, 3 and 4 in the 2016 and 2017 academic years were analysed.

7.3 Summary of the key findings

The findings are now summarised in relation to the research objectives as

follows:
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Objective one

The first objective was to evaluate the current English language provision at
Zawia University in Libya. The results from the study revealed that the
programme has a number of inadequacies in terms of the design and
evaluation, teaching resources, delivery and language skills. Furthermore, the
findings highlighted that the English language programme does not meet the
students’ needs for a range of reasons, including the traditional teaching and
assessment approaches, and an inadequate learning environment that lacks
technology-enhanced learning and features overcrowded classes that lead to

insufficient communicative opportunities within the classroom.

As far as the materials are concerned, the findings indicated that they are
unable to fulfil the students’ needs due to the significant focus placed on the
grammar, reading and writing skills at the expense of the oral skills, in addition
to the challenges imposed due to discrepancy in the textbooks’ level.
Moreover, it was found that the students’ needs and perceptions are being
overlooked when designing the teaching materials, while the sources

employed are outdated.

The data from the present study also revealed that while different teaching
methods are utilised to teach English language students, they are still applied
in a traditional manner. In particular, there are challenges to implementing the
communicative approach effectively due to the significant student numbers in
the classrooms and the barrier imposed by the local culture that discourages

direct communication between genders.

The findings showed that oral communication skills are being neglected, as
there is no gradual progress in terms of the learning outcomes of oral
communication skills and the books employed remain at the same level from
year one to the final graduation year. On the other hand, grammar, reading

and writing skills are well-focused upon.

The data indicated towards a shortage of staff training programmes, although
the lecturers are eager to improve the English language programme and very

keen on the notion of participating in training workshops. Moreover, the study
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found that no validation of the English language programme occurs at the

university.

The findings also revealed a number of positive elements in the context of the
English language programme at Zawia University, such as the presence of
some well-qualified lecturers and the positive focus on the grammar, reading
and writing skills. Meanwhile, notwithstanding the challenges of using
communicative activities due the current class sizes and the cultural barriers,

the lecturers do attempt to introduce certain activities such as spelling games.

Objective two

This objective sought to assess the perceptions and perspectives of the key
stakeholders, namely the lecturers and graduates, regarding the provision of
the English language programme at Zawia University. The findings revealed a
level of dissatisfaction expressed by both the lecturers and alumni with certain
aspects of the programme including the teaching resources, the assessment
method, the absence of evaluation and the neglect of students’ needs in the
context of designing the teaching materials. Additionally, the findings revealed
that the stakeholders are dissatisfied with the content of the courses, which
does not apply equal attention to the language skills as the emphasis is placed
on the reading and writing skills to a greater degree than the aural and oral

skills, that is, listening and speaking.

7.4 Recommendations

As evidenced by the literature review and the findings emerging from the
current research, the English language programme at Zawia University has a
number of inadequacies that need to be resolved to result in improvements to
the programme. The recommendations made by this study target the decision
makers and key stakeholders (i.e. the lecturers, students and alumni) of Zawia
University. The decision makers in this study refers to the dean of the
university, the senior university management, the presidents of Libyan higher
education institutions and the central governing body. Prior to commencing a

process of taking decisions regarding any educational programme, collecting
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information related to the operation of the programme is essential. After the
collection of required information through reports, they have to be reviewed
carefully to identify the deficiencies and the aspects that need to be improved.
Following is taking decision by the central governing body and distribute it to
the responsible individuals i.e. (the dean of the university, the senior university
management, the presidents of Libyan higher education institutions) to
establish taking actions each according to his job. The last step is evaluation
of the decision outcomes, in case there is any aspect needs to be addressed
more in future. All of these steps are outcomes of continual meetings between

decision makers.

7.4.1 Recommendations for the decision makers at Zawia University

It is recommended that the initial step in redesigning the English language
courses is to conduct a needs’ assessment in order to fill the gap between the
current students’ level and the desired proficiency, as it is crucial to consider
the students’ needs when setting the course goals and objectives, as well as
the teaching and assessment methods. Furthermore, the study highlighted
that student assessment is based on examination, with the lecturers unable to
employ other methods of assessment due to the university policy. Therefore,
the assessment approach cannot be described as fair and the decision makers
ought to amend the policy in order to allow lecturers to employ a broader range
of assessment methods.

It was also found that the learning environment in the English department at
Zawia University is unsatisfactory, with the study findings demonstrating a lack
of the Internet and technology-enhanced learning resources and equipment
such as laboratories and computers. Therefore, the decision makers at the
university should overhaul the current digital infrastructure to improve the
teaching processes. As the class size has a direct impact on language learning
in general, and the acquisition of different language skills in particular, decision
makers should develop plans to ensure acceptable class sizes that promote
beneficial learning and a conducive teaching environment. An ideal class size
should include between twenty and twenty-five students to enable them to

encounter sufficient opportunities for communication in the classroom and
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thus acquire the English language more effectively and attain higher

proficiency in terms of their language skills (Yi, 2008).

The evidence from this study also suggests a lack of training programmes at
Zawia University. Therefore, lecturers should be supported by pre- and in-
service training programmes to enable them to develop and consolidate the
vital skills necessary for the teaching of the English language and to remain
current with new teaching techniques. Since technologies are ubiquitous for
foreign language, learning within the training programmes should include the
use of technology in order to broaden foreign language lecturers’ knowledge
and facilitate language teaching that is more stimulating and motivating for

both the learners and the lecturers.

The results of the present research indicated that the current materials are
inadequate to fulfil the students’ needs, essentially due to the outdated books
and the absence of technological innovation at Zawia University. Decision
makers should as a minimum plan to provide university libraries stocked with
up-to-date resources and well-established technologies such as computers
and high-speed Internet in order to support the lecturers and learners in terms
of increasing the English language input by accessing a broad and diverse

range of resources.

According to the findings, no evaluation of the current English language
programme takes place at Zawia University, despite the myriad advantages of
the evaluation process for education programmes. Consequently, an
evaluation model should be established to enable and promote regular

evaluation at Zawia University.

With the findings of this study revealing dissatisfaction in terms of the alumni’s
language skills, it would be pertinent to conduct two examinations for those
students who attend the programme, the first at the admission stage and the
other after completion of all courses, which would enable the determination of

the extent to which the programme has enhanced language learning.

Following other countries, Zawia University should set language requirements
for new applicants who wish to study in the English department, such as
achieving a certain IELTS score or any similarly credible local language test.

185



Moreover, the university could run pre-sessional summer courses to help the
students achieve the required level of English language competency to allow

them to join the programme.

7.4.2 Recommendations for the English language lecturers at Zawia
University

The study showed that while the lecturers employ different teaching methods,
the most dominant in practice is the grammar translation method, which is not
conducive to practising communication. Lecturers thus need to shift primarily
towards the communicative approach and utilise a learner-centred technique.
Moreover, the lecturers should engage with teaching technologies such as
visual aids, computers and overhead projectors that can deepen the students’

motivation and learning of English subjects.

One of the more significant findings to emerge from this study is that the
lecturers use certain assessment criteria to assess the students’ work
including accurate spelling, appropriate use of word meaning and correct
grammar. However, these are not satisfactory for the university level unless
they represent additional as opposed to the main criteria. Twenty-first century
assessment skills should be assessed by the lecturers such as creativity,
critical thinking, oral and written communication, collaboration, teamwork and

problem solving.

With the present research revealing that the students’ opinions are typically
ignored when designing teaching materials, it is suggested that the students’
interests and perspectives should be included in the selection of the course
materials and the books they are going to study in order to motivate their drive

towards achievement and learning.
Recommendations for the English language alumni of Zawia University

After graduation, the alumni should continue self-learning to further extend
their language skills and become more competitive. In addition, they should
periodically attend language courses to refresh their knowledge or pursue
postgraduate study in Libya, or abroad if applicable. The following table

indicates a summary of the recommendations list base on the theirimportance:
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Targeted No | Recommendation Short- medium | Long-
individuals term term
The decision | 1 Reduce students’ number in each | *

makers classroom

The decision | 2 Provide suitable learning environment *

makers

The decision | 3 Provide up to date books *

makers

The decision | 4 Provide the Internet, computers for | *

makers lecturers and students

English 5 Update assessment methods *

language

lecturers

English 6 Use teaching methods that enhance *

language communication

lecturers

The decision | 7 Set up training programmes for lecturers *

makers

The decision | 8 Provide alumni with refreshment language *
makers & alumni courses before recruitment.

The decision | 9 Continuous evaluation policy *

makers

Table 7.1: Summary of the recommendations list base on the their importance

As the above table indicated, No 1,3,4,7&9 have to be done in a short time,
2,5&6 maybe completed in meduim time long and 8 could take longer peiod of
time to be completed, However, priority classification and taking actions is in
desicon makers’ hand and the situation in the country. To sum up, the

recommendations mentioned earlier could be beneficial to all Libyan

universities and educational institutions because they are powered by the

ministry of education and possibly suffer from similar situation.

7.5 Contribution to knowledge

The present study makes a number of noteworthy contributions to knowledge.

Firstly, it fills a gap in the literature regarding language programme evaluation

in the Libyan context. In addition, it extends the existing literature on English
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language programme evaluation, to the benefit of future researchers.
Furthermore, this research benefits Zawia University’s authorities in terms of
understanding the origins of the deficiencies of the current English programme

by identifying the weaknesses that need to be addressed.

Moreover, the study facilitates the decision makers of Zawia University through
formulating the changes necessary to the English language programme in
order for it to become a competitive and efficient programme that meets

international standards, through the framework presented in Figure 6.1.

Then, to the best of the researcher’s knowledge, the course description of the
English department at Zawia University has not previously been analysed.
Therefore, this process will raise the stakeholders’ awareness about the
deficiencies to be addressed in the course content, in addition to facilitating

the lecturers in designing improved teaching materials.

This study also contributes to knowledge by suggesting an evaluation model
based on the CIPP model to enhance the quality of the language programme,
while this model can be applied to different learning programmes and modified

according to the respective context.

Finally, the research has developed an initial benchmarking framework in an
attempt to determine the undergraduate Libyan students’ level of English. This
also represents a contribution to knowledge as the framework has been
harnessed by a number of colleagues from the English department at Zawia
University who have previously completed the IELTS test and are fully aware

of the evaluation criteria and description.

7.6 Limitations of the research

All research has limitations and this study is no different, with a number of
limitations that need to be highlighted. One of the limitations encountered by
the researcher was the ongoing security situation and turmoil in Libya, which
led to challenges in terms of the data collection as the Research Ethics
Committee of Liverpool John Moores University refused to provide the author
with permission to travel to Libya as a researcher. Consequently, the

interviews were conducted via email, which made the collection data stage
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lengthy, as the researcher had to follow up with the participants, again by
email, in order to acquire full responses to the interview questions. In addition,
some of the participants disengaged, which reduced the number of completed
interviews. Therefore, the sample size might have been greater and the data

more rich if the researcher had been able to travel to Libya in person.

This study did not include current students, because they lack online access
(e.g. student portals and email applications). However, the study did include a
number of alumni because they were chosen as distinguished students and
were regularly available in the department. Although including all the alumni
would not have been practical, it might have been more beneficial to include

the current students’ viewpoints about the English language programme.

Another limitation is that this study was limited to Zawia University, because
the researcher is one of the lecturers at the institution and thus could more
easily gain access. Furthermore, there is a general paucity of literature

regarding Libyan higher education and programme evaluation.

7.7 Directions for future research

The present study suggests several areas that require further research. For
instance, this study evaluated the English language programme at Zawia
University through the lecturers’ and alumni’s perspectives. Therefore, future

studies might include the institution’s students and decision makers.

This study could be also be extended to include other universities in Libya and
the Arab world, with the findings then compared to those from Zawia
University. Furthermore, although this study used the CIPP model of
evaluation, other studies could engage with different techniques of evaluation,
as models present both advantages and weaknesses to allow decision-making

judgments to take place.

Moreover, as the study interviews were conducted via email, future research
could conduct face-to-face interviews to communicate directly with the
respondents and gain more detailed information about the topic of research,
provided that the security situation permitted this. In addition, using other

research methods such as observation and focus groups could be beneficial
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in terms of understanding the research problem and collecting more diverse

data.

Within the literature, there is the suggestion that there is a lack of programme
evaluation research in Libya specifically, and in the Arab world in general.
Further research would thus help the Libyan Ministry of Education to construct
a solid foundation from which to modify and improve its education

programmes, while supplementing the limited available literature.

7.8 Chapter summary

In this chapter, a summary of the key findings was delineated, while the
contributions made by the study were presented. The recommendations

based on the findings were stated, and the limitations of the study presented.

