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Abstract 

    Two decades, this is approximately the period since the last Education Reform took 

place in Algeria. It was particularly characterised by the move towards adopting the 

Competency-Based Approach as a new teaching-learning method. The aim was to 

react upon the multiple deficiencies resulted from Objective-Based Approach (OBA) 

to a better and flexible approach in order to enhance the quality of education in the 

country, meet teachers and learners expectations for modernised as well as learner-

centred classes, and live in harmony with this highly advanced/globalised world. Yet, 

up-to-date, most of the designed goals have not seen light in schools where EFL 

teachers and learners are having a lot of problems and constraints that stand against 

achieving satisfactory results in English language fluency and accuracy.  

    Our study, then, comes to detect and identify a number of possible challenges, 

problems, and obstacles which hinder secondary education EFL teachers as well as 

learners (mainly 3
rd

 year) to appropriately teach/learn English for the sake of attaining 

good levels. This research targets three Algerian Secondary Schools in the Wilaya of 

Chlef, and suggests practical procedures and solutions to help overcome the different 

hindrances detected through data collection research tools (questionnaires, classroom 

observation, and teacher‘s Book and Learner‘s Book, Year 3 analysis), and to help 

enhance EFL teaching-learning practices under the CBA, precisely CBLT. Following 

an APA methodology, the gathered data were quantitatively and qualitatively 

analysed. The triangulation of the findings revealed that ELT classrooms seem to 

suffer from serious obstacles and face many challenges that keep teachers/learners far 

from achieving fluency in English language. Accordingly, this study emphasises an 

immediate step to solve these issues besides the suggested solutions in our work that 

may well help in bettering the non-satisfactory situation in this sensitive sector 

(Education). 

 

Key words:  Enhancing – EFL - Secondary School - CBLT – Teaching - Learning 

Obstacles – Solutions. 
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 الملخـــــــص

ــ ن ننننننننن ــ ننا،   ا ــ نالم     ــ ناترــيةن  ــدنام ــ ن   ــن نخق اص ــينالم ــدةن  ــذ زهن  ــزنا، ــنامن  عق

ــنننننننن ــ  ا ن ــ   نن نا ــ ن  ،دي ــصاننالمق ت  ــ نخ ــ ،تب  نا ــذن  ــدزنبا ــ نلا، ــنامنالجذائ  ن ا

ا،تعلــاونلنا،ــتعلوننن ــ منا ــن ن ــزنمــي ن ــداناصترــيةنن ــ نا،ــتخلصن ــزن ــع نا،تب ــا نن

 نتحســجن ــ ل نا،تعلــاونلأ ــنا ناــ ن ق ت ــ نغي ــ ن  اــا،علمــينا،ــدزنعــت نعــزنالمق ت ــ ن  

ــ هنننننن ــ  نا،تعلما ــ نا،تعلاما ــتعلمجهنع ــ ع نا،عملا ــجنلنالم ــ  نالمعلم ــ نختلع ــصيلهنخلصا  نا،

،دــزننلغ عــنن ــزن ــدانا،لبــ  ن  ،  ــان ن اــنامنا،تتــ تن،لعــاعن نخ ــ  وننخــ  ن ــ نا،عــ  ننن

ــت  نننننن ــ ن  ــنا نا، ــونالأ  ــدان ع  ــ ان  ــ  نا،  ــ اناالىنا ــ نننن نخ ــ ن ما ــ نامنالمنت  ــ تنثا  ،

 نعناــننالمكــ   نلناــصن  ،ــد  ن  ــ نغ ــ خد نلنخي اــدنا،ل ــ ننغط ات ــ نصلا،ــخنختخــص ن

ــ نعنننن ــ  ين  ــون نترــ ا نا ــدازن  ــ ع زنا، ــ ن نا،تــ تنا،ي ــ نتحــ  ننناصنجلاذا ــ  نا، ــننا،عقص نا

نلنا،نقـــ ننللمنتحقاـــتنعتـــ ئ ن   ـــا ن،ـــتعلونلخدلـــونا،ل ـــ ناصنجلاذاـــ ن  ،كـــد ننننننن

ننن.تل   الم

ــ نننننن ــاجنع عا ــ نلنخص ــ نن،دك ــدةنا،نتا  ــ   ن  ــد  ت هن  ــص انالم ــ  ننن،لأ  ــ   نلالمع ق المك