Meanwhile, a number of directions for future research were also suggested.
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9 Appendices

Appendix 1: Teachers’ questionnaire

> LIVERPOOL

JOHN MOORES
UNIVERSITY

Teachers’ questionnaire

Liverpool Business School
Name of the Researcher: Ebtesam Esgaiar

Title of Research: Evaluation of the English provision at a Libyan

University
Dear Lecturer

I am currently undertaking research as part of a PhD at Liverpool John Moores

University.

The following questionnaire is to gauge your perceptions about the provision

of the currant English language programme at the University.

Your cooperation and your support are crucial in order to achieve the aims of

this study.

General information

Please tick the appropriate box:

Gender: Male o Female o
Years of experience: less than 5 years o more than 5years o 10 years
mi 15 yearso more than 15 years o

For each statement below, tick one of the boxes, which describe your

perceptions.

1) Strongly disagree, 2) disagree, 3) neutral, 4) agree, 5) strongly agree
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Construct one: Programme Delivery

Statement

Strongly
disagree

Disagree

Neutral

Agree

Strongly
agree

1. The programme is successful in

teaching English.

2. The

programme are sufficient

English courses of the
to meet

students’ future needs.

3. Students’ feedback should be taken
into consideration for the curriculum.

4. The main objective of the programme
is to teach English language.

5. The main objective of the programme
is to teach English culture.

6. The content of the courses should be
available to students in advance.

7. | am familiar with the goals and
objectives of the programme.

8. English language courses in the
programme are helpful in developing

reading skills.

9. English language courses in the
programme are helpful in developing
listening skills.

10. English language courses in the
programme are helpful in developing
speaking skills.

11. English language courses in the
programme are helpful in developing

writing skills.

Construct two: Skills

Statement

Strongly
disagree

Disagree

Neutral

Agree

Strongly
agree

12. Developing reading skills is
important for my students in

learning English.

13. Developing listening skills is
important for my students in

learning English.
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14. Developing speaking skills is
important for my students in

learning English.

15. Developing writing skills is
important for my students in

learning English.

16. Developing grammar
knowledge is important for my

students in learning English.

17. Developing translation skills
is important for my students in

learning English.

18. Enriching vocabulary is
important.

19. Acquiring correct
pronunciation is important for my
students in learning English.

20. Students have difficulty
listening in English.

21. Students have difficulty
understanding English texts.

22. Students have difficulty
speaking English.

23. Students have difficulty
writing in English.

24. Students have difficulty

pronouncing English words.

25. Students have difficulty

learning English grammar.

26. Students have difficulty

learning new words.

27. The English language is
difficult to learn for students at

their current level.

Construct three: methods of teaching

Statement Strongly Disagree | Neutral | Agree Strongly

disagree agree

28. programme’s courses satisfy

students’ needs.

29. It is appropriate to have a

native speaker to teach English.
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30. During English classes,

students work in groups.

31. During English classes,

students perform role plays.

32. | speak Arabic during English
classes.

33. The number of students in the
class is appropriate for learning

the language.

34. It is important for students to

practice the language.

35. English courses are boring for
students.

36. The teacher gives homework

for every class.

37. English culture has been
integrated into the courses.

38. English language cannot be
learned well without integrating
English culture.

Construct four: teaching materials

Statement Strongly Disagree | Neutral | Agree Strongly

disagree agree

39. Teachers should use only
books to design his/her lectures.

40. The subjects of the lectures
are interesting and relevant to

students.

41. The teacher should consider
English books that are
recommended in the course
description as way to improve
students’ reading skills in

English.

42. The teacher should consider
audio-material as a way to
improve students’ listening skills
in English.

43. Audio-materials help to
improve students’ speaking skills

in English.

234



44. English books that are
recommended in the course
description help to improve
students’ writing skills in English.

45. English books that are
recommended in the course
description support students to
improve students’ English
grammar knowledge.

46. Using the Internet to prepare

your lectures is crucial.

47. The existing English material

is sufficient for students’ needs.

48. The titles of lectures are
interesting and motivating to the

students.

49. Teachers use Audio-visual

materials in their lectures.

50. Teachers use course books
in the English classes.

51. Additional materials from the
internet should be used together

with books.

52. Students get a clear idea

about English culture from the

English lectures.

Thank you for your valuable assistance and your co-operation are highly appreciated.

235




Appendix 2: Mean and standard deviation for all statements

Std.
statement N Mean Deviation
1. The programme is successful in teaching English. 150 3.2733 .99594
2. The English courses of the programme are not sufficient to meet students’ future needs. 150 3.1533 1.00827
3. Students’ feedback should be taken into consideration for the curriculum. 150 3.1267 .97826
4. The main objective of the programme is to teach English language. 150 3.1200 1.00949
5. The main objective of the programme is to teach English culture. 150 2.8600 1.02342
6. The content of the courses should be available to students in advance. 150 2.8400 1.21003
7. | am familiar with the goals and objectives of the programme. 150 2.8867 1.10846
8. English language courses in the programme are helpful in developing reading skills. 150 3.2800 1.00415
9. English language courses in the programme are helpful in developing listening skills. 150 2.7867 1.04648
10. English language courses in the programme are helpful in developing speaking skills. 150 2.8333 .99944
11. English language courses in the programme are helpful in developing writing skills. 150 3.2800 1.00415
12. Developing reading skills is important for my students in learning English. 150 3.1333 1.02103
13. Developing listening skills is important for my students in learning English. 150 3.0200 1.00649
14. Developing speaking skills is important for my students in learning English. 150 3.1067 97724
15. Developing writing skills is important for my students in learning English. 150 3.0067 1.01331
16. Developing grammar knowledge is important for my students in learning English. 150 2.8333 1.00613
17. Developing translation skills is important for my students in learning English. 150 2.7933 1.14866
18. Enriching vocabulary is important. 150 3.0467 1.12528
19. Acquiring correct pronunciation is important for my students in learning English. 150 3.1533 1.02149
20. Students have no difficulty listening in English. 150 2.8000 1.09299
21. Students have difficulty understanding English texts. 150 2.8400 1.01055
22. Students have difficulty speaking English. 150 3.1600 1.01717
23. Students have difficulty writing in English. 150 2.9000 1.02158
24. Students have difficulty pronouncing English words. 150 2.9067 1.08279
25. Students have difficulty learning English grammar. 150 3.1533 1.00159
26. Students have difficulty learning new words. 150 3.1200 1.04220
27. The English language is difficult to learn for students at their current level. 150 2.8200 1.06229
28. programme’s courses satisfy students’ needs. 150 1.7933 .97138
29. It is appropriate to have a native speaker to teach English. 150 4.2200 .88173
30. During English classes, students work in groups. 150 3.0133 .92676
31. During English classes, students perform role plays. 150 2.9467 .91069
32. | speak Arabic during English classes. 150 2.9467 1.02837
33. The number of students in the class is appropriate for learning the language. 150 3.0600 1.01154
34. It is important for students to practice the language. 150 3.1400 .94144
35. English courses are boring for students. 150 2.9333 .95304
36. The teacher gives homework for every class. 150 2.8867 .87114
37. English culture has been integrated into the courses. 150 1.8467 .84929
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38. English language cannot be learned well without integrating English culture. 150 4.1533 .97854
39. Teachers should use only books to design his/her lectures. 150 3.1600 1.37123
40. The subjects of the lectures are interesting and relevant to students. 150 2.8600 1.19299
41. The teacher should consider English books that are recommended in the course

150 2.7400 1.23392
description as a way to improve students’ reading skills in English.
42. The teacher should consider audio-material as a way to improve students’ listening

150 2.7533 1.18115
skills in English.
43. Audio-materials help to improve students’ speaking skills in English. 150 2.7933 1.14866
44. English Books that are recommended in the course description help to improve

150 3.3200 1.26555
students’ writing skills in English.
45. English Books that are recommended in the course description support students to

150 3.2200 1.17508
improve students’ English grammar knowledge.
46. Using the Internet to prepare your lectures is crucial. 150 2.7333 1.26738
47. The existing English materials are sufficient for students’ needs. 150 1.7733 .94227
48. The titles of lectures are interesting and motivating to the students. 150 3.1533 1.00827
49. Teachers use Audio-visual materials in their lectures. 150 2.8200 1.19321
50. Teachers use course books in the English classes. 150 3.1867 1.21172
51. Additional materials from the internet should be used together with books. 150 3.0333 .96528
52. Students get a clear idea about English culture from the English lectures. 150 3.0600 .95699
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Appendix 3

The frequency and percentage of participants’ responses according to their teaching

experience
Less than From1to5 From610 10 | From 11 to More than
1 year years years 15 years 15 years
F | % F % F |% F | % F | % F %
1. The Strongly 1 10% | 2 10% 3 7.5% 2 3.3% 0 0% 8 5.3%
programm | disagree
els -
diconeehid disagree 2| 20% | 6 30% 7 175% (13| 21.7% | 2 10% 30 20%
in teaching
English, neutral 2| 20% | 2 10% 8 20% 12 20% 6 | 30% 30 20%
agree 5| 50% | 9 45% 20 50% 32| 533% | 11| 55% 7 513
%
Strongly 0 0% 1 5% 2 5% 1 1.7% 1 5% 5 3.3%
ree
_%H : 10| 100% | 20 | 100% |40 | 100% | 60| 100% | 20 | 100% | 150 | 100%
Lessthan | From1to§ | From61010 | From 11 1o | More than
1 year years years 15 years 15 years
F [% F [% F [% F [ % F % |F [%
2 The Strongly |0 | 0% |2 |10% |3 |756% |2 |33% |0 |0% |7 |47%
English disagree
g’“‘ of Gisagree |2 |20% |5 |25% 12 | 30% 19317 |2 |10% |40 |267
programm » i
earenot | neutral 3 [30% |2 |10% 8 | 20% 12[20% |6 30% | 31 | 207
sufficient to %
meet agree 5 | 50% 10 | 50% 15| 375% | 26 | 433 1 55% | 67 447
students’ % %
future Strongly [0 | 0% 1 | 5% 2 | 5% 1 1.7% |1 5% 5 3.3%
Total 10 [ 100% | 20 | 100% | 40| 100% | 60 | 100% | 20 100% | 150 | 100%
53
| Less than From11tc5 From6te 10 | From 11to | More than
1 year years years 15 years 15 years
F | % F | % F | % F | % F % F %
3. {Stongly |0 | 0% |0 | 0% 2 | 5% 3 [ 5% |1 5% 4%
Students' disagree
ledback |disagree |2 |20% |7 |35% | 10| 25% |13 | 217 |4 | 20% |36 |24%
shoufd be %
taken into
considerati | neutral 2 |20% (6 | 30% 12 | 30% 22 | 36.7 8 40% 50 333
on for the % %
curriculum, | agree S |50% (7 | 35% 12 | 30% 18| 30% |7 35% | 49 327
%
Strongly 1 10% 0 | D% 4 10% 4 |67% |0 0% 9 6%
agree
Told 10 | 100% | 20 | 100% | 40| 100% | 60 | 100% | 20 100% | 150 | 100%
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statement Tdaching experierice | total
Less than From1to 5 From&to 10 | From 1110 | More than
1 ydar years years 15 years 15 years
F | % F | % F | % [F % F % F %
4. The Strongly |2 | 20% |2 | 10% 1 [ 25% |3 |5% 0 0% 8 5.3%
main disagree
3:’:*““"" o disagree [0 | 0% |6 | 30% 10 | 25% 131217 |6 30% |35 | 233
programm —den . Ll B I
eisto neutral 2 (20% |4 | 20% 12 | 30% 26 433 3 15% | 47 ‘ 313
teach | L 1% S o Rt br
English agree 4 | 40% 7 35% 14 | 35% 16 | 26.7 10 50% 51 ‘ 34%
language %
Strongly |2 20% 1 5% 3 75% 2 33% 1 5% 9 6%
agree
Total 10 100% | 20 100% | 40 100% | 60 100% | 20 100% | 150 100%
statement Teaching experience total
Less than 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
5. The main Strongly 0 0% 1 5% 3 7.5% 8 13.3% | 2 10% 14 9.3%
objective of disagree
the
programme disagree 4 40% 3 15% 12 30% 15 25% 8 40% 42 28%
is to teach
English | D 2 | 600 37.59 8 | 309 259 349
culture. neutra 1 10% 1 % 15 7.5% 1 % 5 5% 51 4%
agree 4 40% 2 10% 9 22.5% 17 | 283% | 5 25% 37 24.7%
Strongly 1 10% 2 10% 1 2.5% 2 3.3% 0 0% 6 4%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Less than 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
6. The Strongly 1 10% 2 10% 10 | 25% 12 | 20% 3 15% 28 18.7%
content of disagree
the courses
should be disagree 2 20% 2 10% 4 10% 11 | 183% | 4 20% 23 15.3%
available to
studentsin =0 2 | 20% |10 | 50% 21 | 525% | 20 | 33.3% | 7 35% |60 | 40%
advance.
agree 2 20% 2 10% 2 5% 12 | 20% 5 25% 23 15.3%
Strongly 3 30% 4 20% 3 7.5% 5 8.3% 1 5% 16 10.7%
agree
Total 10 | 100% | 20 100% 100% 60 | 100% | 20 100% 150 100%