ا،ــ نخقــ نثثــ نعيــ  نغ ــ  نا ــ خد نا،ل ــ ناصنجلاذاــ نلن ــدانخي اــدنا،ســ  نا،ي ،يــ ن ــ ع زنن

ــ ننننننن ــدةنا،نتا  ــنا ن  ــ  نالىنا  ــ نن،ل تر ــ نالأ ي ــ ن  ،ت اق ــوناصنجلاذا ــاونلخعل ــ نخعل تمنلب 

ــ نن ــ  نع ــينن  ع ا ــت نا ن  ــ ننننننا  ــ ن تل ــ نعل ــزنخع ي  ــ نغا ــ نلتا  ــل ن ب ، ــ نا،ك نلصا

ا،تبــنا  نل ــدانا،ع ائــتنلامــ نا،قســونلا،ــ نعلــ نغ   ــ  ناق ث ــ نا ــ ا ا نلثلــ  ن نالــ ن

ن،لمس عن ن ن  ا   ن  خهنالمك   ن

ا،صا عــ  نال ــ نعلا ــ نتمنتحلالــ  ن ماــ نلع عاــ نثاــ نغ  عــخنعــزنع اقاــ ن ناــ ن نترــعص ن

لمجن ــزن لــ كنا،ديــ   نا،ل  اــ نالمتل  ــ ن ن دــدان ســت انن مــ ننب ــ نالمعلمــجنلنالمــتع

ــ نننن ــ ن كــد ن ــص نعل ــدةنا،نتا  ــ ننننت ــذ ن  ــ نل ــدانخ ترــا  نعملا ــ  ني تا ــننثل  

ــ ن نننننننن ــ ناصنجلاذا ــوننا،ل  ــاونلخعل ــجنخعل ــي ن،تبس ــ   نالمدتك ــزنالمك ــتخلصن  ــ نا،   ا

 المق ت  ن  ،دي  ا ننع  نالمنت  نا،ي ع ا نتحخن
ن:نا،دلم  نالميت ثا 

نـناصنجلاذاـــ نننن نـننخــنتا نا،ل ـــ ن  عتمـــ لنننننننتحســج نـنالمنت ـــ نا،ي ع اـــ   ل ـــ نغ  صاــ 

 لونـنا،عقص  نـنالحل  ننا،تعا،دي   نـنا،تعلاونـن
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General Introduction 

      The system of National Education in Algeria under the Competency-Based 

Approach (CBA) more precisely the Competency-Based Language Teaching (CBLT), 

does not seem stable due to known and unknown or non-discovered reasons. When 

this well-known approach was adopted and everything (curriculum, syllabus, books, 

etc.) became ready made in September 2003, the Educational sector turned optimistic 

because the schooling pattern was finally going to get rid of the teacher‘s authority 

over learners‘ who were having passive roles within this highly complex process of 

teaching and learning. Yet, two decades until the present day the image is still unclear 

to make fair judgments whether the competency based teaching-learning styles have 

brought fruitful and satisfactory results to both policy makers and educators, after the 

graduation of many generations, since the adoption of this approach,  from 

Universities, or not. 

      However, none denies the truth that the euphoria which prevailed in Algeria 

around the CBA and the Educational Reform led, later on, to criticism on its official 

implementation as well as its actual application and practices. The latter were 

discussed in our Magister Dissertation as obstacles and constraints against 

competency-based principles. The study relied on daily observation, as teachers in the 

field, on how this approach has been implemented for many years, and what the reality 

is for both teachers‘ and learners‘ behaviours in and out of schools. Obviously, the 

dreamt consequences and the expected results behind this reform have not been 

attained yet. As a matter of fact, neither teachers have reflected serious signs of 

effective involvement in monitoring the teaching-learning process nor learners seem to 

have acquired some command over the English language in real life situations.  

 

1. Statement of the Problem 

    In this research we aim, firstly, at detecting and identifying the nature of challenges, 

problems, and obstacles that EFL teachers and learners are encountering in their 



2 
 

classrooms. Secondly, we are providing suggestions, solutions, necessary teaching 

tools and materials to enhance English language teaching-learning at Secondary 

Education level. 

2. Research Questions and Hypotheses 

2.1. Questions 

    To carry out the current inquest, the researcher wishes to set some inquiries that 

help investigating the raised issues. Among the research questions that are selected, we 

count the following below: 

a- What is the nature of challenges, problems, and obstacles that EFL teachers 

and learners are facing in the classroom? 

b- Why do the current teaching-learning materials and practices seem 

inappropriate to fit learners‘ needs and raise their motivation towards EFL 

learning? 

c- What are the alternative solutions to improve the performance of teachers and 

learners in ELT classrooms? 

d- In what way(s) are these tools/materials and strategies going to shift the focus 

from teacher-centeredness to learner-centeredness?  