239




statement Teaching experience total
Less than From1to5 From 61to 10 | From 11 to | More than
1 year years years 15 years 15 years
F | % F % F | % F | % F % F %
7.1am Strongly 0 0% 2 10% 4 10% 4 6.7% | 2 10% 12 8%
familiar disagree
with the -
disagree | 3 30% 3 15% 18 | 45% 20 | 33.3 8 40% 52 34.7
goals and % %
objectives
of the neutral 3 30% 7 35% 8 20% 17 | 28.3 5 25% 40 26.7
programm % %
e. agree 3 30% 5 25% 9 22.5% 14 | 23.3 2 10% 33 22%
%
Strongly 1 10% 3 15% 1 2.5% 5 83% |3 15% 13 8.7%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 100% | 150 | 100%
statement Teaching experience total
Less than From1to5 From 61to 10 | From 11 to | More than
1 year years years 15 years 15 years
F | % F % F | % F | % F % F %
8. English Strongly 0 0% 2 10% 4 10% 2 33% |1 5% 9 6%
language disagree
fﬁ:rses N Mdisagree | 2 | 20% |6 |30% 7 [175% |12 | 20% |1 5% |28 | 18.7
0,
programm %
e are neutral 3 30% 2 10% 7 17.5% 12 | 20% 6 30% 30 20%
helpful in
developing | agree 5 50% 9 45% 20 | 50% 33 | 55% 11 55% 78 52%
reading
skills. Strongly 0 0% 1 5% 2 5% 1 1.7% | 1 5% 5 3.3%
agree
Total 10 | 100% | 20 | 100% | 40 | 100% | 60 | 100% | 20 100% | 150 | 100%
statement Teaching experience total
Less than 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
9. English Strongly 0 0% 2 10% 4 10% 7 11.7% | 2 10% 15 10%
language disagree
courses in
the disagree 4 40% 4 20% 12 | 30% 19 | 31.7% | 8 40% 47 31.3%
programme
ﬁ]re helpful - el 3 | 30% |8 | 40% 16 | 40% 23 | 38.3% | 2 10% | 52 | 34.7%
developing
listening agree 2 20% 4 20% 6 15% 9 15% 6 30% 27 18%
skills.
Strongly 1 10% 2 10% 2 5% 2 3.3% 2 10% 9 6%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% | 150 | 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
10. English Strongly 0 0% 1 5% 2 5% 6 10% 2 10% 11 7.3%
language disagree
courses in
the disagree 3 30% 9 45% 15 | 37.5% 18 | 30% 4 20% 49 32.7%
programme
- helpful - = el 2 |20% |3 | 15% 14 | 35% 23 | 38.3% | 9 45% | 51 | 34%
developing
speaking agree 5 50% 5 25% 8 20% 9 15% 5 25% 32 21.3%
skills.
Strongly 0 0% 2 10% 1 2.5% 4 6.7% 0 0% 7 4.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
11. English Strongly 0 0% 2 10% 4 10% 3 5% 0 0% 9 6%
language disagree
courses in i
the disagree 3 30% 5 25% 7 17.5% 11 | 183% | 2 10% 28 18.7%
programme
o helpful e tral 2 | 20% |3 | 15% 7 | 175% | 12 | 20% | 6 30% | 30 | 20%
developing
writing skills. | agree 5 50% 9 45% 20 | 50% 33 | 55% 11 55% 78 52%
Strongly 0 0% 1 5% 2 5% 1 1.7% 1 5% 5 3.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
12. Strongly 1 10% 0 0% 5 12.5% 5 8.3% 0 0% 11 7.3%
Developing disagree
reading
skills is disagree 4 40% 7 35% 8 20% 12 | 20% 3 15% 34 22.7%
important for
my students =2 1 | 10% |3 | 15% 8 | 20% 13 | 21.7% | 6 30% |31 | 20.7%
in learning
English.
agree 4 40% 9 45% 18 | 45% 30 | 50% 11 55% 72 48%
Strongly 0 0% 1 5% 1 2.5% 0 0% 0 0% 2 1.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 20 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
13. Strongly 1 10% 0 0% 7 17.5% 1 1.7% 1 5% 10 6.7%
Developing disagree
listening
skills is disagree 4 40% 7 35% 12 | 30% 15 | 25% 4 20% 42 28%
important for
my students =2 ] 1 | 10% |6 |30% 7 |175% |16 | 26.7% |5 25% | 35 | 23.3%
in learning
English.
agree 4 40% 7 35% 13 | 32.5% 27 | 45% 10 50% 61 40.7%
Strongly 0 0% 0 0% 1 2.5% 1 1.7% 0 0% 2 1.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
14. Strongly 0 0% 1 5% 3 7.5% 1 1.7% 0 0% 5 3.3%
Developing disagree
speaking
skills is disagree 2 20% 5 25% 10 | 25% 18 | 30% 4 20% 39 26%
important for
my students =2y 4 [ 40% |7 |35% 16 | 40% 19 [31.7% | 5 25% | 51 | 34%
in learning
English.
agree 3 30% 6 30% 7 17.5% 21 | 35% 8 40% 45 30%
Strongly 1 10% 1 5% 4 10% 1 1.7% 3 15% 10 6.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
15. Strongly 0 0% 0 0% 3 7.5% 5 8.5% 1 5% 6 6%
Developing disagree
writing skills
is important disagree 4 40% 6 30% 14 | 35% 12 | 20% 4 20% 40 26.7%
for my
fggfgﬂs N Meutral 4 [ 40% |7 | 35% 10 | 25% 23 | 383% | 7 3B% |51 | 34%
English.
agree 2 20% 5 25% 11 | 27.5% 15 | 25% 8 40% 41 27.3%
Strongly 0 0% 2 10% 2 5% 5 8.3% 0 0% 9 6%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
16. Strongly 0 0% 3 15% 10 | 25% 1 1.7% 1 5% 15 10%
Developing disagree
grammar
knowledge disagree 3 30% 7 35% 7 17.5% 18 | 30% 6 30% 41 27.3%
is important
for my
. neutral 4 40% 5 25% 12 | 30% 24 | 40% 7 35% 52 34.7%
students in
learning
English. agree 3 30% 5 25% 10 | 25% 16 | 26.7% | 4 20% 38 25.3%
Strongly 0 0% 0 0% 1 2.5% 1 1.7% 2 10% 4 2.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
17. Strongly 2 20% 3 15% 8 20% 12 | 20% 0 0% 25 16.7%
Developing disagree
translation i
skills is disagree 4 40% 3 15% 9 22.5% 11 | 183% | 7 35% 34 22.7%
important for
my students =2y 2 | 20% |4 | 20% 11 | 27.5% | 20 | 33.3% | 9 45% | 46 | 30.7%
in learning
English.
agree 2 20% 8 40% 9 22.5% 14 | 233% | 4 20% 37 24.7%
Strongly 0 0% 2 10% 3 7.5% 3 5% 0 0% 8 5.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
18. Strongly 1 10% 2 10% 0 0% 7 11.7% | O 0% 10 6.7%
Enriching disagree
vocabulary i
is important. | disagree 2 20% 6 30% 13 | 32.5% 16 | 26.7% | 7 35% 44 29.3%
neutral 2 20% 7 35% 12 | 30% 14 | 233% | 7 35% 42 28%
agree 2 20% 4 20% 11 | 27.5% 14 | 233% | 6 30% 37 24.7%
Strongly 3 30% 1 5% 4 10% 9 15% 0 0% 17 11.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
19. Strongly 1 10% 0 0% 6 15% 3 5% 1 5% 11 7.3%
Acquiring disagree
correct
pronunciatio | disagree 4 | 40% 7 | 35% 7 | 17.5% 12 | 20% 3 15% 33 22%
nis
important for =, 2oy 2 |20% |2 | 10% 7 |175% |13 | 21.7% | 6 30% |30 | 20%
my students
in learning
English. agree 3 | 30% 10 | 50% 19 | 47.5% 32 | 53.3% | 10 50% 74 49.3%
Strongly 0 0% 1 5% 1 2.5% 0 0% 0 0% 2 1.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
20. Students | Strongly 0 0% 3 15% 10 | 25% 2 3.3% 2 10% 17 11.3%
have disagree
difficulty
listening in disagree 3 30% 7 35% 8 20% 22 | 36.7% | 7 35% 47 31.3%
English.
neutral 4 40% 4 20% 6 15% 22 | 36.7% | 8 40% 44 29.3%
agree 3 30% 6 30% 12 | 30% 11 | 183% | 1 5% 33 22%
Strongly 0 0% 0 0% 4 10% 3 5% 2 10% 9 6%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 20 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
21. Students | Strongly 0 0% 1 5% 2 5% 6 10% 2 10% 11 7.3%
have disagree
difficulty
understandi | disagree 3 30% 6 30% 16 | 40% 20 | 33.3% | 5 25% 50 33.3%
ng English
texts neutral 3 |30% |6 |30% 13 | % 18 | 30% |8 40% | 48 | 32%
agree 1 10% 7 35% 7 17.5% 12 | 20% 5 25% 34 22.7%
Strongly 1 10% 0 0% 2 5% 4 6.7% 0 0% 7 4.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
22. Students | Strongly 1 10% 0 0% 6 15% 3 5% 1 5% 11 7.3%
have disagree
difficulty
speaking disagree 4 40% 7 35% 7 17.5% 11 | 183% | 3 15% 32 21.3%
English.
neutral 2 20% 2 10% 7 17.5% 14 | 233% | 6 30% 31 20.7%
agree 3 30% 10 | 50% 19 | 47.5% 32 | 53.3% | 10 50% 74 49.3%
Strongly 0 0% 1 5% 1 2.5% 0 0% 0 0% 2 1.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
23. Students | Strongly 1 10% 4 20% 4 10% 4 6.7% 0 0% 13 8.7%
have disagree
difficulty i
writing in disagree 4 40% 5 10% 9 22.5% 21 | 35% 6 30% 42 28%
English.
neutral 3 30% 3 15% 17 | 42.5% 18 | 30% 6 30% 47 31.3%
agree 2 20% 11 | 55% 8 20% 15 | 25% 7 35% 43 28.7%
Strongly 0 0% 0 0% 2 5% 2 3.3% 1 5% 5 3.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
24. Students | Strongly 1 10% 6 30% 5 12.5% 5 8% 1 5% 18 12%
have disagree
difficulty
pronouncing disagree 4 40% 2 10% 7 17.5% 15 25% 6 30% 34 22.7%
English
words.
neutral 3 30% 5 25% 15 | 37.5% 18 | 30% 8 40% 49 32.7%
agree 2 20% 7 35% 11 | 27.5% 18 | 30% 4 20% 42 28%
Strongly 0 0% 0 0% 2 5% 4 6.7% 1 5% 7 4.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
25. Students | Strongly 0 0% 2 10% 2 5% 1 1.7% 1 5% 6 4%
have disagree
difficulty
learning disagree 5 | 50% 8 | 40% 10 | 25% 9 | 15% 6 30% 38 25.3%
English
grammar. neutral 1 | 10% |5 |25% 11 | 275% |18 | 30% | 7 35% | 42 | 28%
agree 3 30% 5 25% 15 | 37.5% 26 | 43.3% | 6 30% 55 36.7%
Strongly 1 10% 0 0% 2 5% 6 10% 0 0% 9 6%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
26. Students | Strongly 1 10% 1 5% 2 5% 3 5% 0 0% 7 4.7%
have disagree
difficulty i
learning new | disagree 5 50% 4 20% 13 | 23.5% 15 | 25% 5 25% 42 28%
words.
neutral 1 10% 7 35% 10 | 25% 14 | 233% | 5 25% 37 24.7%
agree 3 30% 8 40% 14 | 35% 21 | 35% 8 40% 54 36%
Strongly 0 0% 0 0% 1 2.5% 7 11.7% | 2 10% 10 6.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
27. The Strongly 1 10% 2 10% 8 20% 4 6.7% 1 5% 16 10.7%
English disagree
language is
difficult to disagree 3 | 30% 8 | 40% 9 | 225% 15 | 25% 9 45% 44 29.3%
learn for
students at =0y 4 | 40% |5 | 25% 9 | 225% |24 | 40% |7 35% |49 | 32.7%
their current
level.
agree 2 20% 4 20% 12 | 30% 12 | 20% 3 15% 33 22%
Strongly 0 0% 1 5% 2 5% 5 8.3% 0 0% 8 5.3%
agree
Total 10 100% 20 100% 40 100% 60 100% | 20 100% 150 100%
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statement Teaching experience total
Group 1: <1 | Group 2: 1-5 Group 3: 6-10 | Group 4: Group 5: >15
year years years 11-15years | years
F % F % F % F % F % F %
28.Program Strongly 1 10% 9 45% 8 20% 21 | 35% 6 30% 45 30%
me’s disagree
courses
satisfy disagree 5 50% 7 35% 12 | 30% 20 | 333% | 5 25% 49 32.7%
students’
needs
neutral 1 10% 4 20% 11 | 275 15 | 30% 8 40% 42 28%
agree 3 30% 0 0% 8 20% 1 1.7% 1 5% 13 8.7%
Strongly 0 0% 0 0% 1 2.5% 0 0% 0 0% 1 0.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Group 1: <1 Group 2: 1-5 Group 3: 6-10 | Group 4: Group 5: >15
year years years 11-15years | years
F % F % F % F % F % F %
29.ltis Strongly 0 0% 0 0% 0 0% 0 0% 0 0% 0 0%
appropriate disagree
to have a
native disagree 2 20% 4 20% 9 22.5% 22 | 39.7% | 4 20% 41 27.3%
speaker to
teach
) neutral 0 0% 0 0% 6 15% 1 1.7% 2 10% 9 6%
English
agree 3 30% 5 25% 7 17.5% 18 | 30% 8 40% 41 27.3%
Strongly 5 50% 11 | 55% 18 | 45% 19 | 31.7% | 6 30% 59 39.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
30. During Strongly 0 0% 0 0% 1 2.5% 3 5% 0 0% 4 2.7%
English disagree
classes,
students disagree 5 50% 5 25% 16 | 40% 13 | 21.7% | 3 15% 42 28%
work in
groups.
neutral 4 40% 9 45% 12 | 30% 26 | 43.3% | 10 50% 61 40.7%
agree 1 10% 4 20% 9 22.5% 13 | 21.7% | 7 35% 34 22.7%
Strongly 0 0% 2 10% 2 5% 5 8.3% 0 0% 9 6%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