2.2. Hypotheses and Assumptions  

    To answer the above stated questions, one can call for the formulation of some 

hypotheses to be tested and which are as follow: 

a- We hypothesise that Secondary Education EFL teachers do not appropriately 

master the CBA‘s principles and therefore they misuse the different teaching 

materials and lack appropriate assessments procedures.  

b- After more than 16 years since the last publication of the different 

teaching/learning materials, particularly textbooks, the researcher believes that 

most of their contents turned inappropriate and outdate because many new 

discoveries, events, and statistics are being realised in almost every field of 

life.  
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c- Teaching tools and practices can be improved, adapted, or even changed. I.e., 

there are always substitutes which can replace these old-fashioned curricula, 

books, and teaching/learning behaviours for both teachers as well as learners.  

d- Learners will be motivated and their attitudes towards EFL learning will 

change if we let them feel they are responsible and in charge of the learning 

process. We hypothesise that if the teacher‘s role is lessened to that of a guide 

on the side, lessons and activities in the textbook are modified, EFL is 

afforded more time, and learners become the focal point in the teaching 

process, the situation will be enhanced. 

 

3. Background of the Study 

      The Competency-Based Education or CBE can be traced back to the philosophy of 

experimentalism and to the work of John Dewey in the early 1900s. The concept of 

Competency has a long history and it is linked with the philosophical foundations and 

approaches in educational and learning theories. Three well-known and important 

theories are Behaviourism, Cognitive Theory, and Constructivism. Its antecedents 

include Vocational Education and Progressive Education (Flowers, 1990; Stoffle, & 

Pryor, 1980).  Competency-based education (CBE) is surging in popularity as most of 

educational systems around the world scramble to implement their own versions of 

Competency-based curricula. 

    The Competency-Based Approach (CBA) is based on theories of adult learning and 

focuses on acquiring life coping skills while developing the language to perform these 

skills in real life situations. When EFL teachers truly master this approach to language 

teaching (CBLT), they will be able to base their practices and activities on interaction, 

pair work, and group work to generate communication in tasks such as problem 

solving and filling information gaps to boost learner-centeredness (Peace, 1989). The 

Competency-Based Approach is a rich source of materials and ideas for English 
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teacher/learners because it is grounded in specific, useful tasks which cover a wide 

range of teaching and learning skills. 

4. Objectives of the Study 

      The present investigation is carried out for the realization of the following goals 

and objectives: 

 It wishes to increase teachers and learners‘ awareness by providing them 

more opportunities for a better interaction inside EFL classrooms; 

 It targets grafting some spatiotemporal aspects, that is to say making some 

space-time modifications to enhance the competency-based approach 

principles‘ implementation while the teaching-learning process is taking 

place; 

 It aims at guaranteeing: the smooth transition from teacher-centeredness to 

learner-centeredness and the motivation under the guidance of the teachers; 

 The fourth objective in this research is prescribing necessary teaching 

materials and strategies for teachers and learners to bring to an end their 

daily complaints and free the educational environment from traditional 

teaching/learning procedures. 

 

5. Research Design and Methodology 

      The present research follows an APA methodology, and is concerned with 

emphasizing the need for teachers‘ and learners‘ flexible formula, or harmonious 

teaching-learning process. This criterion can take a set of interactional attitudes as 

effective ingredients to promote teacher-learner/learner-teacher performance under 

CBA‘s atmosphere.  

      Hence, for more credibility of the data collected, our research necessitates the call 

for the implementation of an experimental and descriptive method. This path involves 

both qualitative and quantitative tools. After gathering data, they are tallied with scores 

and then put into more interpretive graphs to support a formally complete analysis.  
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This step tends to supply useful implications for CBA or precisely CBLT possible 

future practices by educators. This is achieved through uncovering ambiguity on points 

drawn from every single datum. This is, indeed, the regular basis on which 

recommendations are prescribed. To do so, the process of data collection and the set of 

final conclusions are questioned too.  

      Consequently, this research appeals for three research methods and tools: Two 

questionnaires, one for SE3 English language teachers and the other one for SE3 

learners who belong to the three mentioned schools in the case study. The second data 

collection method is through classroom observation in which the researcher attends 

several ELT classes to scrutinise how teachers and learners behave, and the third 

research tool is SE3 Teacher‘s and Learner‘s Book analysis and review.  