31. During Strongly 0 0% 1 5% 6 15% 0 0% 0 0% 7 4.7%
English disagree
classes,
students disagree 3 30% 6 30% 8 20% 18 | 30% 5 25% 40 26.7%
perform role
plays. neutral 4 [40% |5 | 25% 14 | 35% 29 | 483% | 10 | 50% | 62 | 41.3%
agree 3 30% 7 35% 10 | 25% 12 | 20% 4 20% 36 24%
Strongly 0 0% 1 5% 2 5% 1 1.7% 1 5% 5 3.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
32. | speak Strongly 1 10% 2 10% 3 7.5% 8 133% | 0 0% 14 9.3%
Arabic disagree
during i
English disagree 4 40% 3 15% 9 22.5% 11 | 183% | 6 30% 33 22%
classes.
neutral 3 30% 7 35% 14 | 35% 24 | 40% 10 50% 58 38.7%
agree 2 20% 7 35% 10 | 25% 14 | 233% | 4 20% 37 24.7%
Strongly 0 0% 1 5% 4 10% 3 5% 0 0% 8 5.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
33. The Strongly 1 10% 1 5% 0 0% 3 5% 0 0% 5 3.3%
number of disagree
students in
the class is disagree 2 20% 6 30% 13 | 32.5% 18 | 30% 6 30% 45 30%
appropriate
forleaming - Meyral 4 | 40% |6 |30% 13 | 325% | 15 | 25% |10 | 50% |48 | 32%
language.
agree 2 20% 6 30% 11 | 27.5% 17 | 28.3% | 4 20% 40 26.7%
Strongly 1 10% 1 5% 3 7.5% 7 11.7% | O 0% 12 8%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
34.ltis Strongly 0 0% 0 0% 4 10% 2 3.3% 1 5% 7 4.7%
important for | disagree
students to
practice the | disagree 5 | 50% 7 | 35% 7 | 17.5% 13 | 21.7% | 2 10% 34 22.7%
language.
neutral 3 30% 5 25% 9 22.5% 17 | 28.3% | 8 40% 42 28%
agree 2 20% 7 35% 19 | 47.5% 28 | 46.7% | 9 45% 65 43.3%
Strongly 0 0% 1 5% 1 2.5% 0 0% 0 0% 2 1.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
35. English Strongly 0 0% 2 10% 4 10% 0 0% 0 0% 6 4%
courses are disagree
boring for i
students. disagree 3 30% 8 40% 9 22.5% 22 | 36.7% | 6 30% 48 32%
neutral 4 40% 4 20% 11 | 27.5% 23 | 383% | 11 55% 53 35.3%
agree 3 30% 6 30% 12 | 30% 12 | 20% 3 15% 36 24%
Strongly 0 0% 0 0% 4 10% 3 5% 0 0% 7 4.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
36. The Strongly 0 0% 0 0% 0 0% 2 3.3% 1 5% 3 20%
teacher disagree
gives
homework disagree 3 | 30% 6 | 30% 17 | 42.5% 20 [ 333% |5 25% 51 34%
for every
class. neutral 4 | 40% |8 | 40% 15 | 375% | 24 | 40% | 11 | 55% | 62 | 41.3%
agree 2 20% 6 30% 6 15% 11 | 183% | 3 15% 28 18.7%
Strongly 1 10% 0 0% 2 5% 3 5% 0 0% 6 4%
agree
Total 10 100% 20 100% 40 100% 60 100% | 20 100% 150 100%
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statement Teaching experience total
Group 1: <1 | Group 2: 1-5 Group 3: 6-10 | Group 4: Group 5: >15
year years years 11-15years | years
F % F % F % F % F % F %
37.English Strongly 4 40% 8 40% 16 | 40% 21 | 35% 11 55% 60 40%
culture has disagree
been
integrated disagree 3 | 30% 10 | 50% 10 | 25% 18 | 30% 7 35% 48 32%
into the
courses neutral 2 |20% |1 |5% 11 | 275% | 20 | 333% | 1 5% 35 | 23.3%
agree 1 10% 0 0% 3 7.5% 1 1.7% 1 5% 6 4%
Strongly 0 0% 1 5% 0 0% 0 0% 0 0% 1 0.7%
agree
Total 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Group 1: <1 Group 2: 1-5 Group 3: 6-10 | Group 4: Group 5: >15
year years years 11-15years | years
F % F % F % F % F % F %
38.English Strongly 1 10% 4 20% 4 10% 1 1.7% 0 0% 10 6.7%
language disagree
cannot be
learned well | disagree 0 0% 0 0% 2 5% 2 3.3% 1 5% 5 3.3%
without
E‘;Z‘fi;"ﬁ'”g neutral 3 |30% |2 | 10% 8 | 20% 21 | 35% |6 30% | 40 | 26.7%
culture
agree 2 20% 10 | 50% 9 22.5% 16 | 26.7% | 6 30% 43 28.7%
Strongly 4 40% 4 20% 17 | 42.5% 20 | 333% | 7 35% 52 34.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
39. Strongly 2 20% 1 5% 3 7.5% 9 15% 0 0% 15 10%
Teachers disagree
should use
only books disagree 4 | 40% 4 | 20% 22 | 55% 14 | 233% | 7 35% 51 34%
to design
his/her
| neutral 0 0% 3 15% 2 5% 6 10% 2 10% 13 8.7%
ectures.
agree 4 40% 5 25% 10 | 25% 12 | 20% 6 30% 37 24.7%
Strongly 0 0% 7 35% 3 7.5% 19 | 31.7% | 5 25% 34 22.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
40. The Strongly 1 10% 3 15% 10 | 25% 5 8.3% 2 10% 21 14%
subjects of disagree
the lectures
are disagree 2 20% 3 15% 11 | 27.5% 24 | 40% 4 20% 44 29.3%
interesting
and relevant = 3 | 30% |2 | 10% 9 | 225% |8 |133% |9 45% | 31 | 20.7%
to students.
agree 3 30% 9 45% 9 22.5% 18 | 30% 4 20% 43 28.7%
Strongly 1 10% 3 15% 1 2.5% 5 8.3% 1 5% 11 7.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
41. The Strongly 1 10% 4 20% 5 12.5% 11 | 183% | 6 30% 27 18%
teacher disagree
should i
consider disagree 2 20% 7 35% 13 | 32.5% 19 | 31.7% | 3 15% 44 29.3%
English
g?;ks that - ol 5 [50% |1 |5% 7 | 175% | 14 | 233% | 6 30% | 33 | 22%
recommend
ed in the agree 1 10% 4 20% 12 | 30% 11 | 183% | 5 25% 33 22%
course
description Strongly 1 10% 4 20% 3 7.5% 5 8.3% 0 0% 13 8.7%
as a way to agree
improve Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
students’
reading
skills in
English.
statement Teaching experience total
Less than 1 From1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
42. The Strongly 2 20% 2 10% 4 10% 5 8.3% 5 25% 18 12%
teacher disagree
should
consider disagree 3 30% 5 25% 21 | 52.5% 26 | 43.3% | 7 35% 62 41.3%
audio-
material as ooy 2 |20% |2 | 10% 4 | 10% 10 | 16.7% | 2 10% |20 | 13.3%
a way to
improve
students’ agree 2 20% 8 40% 8 20% 15 | 25% 6 30% 39 26%
listening
skills in Strongly 1 10% 3 15% 3 7.5% 4 6.7% 0 0% 11 7.3%
English. agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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statement Teaching experience total
Less than 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
43. Audio- Strongly 1 10% 0 0% 9 22.5% 7 11.7% | 2 10% 19 12.7%
materials disagree
help to
improve disagree 1 10% 7 35% 17 | 42.5% 23 | 383% | 4 20% 52 34.7%
students’
zﬁm’;"‘ig‘g neutral 5 [50% |2 | 10% 4 | 10% 8 | 13.3% | 9 45% | 28 | 18.7%
English.
agree 3 30% 9 45% 9 22.5% 18 | 30% 4 20% 43 28.7%
Strongly 0 0% 2 10% 1 2.5% 4 6.7% 1 5% 8 5.3%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement eaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
44. English Strongly 1 10% 2 10% 5 12.5% 5 8.3% 1 5% 14 9.3%
Books that disagree
are
recommend disagree 3 30% 3 15% 11 27.5% 13 31.7% 2 10% 32 21.3%
ed in the
course
d - neutral 0 0% 4 20% 4 10% 14 | 233% | 3 15% 25 16.7%
escription
help to
improve agree 5 50% 7 35% 11 | 27.5% 20 | 333% | 7 35% 50 33.3%
students’
writing skills | Strongly 1 10% 4 20% 9 22.5% 8 13.3% | 7 35% 29 19.3%
in English. agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From 1to 5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
45. English Strongly 1 10% 0 0% 1 2.5% 6 10% 4 20% 12 8%
Books that disagree
are
recommend | disagree 2 20% 4 20% 7 17.5% 12 | 20% 6 30% 31 20.7%
ed in the
course
" neutral 3 30% 5 25% 11 | 27.5% 18 | 30% 5 25% 42 28%
description
support
students to agree 4 40% 6 30% 14 | 35% 18 | 30% 0 0% 42 28%
improve
students’ Strongly 0 0% 5 25% 7 17.5% 6 10% 5 25% 23 15.3%
English agree
grammar Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
knowledge.
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
46. Using Strongly 2 20% 1 5% 10 | 25% 10 | 16.7% | 1 5% 24 16%
the Internet disagree
to prepare
your disagree 6 60% 8 40% 17 | 42.5% 22 | 36.7% | 5 25% 58 38.7%
lectures is
crucial.
neutral 1 10% 0 0% 4 10% 10 | 16.7% | 2 10% 17 11.3%
agree 0 0% 4 20% 7 17.5% 14 | 23.3% | 11 55% 36 24%
Strongly 1 10% 7 35% 2 5% 4 6.7% 1 5% 15 10%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Group 1: <1 | Group 2: 1-5 Group 3: 6-10 | Group 4: Group 5: >15
year years years 11-15years | years
F % F % F % F % F % F %
47.The Strongly 1 10% 10 | 50% 10 | 25% 24 | 40% 7 35% 52 34.7%
existing disagree
English i
materials disagree 6 60% 7 35% 12 | 30% 15 | 25% 5 25% 45 30%
are sufficient
for students =2 g 2 | 20% |0 | 0% 8 | 20% 3 | 5% 1 5% 4 | 93%
needs
agree 1 10% 3 15% 10 | 25% 18 | 30% 7 35% 39 26%
Strongly 0 0% 0 0% 0 0% 0 0% 0 0% 0 0%
agree
Total 10 | 100% 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
48. The Strongly 0 0% 1 5% 3 7.5% 2 3.3% 1 5% 7 7.4%
titles of disagree
lectures are
and
mowaing o Meytral 4 [40% |3 | 15% 8 | 20% 12 | 20% |7 3B% | 34 | 22.7%
students.
agree 4 40% 10 | 50% 16 | 40% 24 | 40% 10 50% 64 42.7%
Strongly 0 0% 1 5% 1 2.5% 3 5% 1 5% 6 4%
agree
Total 10 100% 20 100% 40 100% 60 100% | 20 100% 150 100%
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statement Teaching experience total
Less than 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
49. Strongly 1 10% 0 0% 9 22.5% 8 13.3% | 2 10% 20 13.3%
Teachers disagree
use Audio-
visual disagree 2 | 20% 5 | 25% 19 | 47.5% 19 [ 31.7% | 7 35% 52 34.7%
materials in
their neutral 4 | 40% |2 | 10% 3 | 75% 10 | 16.7% | 4 20% | 23 | 15.3%
lectures
agree 3 30% 11 | 55% 9 22.5% 17 | 28.3% | 5 25% 45 30%
Strongly 0 0% 2 10% 0 0% 6 10% 2 10% 10 6.7%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Less than 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
50. Strongly 0 0% 1 5% 0 0% 8 13.3% | 2 10% 11 7.3%
Teachers disagree
use course i
books in the | disagree 3 30% 6 30% 15 | 37.5% 13 | 21.7% | 4 20% 41 27.3%
English
classes. neutral 6 |60% |1 |5% 9 |225% |15 | 25% | O 0% 31 | 20.7%
agree 1 10% 7 35% 11 | 27.5% 15 | 25% 9 45% 43 28.7%
Strongly 0 0% 5 25% 5 12.5% 9 15% 5 25% 24 16%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
statement Teaching experience total
Less than 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
51. Strongly 1 10% 1 5% 1 2.5% 1 1.7% 0 0% 4 2.7%
Additional disagree
materials i
from the disagree 3 30% 5 25% 10 | 25% 22 | 36.7% | 5 25% 45 30%
internet
ﬁzgg'd be neutral 5 |50% |8 | 40% 16 | 40% 18 | 30% |6 30% |53 | 35.3%
together
with books. agree 1 10% 5 25% 8 20% 16 | 26.7% | 8 40% 38 25.3%
Strongly 0 0% 1 5% 5 12.5% 3 5% 1 5% 10 6.7%
agree
Total 10 100% 20 100% 40 100% 60 100% | 20 100% 150 100%
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statement Teaching experience total
Lessthan 1 From1to5 From 6 to 10 From 11 to More than 15
year years years 15 years years
F % F % F % F % F % F %
52. Students | Strongly 0 0% 0 0% 2 5% 3 5% 0 0% 5 3.3%
get a clear disagree
idea about
English disagree 4 40% 5 25% 15 | 37.5% 10 | 16.7% | 5 25% 39 26%
culture from
the English =l 4 | 40% |8 | 40% 12 | 30% 27 | 45% | 7 35% | 58 | 38.7%
lectures.
agree 2 20% 5 25% 9 22.5% 14 | 23.3% | 8 40% 38 25.3%
Strongly 0 0% 2 10% 2 5% 6 10% 0 0% 10 7.6%
agree
Total 10 | 100% | 20 100% 40 100% 60 | 100% | 20 100% 150 100%
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Appendix 4: Skewness and kurtosis tests

Statistics
Statistics

Skewness | Kurtosis
Variables
1. The programme is successful in teaching English. -.697 -.515
2. The English courses are not sufficient to meet students’ future needs. -.393 -.939
3. Students’ feedback should be taken into consideration for the curriculum. -.127 -.619
4. The main objectives of the programme is to teach English language. -.204 -.641
5. The main objectives of the programme is to teach English culture. -.019 -.648
6. The content of the courses should be available to students. .036 -.707
7. | am familiar with the goals and objectives of the programme. .257 - 774
8. English language courses in the programme are helpful in developing reading 749 427
skills in English.
9. English language courses in the programme are helpful in developing listening P 266
skills in English.
10. English language courses in the programme are helpful in developing 178 530
speaking skills in English.
11. English language courses in the programme are helpful in developing writing 749 427
skills in English.
12. Developing reading skills is important for my students in learning English. -.617 -.819
13. Developing listening skills is important for my students in learning English. -.361 -1.026
14. Developing speaking skills is important for my students in learning English. .002 -.655
15. Developing writing skills is important for my students in learning English. -.013 -.616
16. Developing grammar knowledge is important for my students in learning
English. -.099 -.690
17. Developing translation skills is important for my students in learning English. -.044 -.893
18. Enriching vocabulary is important. .108 -.855
19. Acquiring correct pronunciation is important for my students in learning 658 775
English.
20. Students have difficulty in listening in English. .156 -.726
21. Students have difficulty in understanding English texts. .169 -.616
22. Students have difficulty in speaking English. -.676 -.730
23. Students have difficulty in writing in English. -.103 -.770
24. Students have difficulty in pronouncing English words. -.166 - 747
25. Students have difficulty in learning English grammar. -.192 - 776
26. Students have difficulty in learning new words. -.135 -.901
27. The English language is difficult to learn for students at their current level. .095 -.646
28. The courses satisfy students’ needs. -.108 -.968
29. It is appropriate to have a native speaker to teach English. .298 -.732
30. During English classes, students work in groups. .230 -.386
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31. During English classes, students should perform role plays. -.002 -.361
32. | speak Arabic during the English classes. -.117 -.467
33. The number of the students in class is appropriate for learning the language. .155 -.739
34. Itis important for students to practice the language. -.529 -.715
35. English courses are boring for students. .182 -.567
36. The teacher should give homework for each class. .408 -.244
37. English culture has been integrated into the courses. -.034 -.672
38. English language cannot be learned well without integrating English culture. -.123 -.638
39. Teachers should use only books to design his/her lectures. .008 -1.427
40. The subjects of the lectures are interesting and relevant to the students. .034 -1.065
41. The teacher should consider English books (that mentioned in the course 205 1002
description) as way to improve students’ reading skills in English.

42. The teacher should consider audio-material as way to improve students’

listening skills in English. 318 1035
43. Audio-materials help to improve students’ speaking skills in English. .118 -1.063
44. English Books (that mentioned in the course description) help to improve 30 1033
students’ writing skills in English.

45. English Books (that mentioned in the course description) support students to 161 838
improve students’ English grammar knowledge.

46. Using Internet to prepare your lectures is crucial. .335 -1.106
47. The exiting English material is sufficient for students’ needs. -.214 -.908
48. The titles of lectures are interesting and motivating to the students. -.353 -.883
49. Teachers should use Audio-visual materials in their lectures. 114 -1.145
50. Teachers should use course books in the English classes. -.067 -1.081
51. Additional materials from the internet should be used beside books. .205 -.627
52. Students should get a clear idea about English culture from the English 110 474

lectures.
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Appendix 5: teachers’ interview

> LIVERPOOL

JOHN MOORES
UNIVERSITY

Teachers’ interview

Section A: Background Information

1. How long have you been teaching English?

2. What types of English courses have you taught? (For example, English for

specific purposes).
3. How long have you been teaching at university level?
Section B: Course Aims and Objectives

1. The survey suggested that many teachers think that the English
language courses do not meet students’ needs, why do you think that
is. (Please explain in as much detail as possible. You might want to
include what you think the needs of students are and how you try to
meet them)?

2. What are your objectives on the course you teach?

Section C: Course Content

1. How did you go about deciding upon the textbooks and other materials you

would use in the course?

2. To what extent do you think the content of the course is suitable and

appropriate to the needs of the students?

3. Which course content and materials do you consider to be the most or the
least effective? Why?

4. The survey suggested that the English language courses’ materials do not
reflect the culture of English speaking countries. To what extent do you agree
or disagree? In your opinion, how important do you think it is to integrate

culture into language learning and teaching?
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Section D: Course delivery and assessment

1. The findings of the survey suggested that the programme helps in improving
the reading and writing skills but it does not enhance the development of

listening and speaking skills. What do you think are the reasons behind this?

2. The survey suggested that many teachers think that native English-
speaking teachers should be employed at Zawia University. In what way do
you think this would be beneficial to the students and the programme in

general?

3. What teaching methods and classroom activities do you find are the most

effective with your students and why?

4. In what ways would you change the content and delivery of the course you

are currently teaching in the future? Why would you make these changes?

5. What assessment methods do you use on your course and why? How

appropriate do you think the methods are?
6. What assessment criteria do you use to evaluate your students' work?

7. Do you think there are any improvements that could be made in relation to

assessment, and if so, what are they and why?

8. Do the students make significant progress in language from their first year

to the year of graduation?
9. How do you normally provide feedback and why?

10. Do the students and staff have the opportunity to provide feedback on the

quality of the programme? How?

11. Does programme evaluation happen at the university level? For example,

do the senior managers collect data about how well the programme is doing?

12. Are there any development opportunities offered to staff in the university?

If so, what kind? Have you done any staff development?

E. Other comments
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1. Are there any other comments you would like to make about the structure,

content or delivery of the programme?

(Once you complete answering the interview questions please send to
E.R.Esgaiar@2015.ljmu.ac.uk )
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Appendix 6: alumni interview

> LIVERPOOL

JOHN MOORES
UNIVERSITY Alumni Interview

1. What were the strengths and weaknesses of the English language
programme at Zawia University?

2. How did the programme enhance your language skills (LSRW)?

3. To what extent did the programme enhance your grammar knowledge
and vocabulary?

4. What is your opinion on the teaching materials and activities used by
teaches in English department?

5. What do you think of the teaching methods that have been used by
the teachers?

6. How can the English language programme at Zawia University be

improved?
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Appendix 7: the Arabic version of the alumni interview

'vA(ti LIVERPOOL

JOHN MOORES
UNIVERSITY
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Appendix 8: English language syllabus

P Y

April University
Faculty of Education, Zawiya
era_rtment of English

Syllabus & Course Description

2009/2010
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7™ April Universty
Faculty of Education, Zawiya
Department of English

1. Vision . - Pt )

lue_." e
The Department of English seeks to respond to the requirements
and needs of the saciety In terms of training and qualifying teachers
of English for preparatory and secondary education.

2. Mission

The department provides opportunities to quality teachers of
Enalish educationally, and eguips them with the necessary
knowledge through academic and educavonal programmes that
cope with the ongoing changes, participate in solving problems of
the soduty and environment, and offers censultancy to those who
nead it.

T3, Students’ Neeus

a to provide students with the necassary training to become
-professional teachers R

b. tu develop studants’ competence in English language and
literature to prepare them for téaching careers

¢ o prepare students for careers invalying analytical,
critical and communicative competences

d. to prepare specialists capable of conducting and leading
reseerch in the areas of ELT

@, to provide expertisa (o different institutions and oreanization in
the areas of ELT
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7 April Univarsiy

Faculty of Eduaton, Zawya
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7 Al Ureversmy

Faculty of Pducstion, Zavwaya
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7 2o Uriversity

Faulty of Education, Zewiva
Depargment af English
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/
\ 99
f> 7 agrl Unbrersty
Faculty o Edcation Zaniya

[Caurea ame & Cad= Tlcvel = Teaching Hours | o o Cradit Units
l F110 Grommar 1% Year 4 oL j

Sy, Alm: TG Coursa covers the min arsas 4t Englah © £ Intended 10 proseme Englich
mmv&t’hohﬂermz. Wit specinl ottenticn given 10 those pints afdoy e oftsn
\: probiem for Ramers,
L Lemisng Do m e
7.1 1o present grammaticel structures in contesis
277 ta help Mucents use grammanial Rruciures el UndArELAND How Diey wock i praces
23 £ damonsrate to stulents at explanations of grammar are gescriptians of nom English

works:
2.3 to gurie and hwlg studens to understand, nok nules 1 be meamonzed,

L FestYear
1. Parls of Speech: Nouns and ponouns

1.1 ward dass: noung, verts, adjectives, advarbs
3 2 senlence sructure: susjec, verb, abject
1.3 apurs: funetions cf nouns; direct ang 1ndirect olzjwids; neun qeavation,

Courtalds =nd norrcourdatds rouns; agreeinents with werba singular ar plural? (nauns
ending in'2'); pair nouns and group noUNG; Twa nouns together; tha possessive tarm wd "of;
nosns ram adiectivis; gencer

1 4 profouns: parsoos po 3; P v peocouns & o adjectives
Nefizone pro ; emphati p 200 Taach othar' e pronoun anejones; varyone,
camet®g, otc dOMONSITAINGS Drorouis, THERE and iT; pronours of general sawsment;
proncuns Wit ever; agreement with PRIt pronouns

7. Parts of Speect’ Vertss

2.1 anding infectionsl =ndings
2.2 varb denvation
2.1 finita and nooefinte s
2.4 tensy, aspect snd mood
2.6 tongss
2. the presant simple t2nse b. the present continuows ¢ e pewt simple d. 118
past continuous e, e pregent perfwct [ the prosant pertact and the post simae
f, the present perfict condAuius I the past perfact . 1he past perfect
ortinuous 3, the futuma teive
2.7 ative and passive santences
2.8 guestbiins
28 model verts
T geabodks meommended:
1. Marcslla Frank (1965) Mocerm Coglish. & Pracrical Prtwance Guoe.
2. John Fashwood (2006) Oxfoed Frachioe Grammaf. Cxford: OUP.
34&;’-‘----—--- {1954) Onford Guide to Englsh Griam mar Oaford
a & Quick end S Greonbaum (L973) A Uniceraky Grafrar of English, Lendon

Lhgman
e O A Sudent's Grommar of Eaglish Landami
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Longman
5. Neewsnn (© Graganerg 118741 An Imroductory English Grammar {2* sditen).