    The next step gives details about the previously listed research instruments and 

tools: 

a- Quantitative Data 

      The researcher chose questionnaires and classroom observation because they seem 

pertinent and practical in our case. They are also meant to facilitate eliciting data once 

they are collected from the informants. These two methods will help to provide an 

original description concerning teacher-learner‘s daily EFL practices inside 

classrooms. When distributing the questionnaire to experienced teachers, on the other 

hand, they can bestow the understanding of many confusing points related to the 

syllabus, the teacher‘s and learner‘s book (Year3), time frequency, and classroom 

management. 

 Questionnaire to teachers (Appendix A) 

      This kind of questionnaire is in the form of close-ended questions that include: In 

the first section, the questions are structured with [two sometimes] three possible 

answers (yes, no, or no idea). Then, it is followed by another section that contains 

scaled questions, multiple choice questions, and space for suggestions. Our informants 

are requested to tick the right box. For more freedom for teachers to express 
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themselves, the questionnaire ends in some mixed and open-ended questions for 

possible opinions. This method of research is mainly concerned with the pedagogical 

didactic triangle (the teacher & the learner, the teaching programme, and the timing). It 

appears as follow: 

- Teachers‘ teaching experience; 

- Teacher‘s Book (TB) usefulness and compliance with CBLT; 

- Teachers‘ suggestions for TB readjustments; 

- In-service training seminars with Inspectors.  

 Questionnaire to learners (Appendix B) 

It is directed to SE3 foreign languages learners. This type of questionnaire includes 

close-ended, open-ended, and multiple choice questions. It, in turn, targets three main 

areas to explore the following points: 

 Learners‘ attitudes towards English language learning; 

 Learners‘ attitudes towards Learning about the English Culture; 

 Learner‘s attitudes towards their English language teachers. 

 

 Classroom Observation (Appendices C & D) 

    A number of observational sessions are conducted with teachers and learners inside 

ELT classrooms. The researcher, as an observer has designed a classroom log, where 

we try to track class activities, leadership roles, question-asking behaviours, pair/group 

work tasks, and the like. The aim is essentially attempting to detect the nature of 

problems, challenges, and constraints, both EFL teachers and learners are facing, and 

therefore to be able to suggest practical solutions for better performance. 

b- Qualitative data 

 SE3 Teacher’s/Learner’s Book Review and Analysis 

      This step deals with SE3 course-book and Teacher‘s Book content; we try to 

thoroughly analyse its lessons, tasks, and exercises to pick out the possible mistakes, 

errors, and weaknesses that stand against what CBLT suggests as principles. On the 
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other hand, the researcher consults experienced teachers, and seeks their expertise to 

suggest adjustments in order to keep what is workable and propose modifications for 

what is not so. Such process is not easy to be performed, thus we work to realize it 

through collaboration if we wish to ease the critical situation that the educational 

system is witnessing. 

 

6. Organization of the Study 

      To reach the underlined objectives, this investigation is organised along four 

chapters which appear as follow: 

    Chapter one deals with theoretical background entitled ‗English as a global 

language‘ where it is seen from different angles; we state first a brief history of 

English language/teaching, then we move to talk about the influence of English as a 

universal language on other languages as well as cultures. After that, we deal with 

English as a lingua franca and the term ―World Englishes‖ besides the future of 

English as a world‘s language. Finally, we spot light on the on-going methods and 

approaches for the teaching of English language. 

    Chapter Two focuses primarily on reviewing literature that is concerned with the 

latest researches and what has been said about the Competency Based Approach. We 

give definitions of the approach, how it functions, and discuss the roles of both 

teachers as well as learners to end with mentioning assessments process with in this 

approach, and the pros and cons of the CBA. 

     Chapter Three includes research methodology and the different research methods 

used to gather data, makes interpretations, and discusses the findings related to the 

multiple issues, obstacles, and hurdles that EFL teachers/learners are witnessing in 

their classes. We compare CBA‘s principles with what is really being done in the 

Algerian context. Why we cannot achieve or attain the targeted competencies in 

almost every major as far as EFL is concerned. We talk about the programme, the 
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teaching materials, and more importantly the timing allotted to the teaching of English 

as a foreign language. 

    Chapter Four contains two sections; the first is dedicated to suggesting practical 

procedures and immediate solutions to help both English language teachers and 

learners overcome the identified/detected problems, challenges, and obstacles in ELT 

classrooms in the previous chapter besides, of course, other issues. We aim at 

providing solutions that concern education reforms, the importance of English as a 

universal language (raising learners‘ awareness), reinforcing teacher‘s pre-service and 

in-service training, increasing ELT timing in Secondary schools, teaching English at 

early ages, integrating ICTs in class, and give much importance to appropriate 

language assessments as an inseparable element from the teaching/learning process. 

    The second section, which is the last in this study, includes general discussions 

related to the focal points in the research through recapitulating the nature of the 

different challenges and issues met in ELT classrooms, the most common solutions to 

settle a kind of stability in this field, pedagogical implications, limitations, and 

recommendations for further research. 
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CHAPTER ONE 

Literature Review 

English in the World 

 

Introduction 

   Thanks to globalisation, English language is currently gaining a leading position in 

almost every field of life and every country in the world. Statistically, there are over 

70 countries in the world that give special status to English as an official language of 

the country or by requiring its study as a second or foreign language (Roby & Ashish, 

2014).  

    The history of English language, which was being spoken by a small number of 

people in an island that locates in northern Europe and what is called today Great 

Britain (GB), originated over 955 years ago when the Normans conquered the English 

in 1066, and the French language became the language of the rich and powerful, but 

the poor, there, primarily spoke English. In the 14th century, the British brought many 

words from French as well as Latin though they predicted that their language (English) 

would die sooner or later. Richard Mulcaster in 1582 (cited Pandarangaa, 2015), one 

of the strongest supporters of English and the Headmaster of Merchant Taylor‘s 

School in England, thought that the English language would have no possibility to 

spread out from the island, he exactly wrote: Our English tongue is of small reach- it 

stretches no further than this island of ours- nay, not there over all,‖ (p. 90).   

      However, Richard‘s forecast did not come true, as Britain started to grow stronger 

and built up an empire from about the end of the 17th century, the English language 

became more important in which it began spreading as a world language creating more 

speakers and necessitating the teaching of English even further. 
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1. A Brief History of English Language Teaching (ELT) 

      The beginning of the twentieth century was the starting point where language 

teaching, as far as English is concerned, appeared as an active area of educational 

debate and innovation in which the foundations of contemporary approaches and 

methods to language teaching were improved during the early of that period. English 

language teaching was, then, characterised at different times by change and invention 

of ideologies (Methods and Approaches) as a response to the increased demand for 

speakers of second and foreign languages.  

      Many linguists think that World War II (WWII), for example, prompted the need 

for new ways of teaching oral skills in foreign languages due mainly to the large 

number of immigrants besides the internalization of education since the 1950s that 

brought a demand for new types of language programs (Richards & Rodgers, 2014, 

p3). Thus, the English language speaking world grew even bigger; in the 1980s, Braj 

Kachru (cited Harmer, 2007, p13) estimated that there were between 320 to 380 

million people speaking English as a first language and anywhere between 250 and 

380 million speakers of English as a second language. 

       By the end of the 18th century, as Jeremy Harmer states, English was already well 

on its way to becoming a genuine lingua franca, that is a language used widely for 

communication between people who do not share the same first (or even second) 

language (2007, p13). So, English is now used almost all around the globe as the status 

of Latin diminished from that of a living language to that of an ―occasional‖ subject in 

the school curriculum; David Crystal suggests that: 

 There are currently around 1.5 billion speakers of English worldwide, of 

whom only some 329 million are native speakers …the population growth in 

areas where English is a second language is about 2.5 times that in areas 

where it is a first language.   (2003a, p. 69) 
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        Although the statistics which have been mentioned by Crystal are not exact and 

are to some extent only guesstimates, English is clearly spoken by quarter of the 

world‘s population where native speakers are in a proportionately ever-decreasing 

minority, i,e., non-native speakers of the English language  are greatly outnumbering 

its native speakers. This widespread of English as a language, however, did/does not 

take place because of the teaching programs or WW II only but due to many other 

factors like the ones stated by Jeremy Harmer: 

 

 A colonial history: in USA, for instance, when the Pilgrim Fathers settled on 

the land in 1620 after their journey from Plymouth, England, they brought with 

them not just a set of religious beliefs, nor only a pioneering spirit and a desire 

for colonisation, but also their language and thoughts.  

 Economics: a major factor in the growth of English has been the spread of 

global commerce and marketing, pushed on by the dominance of the United 

States as a world economic power. So, the English language travelled in the 

wake of this success to become one of the main mediating languages of 

international businesses whatever countries are involved. 