Py Yoekc Holt Ringhart & varston ‘
2. Michenl Swan (1956) Practical Trgish Uspae. Itamancanl Student’s Edlvon

QOxford: QUE.
B, Poser Cofling & Carmella Mollo (2000), English Grammar: an Introductian
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7' Apell Uniueesty
Faculey of EDuCAon, Twtyd

Caurse L] o of Teacring Hours wure | %o af Cregit Unds
ELLL Writing 1% Year 04 04

4 8Im: T course is lnzended rirocure wntng In A highly structurad @ controlied

fashion.
2. Aarning outcomes

5 ta help stucents wato correct English sentences and Uien srianize thev ot amose {

compoations
2.2 W Anable them 19 Prograss from umale eupanations of Qrammar, spaliog 4nd wibng
3 Rl

D B tmg
23 tohwip snsdants produce 2 complets compostion

3. Cowrse Content
3.1 Lessan DAl

My

22 Lesson Two

Inberview

1.3 Lesson Thrae

1.4 A Ferzon §like

3.5 Lassen Pour

My Daly Acdvites

3.6 Laseon Flve
3.6 My Home

3¢ 1650 Ha

Yattorcay

3.8 Lescon Saven

3.100essan Kioe

A Goed day! A Bad Day
3,13 Lesson Tan

Tows Paople

3.12 Lesson Fleven
Huxt Waseil

3.1 Le=ssan Twolve
ALatter 02 friend.

3 1é L=ssan Thirtesn
My Cly

115 Lesson Feyreen
Viwekersds

346 Lesson Fritaun

A Vacoton

317 Lesson Shteen
arother Letter

3.1 Lessen Seventesn
Usualy/Today

3.19 Lessan Eghtaen
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3.23 Lemssm Tyeoly

A Chikihood Expenence
3.27 Lesaan Twermy-One
Anoover Intervis™

3,23 Lesson Twentp-Two
Futre Ra™

Toutheok reccmmanded
paritin Ackart (1G86) Please Wnta: 3
Prenice Hall Ragenics,

Seginring Composibion
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~ '\
}7 7% Apnl Lnkeersty
- Facuhy of Educsticn, Ziwha
] Department of Ergish
Caurse Name and [ v Nu_ of Tencticg Wo of Cradit Unks |
Code B .. S 8
[ ®i110 Readng l [ b4
A Ve = |
hansiony n Sy

L Am This courze INenas 1o (evelp reading  Compr
Intarsne and extensive resding of VONCUS textiwiLarups, with o char crptass

Ihvough

an ertwchy vorsbiliey butldng arc sytae @Ry,

3 bmarning cutcomes

2.4 To devaop among saalents both

undwesanding

@iesie and wtensive modng Nk Al

2 2 To incukeat

ks 0

2.3 To Imprive studentn coranand ouer vicatulare

63 ana pes @ of shaderts’ Englen iauage

24 To imy students’

1 ConleAcivty

3.1 Reading of semct texts or COBGIQRE For comprphension puipcse
L2Worsing un the follom-up/suggested evercnes Wi 2 VW W mpeving
comprehenzon sbitty and wcomgn skils

 “Textbook recammendasd:

Ackore. Patnitsa {£936) facts 4°J Figures, Boston: Hedile and Heinle Pubfishars,
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- ) )}f’
& !
4 S
T Apell Univariry pj{ 2Pz !
Facuky of Educative, Acawign ! S .
i

Course  Name Allztd: No. of Teaching | Mo of Credn dries
Cade

EfL3 Cral ™ Yeer |02
| Commyacston l
ls

Lo

1 &ims: Oral Commurication Skits sims o cster to the abwous functions cesd of facher-
eduralion to make & teacher-trainse ably comvmunkativs, and theceby bead a s, 400 If

need be to be =n sbie school administistor, [no& simier fashion the course beng @

compreh ooe to train teacher-trainess to be cOMPEtEnt preen iy speshecs
and particpants-listenas. o

e

2. Lmarning eutcomes

2.1 To aIn macharrandes 10 de able commumcaters as the suoceza of the dassnen
taaching Japends on a¥ective. communication,

2.2 79 halp wacher-trainees to ke gcmo2s cariauiom.

2.3 To hefo recognize and concecuently oilTinata COMMUNICALIOn IPRFGNANGICOS WhE) e
Urdertancably mberent m the doveioping word

24 To dpprecate e differancas 3nd Connections Derwaen aral and weitten commuricstions.
2.5 Tu deveiop leadarship and 1ol - modal 19 wsing | oo
aateem

3. 0w Skl 1 Yas
4, Coures Compooent & Acdvity

4.1 Tetrodiction so Convereanen Skais an tha approprate use of (Engish) language.
4.2 Tradoong studects in-
4.2.1 Making approprste responies
4.2.2 read ng woud, text or part of dislogor
2D e g v ahiersion questiven unt iswrded leal e dlaugue
4 2.4 sentencs lransfoonation and question formatcn
4.2.5 givirg short talk on a chosen tapic
A0 Latenng Peactize: Active listaning, asking qusstions/derificatiane, offuring
comments/saggeations and note taking etc

5 Exammatcn Arens: Students can be axaminad in the areas of Pusacy, greenneslicel
acturscy, pronundation [sentences ad Ingividual scunds), inter-actve communcaion and
wocabulary resources. .

Qral and ‘Wrtan pacts sholl constitube S0.50. The gral part of the axam shall b= gradad by o
pangl of the examiners—teacher concarnzd and andther teacher who Is cominated by the
Mol The avesage of the total maria amarded by the panel shall be reckoned far the gradisg
purpose. (Ths chall ba the svammation made for all the acams of oral skilks courss of all the
vaars.)

Textbooks Recommended:

Lk, W, {15¢1) communicativa Language Teaching. Camoriage . Cue

Hadfield, ). and Hadheld, C. (1992) Simple Speaking AcUvitkas, Cafard. QU

Portes Ladousss, G, (1087 Role Play, Oxfory: OUP

Okendun, Mchaet (1585] Situational Dlslogues, Exctdoume: Longman

Carter, Ruland ane Nuran, David (2005) The Cambiidee Gude 0 10 Speskers of Ot
Lacguages. Carmbadys: CUP

Oxanden, C,, Lathalm-¥cenly, L. and Setgsen, Pat (L996) Now Englich Fila Fresintarmed
Crforg: QU

Mice Urcechil (1987) Tesong Spoken Language A Nandook of oral msting tedngues.
Cambncge: OUP
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TV Ao Lniwarsity

Departymen
Course Kome & Cole | Lavel No of Teaching Mows | No of Credt
EZL0 Grammar ang Year 04 04

1AM Ths (ourse covers the man areas of English gremmisr  Intended ta present Englisk
cramvniar mithin a broader contest, wih spadal attercion ghven to those pials abich am= oft=n
2 prodlem for learness,

2. Lewming outcooies

2.4 %0 present grammaticnl suuchures in contests

2.2 b hwlp shudents use grammatical structures and undasstand how they work in proctice
2.2 to demonstrate to yodents thal espanations of grammar are descripbons af how Englith
works:

2.3 to guide andd hele students to undarstand, not nses to e MmEMIrZed

1l Sacend Yoar
b Ports of speech: agjaciives

L1 doterminers and thelr Sejquences

L2 sorme and amy

L3 a lot of, fots of, rmany, mud, {a) few, and (=)iktle
L4 Al nat, moe, sanse, no and nons

LS every, ench, whols, both, either. peithe
L& ndjactves and ther arder

1.7 decivation of

1.8 Iha ald and the rich, ot

110 interesting and (rkerestedt

111 groper adjectives

1.12 companzen of adjeckives.

1.1 3arnticies

1 Paety Of spgech: advarts

4.1 Denvaton of aoverbs

2.3 adjuncts, dikuncs, conjuncts

2.3 aduerbs ane word crder

2. 4cmvwrsnl of mend crder and carlain advedtiols
2.5 adjective or sdverty

2.6 prepositions

2 T phenen warhs

Fexthaoks recommended:

1. Marcells Fronk [1585] Modern English: A Practicl Reference Guide,
1, John Eastaged (2006) Oxrard Practice Grammar. Cufard: OUF.

16" -------- {1954) Onfors Guide tw English Grammar, Caord:

4 R. Quirk and s. Groenbaam (L973) AUrwersey Grammar of Englieh, Lndom
Lanzman,

5. e s (1900) A SOOI Grammar of English. Luncon:
Longman,
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6. Norman C. Stagebery {1974} An latrody v Engksh {2 adition).
New vork: Balt Rinebart & Winston,
7. Mihae Swar (199} Practica) English Ussoe. Inarmations Sudant’s Editon.
Onfard: OUR.
8. Deter Collins & Carmzlta Holla {2000, Engleh Grammar an Inbrmcuction. Macmden Preas
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7 Apitl University
Faouty of Educatian, Zemiys
Dzpartment of Erglish
Courca Hama & Coce - T 1 & \Units
04 Oa

E2LL Weting 2" Year I

L. Am: This courss (5 Cagigned to healp students commuricate i Ergeeh via the wikter moids,

and B Lused on the four-gert damsification of discourss mode: narrstion, descriptian,
Alguimentation, nd exgockion.

2. Inaning outcomeccurse Jme at helping stucerds to

2.1 b= able t Arite an Sxpository COmpostion of cn2 Page ar Mara

2.2 deckSe What to 0o with the content before aTting the compoaion

2.3 arianios the content n outling

2.4 use grammastically-sounced Santancs gATENS, LOT simpka and complex

25 show urity end Interral e of the through  refoences.
subztitutions, conjunctiors

2.6 make clear beginm rg far the compasition.

3. Course Lontent

3,1 Unit 2: Describing an Chsect

Compeaition Focus: Pragical Destnpton

Qrganzavcnal Focus: Evumaaration

Grammatcal Focus: SKNple Prasent Tenss /Adlecves

12Uk 2 Dhviding w & Topic

CompoStional Focus: Partition

Dpanizationsl fons: Space Order

Grammatical Foos: Skmpls Prasent Terse/Infntives

3.3 Unit 3: Arguing w Pard

Compasitian Focns: Argurnertation

Ovganizational Focus Induction

Grammatical Focua: Modals

3.4 Unit 4; Genemlization

Compaaition Focus: Genars zatan and Exemplilicatian

Drgarizstony Focus: Decuction

Grammatical Focus: Simple Present Tense/Mom nalization

3.5 Unt 5: Classitying

Cormposition Foous: Clagsifcation

Crganizational Focus: Enurneratian

Gramumatica! fucus: Senpte Presest TencaRalotve Cladses

3,6 Unit 6: Sompaing ard Cortrasting

Compasitional Fooss: Genaralizaton With Comparativa Examplincanon
Organi zational Fucus! Deduttion

Grammntical Focus: Simple Present Tense/Comparatives acd Suparctives
37 Unit 7 Irdar
< Focus: Latzar Foem

Orgonizations’ Focs: Himrsrdveal Crder

Grammatioal Focus: Present Perfect Tense/TComplex Sentences
35 Unt 8 Descrbeng a Process

Campozational Foris: Arocess Descripbon

Croonaational Focus. Time Order

Grammaticsl Foous: [mpesatives
3.9 Unit 4: Defining an Object

[« 1 Focun: F tedt Cefmtinn
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Organizstionat Focus: Parsiton

Grammaticd Fotus: Pasgive Yoice/Relatives Clauss

310Ut 10; Anslyzing

Camposition Facus: arapss

Drganizations Foos: Rarttian

Geammatics’ Forus | Past, Prusent, and res=nt Parfect TensesPassiva Voite/
Compleax Semterces

Texthcok reccmmended |
Lind3 Blanton {1381} Irtermediate Composition Fraciee. Book I Nawbury Houan Mesaime
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7% Anell Linunonty
Facuty of Baacation, Zanlya

Conirse S ad Lavel | Ns. of Teaching Mo uf Creck Lnts
—T suuis
217 Reading [ [ i)
2nd Yeor

1. Aims: This course aims to devekoo rtading Pabits whic will fielp Soudenis (0 MRim rew
shuctures and subjest vecdbidiry . The taacher hofcs the stidkérds (0 10 iNe exeroses 0
smal groups. Trey will Ulmetey leam to comprehend ideas frum o big passegs and be
ok 1o <xphsiny & covrectly. TRis wil help Docet ther reading and wrkng suiis.