 Information exchange: a great deal of academic discourse around the world 

takes place in English; many journal articles in the field of medicines, 

astrophysics, and zoology have English as a default language either on sit or 

online through the Internet as a major channel for information exchange.  

 Travel: much travel and tourism today is carried on, around the globe, in 

English as the majority of airports and airline companies gloss their 

announcements in English language whatever the language of the country the 

airport is situated in. 

 Popular culture: USA in specific, Britain, Canada, and Australia are doing 

their best to spread their cultures overseas through music (like Pop music), 

cinema (films and movies), and TV (news & documentaries) which truly help 
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English to dominate the world since we see many people who are not English 

speakers sing words from their favourite English-medium songs, or go to 

cinema (sit in front of their TV sets) to hear and watch Hollywood films. 

       (2007, Pp. 14-15) 

      In the same sense, the British scholar John Soars (cited in Essays, UK.) sees that 

English has become a world language because of its establishment as a mother tongue 

outside England …Above all; it is the great growth of population in the United States 

…that has given English its present standing in the world. (November, 2018) 

Nevertheless, such widespread of the English language all over the universe gave birth 

to different attitudes towards it since not everyone sees this growth a desirable 

phenomenon. Hence, we will discuss the effect of English on others‘ languages and 

identities. 

 

2. The Effect of English on other Languages and Cultures 

      The spread of English as a global language presents risks and benefits. As English 

is frequently considered the world‘s language, other languages that are different than 

English could be perceived as unnecessary which, in turn, contributes to the loss of 

languages, especially minority languages. Yet, and in contexts where a group of 

people do not share the same first language, a global language, such as English, could 

make communication possible. Therefore, the impact of English as a universal 

language allows us to exchange world knowledge and increase interconnectedness.  

      For instance, Crystal (2003a) writes about a meeting where a Japanese 

organization will have dialogue with German and Saudi Arabian people. If all of them 

would speak in their Japanese, German and Arabic languages respectively, effective 

communication would be impossible. In addition, English has been used to present 

international news and inform people about relevant events that are happening in more 

countries; Al Jazeera Media Network, which changed its Arabic language to the 

English language in the global news in 2005, is a good example, to reach a wider 
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audience (Carpenter, 2017). Thus, English language acts as a link between people who 

possess common interests, but do not share a common language.  

      The English language is supported by many non-native speakers and countries. A 

higher number of English speakers and people teaching English as a second language 

represent other effects of the spread of English as a global language. Surprisingly, 

more people whose native language is other than English are the largest users of 

English language (Seargeant, 2012). This means that English is spoken more 

frequently by English non-natives. Besides, according to Seargeant (2012), about two 

billion people, including the native and non-native speakers, have basic or proficient 

knowledge of the English language. Even more, English as a foreign language has 

been implemented in nations like China, Africa, and Asia (Ammon, 2010; Shin, 2015). 

This support in teaching English as a second language is a consequence of its influence 

and usage as an international language. 

      On the other hand, a negative effect of the invasion of English as a global language 

could be the death of other languages. In a linguistic context, language death equates 

to the lack of speakers of a language. Crystal (2003a) remarks that a language dies 

every two weeks, in other words, valuable traditions, knowledge, and life perspectives 

are lost weekly. This may result in a hazardous situation where minority languages can 

be perceived as "unnecessary" languages in the presence of an international language. 

This also means that an international language may cause a lower interest in other 

languages because they might not seem as useful in a number of scenarios. In addition, 

it is known that since the presence of English as a world language has become 

increasingly dominant in more scientific contexts, then academic studies written in 

different languages could be disregarded (Crystal, 2003a). This implies that knowledge 

which is written in languages other than English could be devalued.  

      To sum up, the spread of English as a global language has both positive and 

negative effects. It is beneficial in the way that it permits people who do not share a 

native language to communicate and exchange ideas. Therefore, information that is 
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transmitted in contexts where effective communication would normally be impossible, 

due to an absence of a world language, is possible thanks to the use of English. 

Ultimately, this results in increased interconnectedness. Because of the spread of 

English as an international language, more countries have decided to teach English as 

a second language. Currently, English is spoken in some capacity by more non-native 

than native speakers.  

      However, a hazardous consequence of this is that minority languages can seem 

irrelevant in the presence of English as a global language. In this way, English as an 

international language could cause languages to die, and this, unfortunately result in a 

loss of knowledge, traditions, identities, and more importantly diversity. But, as 

Juliane House (cited in The Guardian) once wrote:  

We should not be starry-eyed about all this, of course. Instead of fearing 

English as a destroyer, we should, perhaps, concentrate on how to maintain 

communities with a strong enough identity to preserve the language they 

represent. It is even possible that the presence of English as a lingua franca 

actually provokes speakers of minority languages to protect and promote their 

own languages.           (April, 2001) 

 

      Consequently, and to safely stand against some of the negative effects such as the 

death of culture through language loss, it is necessary to recognise both sides of the 

coin so as to appropriately use English as a global language, or as recently termed 

English as a Lingua Franca (ELF) that has become a focus for much discussion and it 

is to ELF that we will now turn. 

3. English as a Lingua Franca 

3.1. Definition  

      English as a lingua franca (henceforth ELF) can be defined as a contact language 

used between speakers who do not share the same mother tongue or different cultural 

background. Jennifer Jenkins (2009, pp. 200-2001) defines ELF as: 
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 A specific communication context: English being used as a lingua franca, the 

common language of choice, among speakers who come from different lingua-

cultural backgrounds. In practice this often means English being used among 

non-native English speakers from the Expanding Circle, simply because these 

speakers exist in larger numbers than English speakers in either of the other 

two contexts.   

 

      Jenkins view, however, does not intend to exclude Outer or Inner Circle speakers 

(see Kashru, 1985) from her definition to ELF as the vast majority of ELF researchers 

take a broad rather than narrow vision, and include all English users within their 

definition of ELF. So, all what we need to do, is to make adjustments to our local 

English variety for the benefit of our interlocutors when we take part in lingua franca 

English communication. ELF is thus a question of mutual negotiation involving efforts 

and adjustments from all parties. 

3.2. The Term World Englishes (WE) 

       There seems to be a good deal of uncertainty as to what, precisely, ELF actually 

is, and how it relates to the much more firmly established field of World Englishes 

(WE), Jenkins explains: ―My own use of the term ‗world Englishes‘ is thus one that is 

likely to be non-controversial for most scholars of WE in that it refers to all local 

English varieties regardless of which circle they come from.‖ (2009, p.200) 

      The WE, indeed, has been welcomed as a vehicle of efficiency in, for example, 

business and science, or as a new means of communication for globally emergent 

localities in a variety of non-mainstream sub-cultures. Harmer Jeremy reinforces: 

The reality of Global or World English(es) has caused some people to become 

very interested in what actually happens when it is used as a lingua franca- 

that is between two people who do not share the same language and for whom 

English is not their mother tongue. (2007, p.20) 
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      That‘s why English establishes its position as the global lingua franca beyond any 

doubt; along with this status, it has become one of the symbols of our time, together 

with globalisation, networking, economic integration, and the Internet. Meanwhile, the 

phenomenon of English as a lingua franca (ELF) has become the subject of 

considerable debate and has raised many fears during the past few years. It has been 

seen as a threat to local languages and cultures, or alternatively, its global uses are 

taken as a threat to Standard English. Such negative attitudes, even hostility, towards 

English are nevertheless comparatively recent and intertwined with the current wave 

of globalisation, more complete than anything hitherto experienced and more closely 

associated with just one language.  

 

3.3. ELF between Resistance and Acceptance  

      This suggestion always meets, however, with strong resistance from many 

quarters, and this is particularly so in the case of accent. The result is that two 

particular native speaker English accents, Received Pronunciation (RP) and General 

American (GA), continue to command special status around the English speaking 

world including international/lingua franca communication contexts where 

sociolinguistic common sense indicates that they are inappropriate and irrelevant. 

      In the case of RP, the continued promotion of native speaker (NS) English accents 

has become even more untenable over the past few decades, during which the use of 

this already minority British accent, has declined even further, especially among 

younger British people. Macaulay (cited Mauranen & Ranta, 2009) argues: 

Since RP is not necessarily the easiest or most appropriate accent of British 

English for foreigners to learn, the choice of RP as a model is difficult to 

justify. It would be better for everyone if linguists, phoneticians, and 

teachers overcame their fascination with the accent of an élite minority and 

concerned themselves more with the speech of the majority of the 

population.   (p. 11)                                                                   
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      Yet, Jennifer Jenkins (cited in Mauranen & Ranta, 2009) points out that: the 

fascination with RP continues to this day, and the accent continues to be aspired to 

even in ELF contexts (p. 11) where native speakers of English are not part in much of 

the communication at all. In fact, RP is often the only accent presented as a model for 

production; for example, materials learners of English especially in Europe, and other 

parts of Asia, Africa, and Latin America, still promote RP as being superior.  