2, Leaming oulcomas
2170 mes the studesis u the g dexclop the st of
wderstanding
2.2 To develop the reading naeld and cteges
2.3 70 Fmprove I AUdencs” understaodng of the subjeck matier s they G prawer
e compreransion questioos and man den
2.4 To develop their wilting =kils

3. Content)dctiviey
3.1 Reddirs 0f BEISCt LOXES OF SRETHPES IUF COMpIW wesicn pulpuse
1.3 workng o0 the follow-up/suppested  exerdses wilh 3 vew to imoneveg
comprehsasion shllty ond langieg: skEs

Texthocks Racommended:

Ackert, Peiricie (1966) Facts & Figeres, Bosic Resatng Practice. Beeton: Haink ane Heinle
Pobishers,
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7 Agrit untuyssity
Faulty of Educaticn, AQavriva

o rore TSRO —— . Dagartment ol Ecglzh
Couse Name § Come Lavel I
|

. of Teaching | i o Crodiduns
Bl aee ]
| £213 oval
limmuncmonﬁﬂs

T T

2 LRI ot ora,

2.3 To heip recodnize ang caneequently CIMinsn oo munication pprenensons which o

2470 ats the Cifcences oo FOANBIINS hrtwiir ooy and N communicatigng,
4.5 To devetop leadarsiap ang e modalng Uz dessroom COMmInLation contmsxt
Pattarn

3. O Shille: 17 veor

4. Course Campanats and Crassroom Acthory |
Y Trodeng stuclants N making furctiors, fike:

2 canpiaiiung

A3 onliiring

4.4 aiving duections

5 Trving studeres It partcular structures, |ika,

5.4 harration of an Acident | pass nse)

5.2 recor o thuft! breakein [ Peszive voice)

9.3 gotting mirmauon {aking questions)
G Rolk-plyy:

£ 1 [curmabsl ang paitoan

5.2 Gwpar and dimnt

5.3 poficaman ang TeTbr of public parson TOROTINg missing person

7. Eeaminatian Areac: wWhijs Cxamiiing Stutents oy e arnas af Nuaney, Ureminastical
dcourwey, gronuncation I5ertences ang R USSR SIAE), |rter-sct me ST C g 4|
yocabidary TEGOIrCes, thiy can be EXImWIad in fhe naw arens, Ve, resding blank Suiogue,
Pdcis o retg) S8Y 01 text fraen Surel sUmokss, tramlaﬁncnmevpremg and sentuncs
Corpletion from surss ar wrkiten sbmu e

Texthouks fecarmmandent.

Uttle, W (1957) COMITel NES Hie Larguige Temrirg 2
Haiifield, ), ang Haifield, C. (1921) Sirpin Speaking Adlvties. Dyrg: Que
Porter Ladoygee. (1987} Role Play. Crord: Qo

Okkenden, Michas! (2905%) Situanora Diogues, Fastsourng Longman

280




Carter, Reiand erd Nunan, Cowvid (2005) The Cambrdga Gude to 1o Spraverg of
L*0.3008. Cambeidge: CUF .
Gxeodan, (., Lathalm-Koeno, ¢ and Seligzon, Paul {1595) Ken & qish Ble Presnte o,
Ouford) OUR

Niew Lndemil (2287) Testing Spoken Languece. A hendbock of oral testing rechniquas.
Tambroge. Cup
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7" April Urbversicy
Focully uf Educotnon, Tawye
Lecertment of Englich
Crurss e XS T Ho of Teaching Heurs | No of Crads »
E310 Grammar [ 3% Yoor 04 nd J

1Al ThiS Courge Sovers The Main dreas of Engilsh grareenar Is Interded 1o present engie
GEAMIMae within 3 brogcer cantext. with specis! attention given & those pints which @e ofton
& protle far Waimers.
2 Learm g cutomes

Z.1 te prewwct orammatial SUWGS 0 contaxts

2.2 to bedp students use gramynaticsl structures ang undérstand now they wark in practios

2.3 1o demonsirals 10 SIAMILE that explanatong of grammar ane descrictions of how Engllan
warks:

2.3 to gulde and help soudents to undarstand, noz rulss 19 be memenzad

UL, Tree] Year

L, Sirpta and cempound serkercss
LLeimolo sartences
. Meuests and commands
o, eeclamaury certerces
1.2 joiming sentences coordnianely
{ compenind sentenoes)
121 ;g sentunces with congunctives advorys
1.2.2 paraliel constretions
1.2.3 dangtirg constructions
L. Erqluh clouses
4.1 anvertal douses

3 roun claugss [reported speech)
A maditianak

Texitooks recommendon: -
1 Marcells Frank (1S85) Modern Englisn: A Peactiral fefare s Guide
2. 2o Eastwood | 2008) Owfard Practice Grammar, Gafard: OU9.
) = [1954) Oxford Guide to English Grammar Cxford
oP

4.1 Qilirk 6rd & Greaabmum (18733 AUnivartity Grammar of Ergish Lunckn
Longman
5 creccras

feeses (1950) A Stucurk’s Grammar of Engla) . Lendon:

Langman,

b. Narman C, Stegeberg (1974) 41 Intrecactory Erglish Grammar {2 wditian).
Haw York: Holt Rinehert & Wirston,

7. Michesl Swan [1596) Practice) Znglizh Usage. trtemational Shicent's Edeion
Qwlord: QU

& Petar Cokwns & Conudle Holo (2000), £ngHST Grammar: an Introchiction. Macm ban # s
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|
7% Apni Univercky
Faculty of enumné\. I::iya
Cepatrmpataf Engleh
(CouspMpmp&Coce |tevet | NoofTeaching Hours
E3L1 Wrting Yeur o4

1. Aiim: THiE <66 130 5 Gasigned ta prasent wating wilhn 4 FUCTicnal fecspective.

2 Laring CLACHMIES  StUdRARE Weille & 2-fage composition with chear Intraduztion, a body.
canchsion. The rtrocucion should inchide a cortrolling ides, which & then dewsioped in tie
body. The coeclusion, where sppeapeataly inchided, shaild «mmaror o ASMANGA IRRTE
the miaky polnts of the =ssay Grammalical errors should be minima, The Composition shau
show Hierarchicsl complexity. The mode of deciuria, 36 wol 35 the organizaticnsl patiering
chosan by the wetor, 3noule DE ADDrODMata to the toge: Lreatsd

3, Coursa Contant
3.1 Unit 1. Dascriving Physical Cetalls
Compesiuen Focus: Physical Descnption
Organzational Foocus: Spatay Order
Gramenatcsl Focus: Present Tense)/Prepostions
3.2 unit 2- Framing Events in Tme
Compocinen Facus: Narration
Organzational Foous: Chronolegics Ordkr
Grammiat cal Focus: Past Tense
3. Loit 3¢ Analyaing Patters
Comp Focs 'mmqn Analysls
Focus! Par
Gummlual Focus: Clauses
3.4 Lait 4 Making Mesning Clear
Compesiion Foous: Expasition Thenugh Defintion
Qrganizetions Focus: Partition
Grammaneal Focus: Nows/Complex Semences
3 5 Uit 5 Hssiro Hypothetionl Stustions
o Focus: ¢ | Naryaton
\Jmlllﬂlwuv UGS, Ciunuey L O
Grammates| Focus: Concitonsis
3E Lait&: Seeing Dmenmas i Similarties
Comp: & Foous: 1] mw;u Contrml B Comparmon
| Focus: Con o B
Gvammw(al Focus: Comparative Semtences
3.7 Uall 7 Arguing A Point
Complostions Faos . drgumertation
Organizsional Focus: Induction
Grammates] Focus: Complex Sentences
A8 Unn 8 Descrimng Ap Operstional Frocess
tnmaoibon Focus: Proceas Description
tansl Foous: C {egcal Urder
Grommwml Focus: Magive velca/ G S
3 3 lata: Obsmq Cauze & Efrect
Through Causs & EfTect

Orgammuna Focus: Fartion
Gramman<al Facus: Paraficl Ceostruction

Textook Recuounanded;
Un¢a Blackon (L3982} Intermediate Compozition Practics 2. Newhury Houkw Pubd mhmrs
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P Aprd Unbvereity
Facaty of Eduzation, Zawys
Deparmisent of English

| Conrs= fatio and | Level Ho ol Teaching | Mo of Dreslb Liniis ‘
] Oloodgt )
El2Recdng | I E7 [
| _3rd Yzer — _]

g e e Ve e iy uwul g 30 MUEEMMVE PO Because & essumen thet
W interaction tikes place betwaen the WOOTAnONn fram the text and the readers’
schemata

2, Leaming outcomes

21 To mak the learmars eHicient reaiders by adostng the "huttomeup® ing *tag- down*
Approe:hes
12 T0 make the Stuwes uncersting the Passace and develop the ghil of understanciey
4.3 To dovedoo the rending habiks A0 stratecies
J &0 knprove the students’ undesstand e of the subect ratter w0 ey can anower the
Eomprvh e 600 CSSIONS SN e e
2.5 To develip ther witng ks

3 Content

L 1The Moo

3.2The Hatory uf Tellng Tiee

2.3 The Perry Expressy

3.4 The Alght o3 ie

3.5 Memory

3.6 The Frain

3.7 Buikding Houses OuE of the Earth
312 The Tree Qi

1.8 Thw Canger of A CondRioning
310 Keeping s Flowars

.11 Lhould Prowe Mury Young
1,12 5008d and Comfrt

D13 Nuw vear Roosution

244 Actomarion

Texthooes recornmendad

L. Tanowly, Mihugl 0nd Surs; Jes Tine N 30208 (2% edition)
2, JELTS Praction Boae
3. Aexandtr, |GG Cevayng Reading Swivs
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7 ppest Uy
Facuky of Egucstion, Azawlya
sh

L’c‘ci:‘mm'me &'EEaTJI’men — Mo of Teaching l Na:.dffuk Unita }
n&f‘

[STE2m aral I_Sn Vear (7] — T

L Cnf.nmllgﬂon Skills

aducaticn to make » ceaclide-trainee ably commuracatve, At thoraby fead » dass, ang ¢

fe=d De to Be an shie sihoo| ddministrstor. In 3 mimiar fashion the coorse being o

oompeehersve oom atternpts to tran teacher-Uainges to be polant pras: 3=
!enzis.

2. Mariig outcomes

21 To bren teseher-trainges to be wblo communicators ac W succens of the clssroom
wazhing depiends on Mezive COMmMLACation,

2.2.T¢ help LEachnr-17a1nGes 1o leam BCIORE curritu .

2.3, Yo nelp recogce ang qrenty elmirste com. n aopeeh whicn nre

UNCRIINS

2.4 Toaporeziale the differontes and conneciiore Botwesn aral 20d written COTMNCItins.
2.5 Yo duvelon Ienckrship ang role-modeling ueng casroam CHMMUEIN0N confent.
pottecn

FOval Skpis: 117 Your

Natn: Like iy Ihg previcis COUTSEE Of D1y SKills, the e yoze Orat SHillg will Pave lmpien
DUR o0 Listenrng aspect
A, Course Companart 5 Activity:
4.0 Introcuetion o communication treceetical SPECis ke, Strurture, languags ang
mENOw slemnts
4.2 Spenicng practice o the falowing arems CSEANG D Abore - merticned ouonl elerwids
hills

af oral

4.2.3 narrating story from Rlitures

4. 2.4 destriting a picture

4.2.5 summanzing recorded Passage

4.2 Ginterprating stress and Ireerution pottern
%3 Eolining the sigrircanca OF BIPFOPnEs wen of English In & given CONteRT —vomgty lary
B0 SynEde s !
d.lbl:?nmu Peictice. Myte-taking, Asking quistices, darifcancns and oTerirg

“nobock.

3 &mmmhm-uurgwmmmm (Proper begianing, hody of the v orrang
COOLERN Gte.) langunge 1eh0i02 of veeabulary, 3ytox and @50 OF specalized EXDIELIONS |
mannes {dody fanguage, larry of voice, Praaunoatee and scosnt), Studeats can e examinad
In the siei or fliency, g ACCUrECy, pror Ot (SN0 08S 204 |red o i)
Zouends ], Inter-aptivs COmMmUnECatian ared VoCsOuiary ressices
51 Sindanly questions e te on e nepacts ke note-takieg, muthods of askig

duestiong, Eommzating cn A spoech ot

Texthocks Recummuedad .
Leths, W. (1681] commprrstise Lanaiage Teaching. Cambeidge. CLIP
Hadekl, ) and Haarial, ¢ {1391} Simple Speakdng feevities Ocford. s
Vorter Ladousse, G, {15€7) Rode Play. Oxtord: QU

Okkonden, Michag) 11925) Situatiang) Didlogues, Eastbiourna: Lunamean
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Oxenden, € Lathaim - Koenig, C. and Setigsos, Paul (39951 New Englal Mie Pre-ntermodiale

Gufond: DUP
Mo Underhdl (31987) Tesling Spoken Lancunge. A hsndboo of oral 12sting techniques,

Cambridea: Cuw

286



' Apet aversey
Famuky of Sducation, Zaniya
Dupanment of Engie

Caurse Neens ord Lewel fu. of Teathng No of Credit Uiats
Cooe | rours
E314 Micoteachng ] 0z m
| s raar

L Am: Mcreteading s o tescha bmining procadur= almed at reduchy the tedung
Hualon [0 smplkr N0 more controdad efceurtos pnkeved by Imitng the practice
teackhing to o spedfic sEl and recockg teaching Sme and dass e

i/ Learrirg outcomes

1.1 To ksam anc ascuniate new (560900 S8 under cortrolod oondtons.
4.2 10 gain confidence in teadiig sed 15 rester & numbe of itk by dealng wieh a sl

Qrous =1 Gudents.

i3

Unit 1
L1Mzo teacning: as rtrotuchon
L2 Dafiteion of microteadhng
LI Opjectives of o otsacting
LACK risties of yvier g
1.5 Stecs of moro tezching

Unit i

2.L Micro teacking procedure
1.2 integrotion of skils

1.3 Advantage; ol migoteaching
2.4 Limitations of microtesching

Lot

Tenching skiy
3.1 ShH of wtrsd sng o s
3.3 Skt of fucncy In quidtianing
3.3 Skl of protiing questons
3.4 Skl af simulus varistion

e iy
Tescring shlis {comut )
4.1 Skik of expninieg ad Hinstralbog wks wesmpl ey
.2 Skl of reinforcament
4.3 Skl of using Dlackoeary
4.5 500 uf achieuing dosure
untv
5.7 Proctical Microceastiing
Textboous recommindad
1 Shuwwpan, W, Ramasrlhnan, T. Y. ani FRSuls 1. Enghan Longueas [iumban

Calicul Unwursty, Indis
& The Enghan Lasgiange Teachsr's HMandbook (2000), Continuwr, UK
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pr—

L ——
L
T* April Urvreeaty
Faculty of Dducalion, Zawlys
- Deps (537 T 12 — =
Cours Coda | bevel [ ™o of Teaching Haurs | po o Credee Units
EQ10 Gramime 4% Year a4 [

T Ainr. 155 ooarse covars the main areas of English grammar 18 Irkarded w present Enghish
grarmmar within & Broador context, with spocini atteaton gvan to those pints which are often
w peokiam for leamerns
3. Learming outcomes

2.0 1o present grommstcs Sructures in conteds

2.2 to help Studants use gramanatical strucdy s and ungenstand how they work In prectce

2 3 o demonstrate to studends that sxplsnatiens of grommar are descriptions of how Englsh

works
2.9t guide and help Sludents b understand, nor rilas to be mencrlvec
1. Fourth Year

/ 1. English Freascs

L1 participial pheases

1.2 gurund and gennd phvases
La mfnaloe and infirskive phrases
L8 sselute constructions

LE aostradct noun praases

1.7 sopasiive phrases

g, Englih syeax
2.1 moun andl verh phrases
7.2 haaic santencs pattems_
2.3 parts of Speech: DOEDCNY Jasses
X1 mamenals
2.2 emilmls
3.3 adjectivals
2.3.4 adveriiols

\

2
2
2

2.4 2 the noun ohEsEa: Prondminal plyass
2.4.3 the nowen ohrasas past-romial modifi=rs
2.3 the yert phraze: One-word achrerbal
2.2.5 the yert phiraze: word group aduerbisle
2.5 lavels af modification
251 immesiate congutuents
2.5.¢ coardinaticn
2.5.3 mulbpla constitusnts
2.6 Some ayntactic detalls
2.6.1 complimants
2.6.2 audjurctive forms of the werbs
2.6.3 noun cubgroufe
2.6.4 explotive THERE
2.6.7 tog question:

Tevbocle racommended:
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1. Marcalia Frank (1385) Modern Englich: A Prachesl Retaranco Guide,
<. John Bastacod (2006} Oxford Prectice Gramimar, Qelord: QUB,

Fo e (1994 Duford Guide to English Grammar Creford :
CuP,

4 R Quirk ana §, Gresnbaum (1573) A Universty Grasnmar of Englen. Longon:
Longman

5 (1000) A 3 Grameme of B globe Linsan

Loogrmen.
6. Norman € Stagederd (1874) An Irtrecuctary Englizh Gramemar (2% =dition),
New Yok Halt Rinehart & Winston,
7. Michaei Swan (150%) Practical English Usage Intornatiorel Studsrc's Edition,
Oxford: OUP.
8, Peter Cotlira & Cavmella Hollo (2000). English Grammar: an Incrodctian
Macnillan Prass,
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7™ Aotll University

Faculty of Eduzabon, 2awiys

ZORIUmENt oF tNCesn

[ Course Hame B Code [ Level _ngmmm

E41L Writing 41n Year

20 of Credit Units
da

1. Am: Ths cowse 5 designed to prezent witing within @ functional perspechve.

2. Leaming sutcenes

2,4 halp s0RNCE have SCCess 10 SaMp s of acadomac wriing

2.2 Croviae SLOents Wk SERroorinte Bractics matanal for such Guoants &d 2o for thoze

Audents who nead L write essays or reports.

3. Course Cortent

3.4 Upit L Structure and Cahegion

3.2 Uit 2 Description: Sockss s Procadure
3.3 Uit 3: Oescription: Shysica

3.4 Unita: Narrabve

3.5 Unit %: Defiritions

3.6 Unit 6. Exom pification

3.7 Unit 7 Classification

3.B Unit B Coripurivar acel Cantrmt

3.9 Unit 9: cause snd Fifect

310 Unit 10: Geperalaation, Quabfication, ard Cemeinty
238 Unit 11! Interpietation of DMa

212 Unit 12: Distussion

213 Uni 13: Drowing canchsion

314 Uni 14: Aaparts: Studian and Resesrch
215 UNE 15 Suveys a0 Questionnxres

Texmouk Secomenerded:

R, R. Jorton (199€] Acodemic Winting Course (new ecitian). Leogman.
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?‘a?IUMInlv
Facuty of Education, Zeways
Dapiattment of Fngledy  Com

Conrs tiame 3nd | Level No. of Teading | N6 of Crodk Unnig |

Moury 3

EAZResdng | | 05 = I
= L amver | =

1. Alm: Reazng Is gererslly simmed as an 1MEr3TDWS process because | 16 Sscumad thar
the Interaction takes oucz between the MANEION fom the text and e reacers”
snemate

2 Awsening outzomas
2.1 1 make (09 IeaTers alficent readers by mptng the Dottamrup’ asd “top-down®
approaches

2.2 Tu iruke tha students uncerszand e paccagn and devedop the chiy & undersding
2.3 Ta devslag the rsading habis snd strut
24 1o improve the studuns’ uniderstanding af ine subjact matter s Miey can anowar e
CEMPIYRCNs o Guestions and man idoy

7.9 To deseiop thei wobing skdis

3. Content

3.1 Two 8hon More Mopla 2y Cenory Fnd

3.3 Comversabion with w Gorila

3.3 Ma0m 0 23pan: A doy i the W of & L boansse worker
1.4 The Right to Cfg

3.5 Protuin

3.6 How to Cope wih Insomnia

3.7 NSUInguREST On the Iréarmet

3. 88itual ano Stle Aaves Cultsre

3.3 Body Language

Textiodks rucomeerded |

1. Madslem, Lo ane Mirsams, Louse. Devioping Resding SAfk,
2 Kracp, Kardfled and fimcs, Gerd, fevadd t o Lang ol oy ston
¥ aoxl Change {vel, 3)
1 Kolhelf, Holoa. Mandthook of Acpded  Linguistes  Commuricatiog Competores
Languages sng Peobiema aed Bewcticn Sohesons ivol, 7).
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7 2ol Usrvarsity
Famiity of Educaton, Arewiye

o e Departmen: cf Englsh T
| | ho of Teachng Hees | Mo of Great U
Cowse Nome & (o Liow|

| S

[Pais Qial | Wb Yow T2 o
| Communiatioe Sais ! J

L Aims, Oral (Eommunication) Skills alime to coter to e chwius functional naed of teachar-
educstion (o make a teacher brmioms =bly commuticotive, wnd Hrersby eoc 0 dess and of
need be (0 bo an adle schock ndmioisteatcr, [ a simiiar fashipn the enrss being =
comprehensive one azmots o trak (echer-oginecs to be comy P > b
and perticipants-istenass,

2.earning cutromes

-1 To tmin teachér-trainees to be abie FOMITUNCIOTS 35 the JUCLs of tho chazencm
TH3EMUNG deperds on effectvs communication

2.2 To haips teachee-traines to earn aorass curriculury,

1.3 To help recognize and consequantly o minale communcation Apprehensons whics are
Urdarstandably inderent in the cavaioping warkl,

2.4 To sporerint= the difarences snd cannsctions betwaen orsl and mntter ComImunKations,
2.5 To cewgiop Ieadership snd TDR-MOCHING USNG ussrocsn COMMUNKAtan context

Fattem.

1. Oral Sktin: 1V Yoer

Noce LIKE I the previcus coursss of Oral Sk, the third year O Skl mil bave lmplioi
focus on Uzemng azpet

<.1 Courss Componant & Attivity

411 Acacdemic preaantatons wang with witten sulirrssons L eturcs in necessary

hearetical tackdrop in structure, Ianguage and manner

9.3.2° Geoup Discussicns: Features of Group DIscussions and Prachcing of Groes
Dlecsaccuon: Lactuies o cuunnry thecrytical Backdrop n Sructure, language ami
manner

40,0 Panwl Dimcssons: Featuries of Pans! Deecussicn and Pricticeng of Pandl Dgcussion:
Lettumes b nsceczary theereticn hadkdop in soructure, Iangiase and mecner

5. Mede of Exanuastion:

B0th the whtten componert (Wrtd-Lp) 243 aral piwtiopation shall I8 examined by & pansl of
ERBINIRS foCuging on structure (Propor oz0inning, body of the prosantation s conoLsnn
=te ) Brguage (chews of vocabekaey, syntax and use of spacialized Qanrenmiong) e
{bady lequage, canty of voloe, pronurciation and accent), =g sigo fluency, grammeical
ACOVACY, rOTUNCMICn [Faitences and INdWIdual sounci), inker aciive commumostion anyg
vocabulary rescyrtes

Texthooks Azcormmended

Litte, W. (1361} commurscalive Langusoe Teacning. Lambxidge. CUP

Hackiekd, 3. and Haufiekd, C.[1991) Simpde S0 i Acthities. Ovford QUF

Perter Ladousse, G (1257} Rols Play, Dxford: QUE

Chkemlen, Michas! (1085} Seuational Diabogues. Exxtboume; | ongman

Carter, Roland and Runan, Deead (2005) The Cambnrdge Guide to o Spoakgrs of Other
Languages, Canubrioge: CUF

Ownnden, £, Lathalm Koertg, C. one Seligson, el (1996 New Englsh R bre-intarmegiate
Oxferd: OUP

Nice undertill (1987] Tostng Spoen Laguage, A randbeck of o testing techngues.
cambndoe: LR
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