       All in all, ELF researchers believe that learners should be free to choose which 

kind of English they want. It is supporters of the EFL status quo who believe in 

prescription, and prescribe NS English with RP or GA accents for learners. Unlike 

these traditionalists, ELF researchers argue that learners should be made aware of the 

sociolinguistic facts relating to the spread of English, which will enable them to make 

informed choices about which kinds of English they want to aim for. 

      As a result, and though Sylwia Sheuer sees that native speakers [of English] will 

always remain, if not the owners of the language itself, at least the keepers of the key 

to what is irritating and what is acceptable in interactional exchanges all-round the 

globe, whether they actively participate in them or not, (2005, pp. 127-128) the 

traditional inner circle teachers, publishers, and testing organisations need to think 

again about what kind of English to be taught to be, then, in harmony with the 

widespread of English as a lingua franca.  

 

3.4. The Era of ELF and English language Teaching  

      Students who are learning English to, mainly, communicate with other non-native 

speakers; their needs are quite different to students who go to the UK, for example, 

and want to integrate within that culture and so may want to sound as much like a 

native speaker as possible. Thus, learners need to learn not a variety of English, but 

about Englishes, i.e., instead of conforming to a native standard such as British 

English, we should change what we teach just as it is suggested by Jennifer Jenkins: 

learners need to learn about Englishes, their similarities and differences, issues 
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involved in intelligibility, the strong links between language and identity, and so on 

(2006a, p173). The priority for students using ELF, then, is to be as intelligible as 

possible to the people they are communicating with. This does not necessarily mean 

sounding like a native speaker. 

 

 Teaching English as a Lingua Franca 

      To have an idea about how ELF classes look like, we consider Katy Simpson 

Davies and Laura Patsko‘s work. They delivered a British Council seminar in Glasgow 

on the 26 of November, 2013 on teaching pronunciation and listening in an ELF 

context. They, also, explained how teachers can teach ELF in their classrooms.  

      ―Conduct a needs analysis to find out whether your students use or are planning to 

use ELF, or whether they need to integrate in an English-speaking country. Then 

conduct a diagnostic test, like you would with other language areas such as grammar, 

to find out which areas of the lingua franca core, or LFC, students need to work on 

producing. It would also be helpful to know the language backgrounds of the people 

your students will be talking to, in order to work on appropriate accommodation skills, 

too (in other words, adjusting your expectations of what pronunciation you will hear, 

according to who is speaking). 

      If you‘re using a set course-book in your class, look at the Lingua Franca Core 

(LFC) and consider how the pronunciation exercises in your coursebook compare to 

the pronunciation features identified as important for maintaining intelligibility in 

Jenkins‘s data. Then match those areas to the needs of your students. If possible, skip 

the irrelevant pronunciation exercises and spend more time on LFC priority areas, such 

as nuclear stress, by taking extra pronunciation activities into the classroom to focus 

on these. 

      You can help learners to become more familiar with a range of non-native accents, 

especially those they are most likely to encounter in their specific context. Familiarity 

is a key factor in a listener‘s ability to understand an accent. Being more aware of the 

https://www.eventbrite.co.uk/e/focus-on-speaking-listening-and-grammar-rupert-lezemore-and-katy-davies-laura-patsko-glasgow-uk-tickets-8055073943
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issue of familiarity as a listener might also raise students‘ awareness of how features of 

their own accent could cause difficulty for someone who is not so familiar with it. 

Using listening activities featuring non-native accents can help students accept the 

reality of accent variation, and challenge negative perceptions of their own accent and 

others‖. 

      Concerning the teaching materials, Graddol 1997, p. 57) claims that some non-

native speakers (experts, teachers, book designers, etc.) of English will probably create 

and develop their own resources such as the teaching methods, curricula, and 

materials. He continues that these resources are designed and developed in line with 

the English language rules as well as knowledge, but based on their local cultural 

background. Similarly, Phan (2008 cited in Pandarangga, 2015, p. 92) reckons that the 

English teaching-learning resources which are designed by English native-teachers and 

experts are suitable much more for their native-speakers but not for others. So, it is 

important, when teaching English as a lingua franca, to consider the social and cultural 

local context of the non-native speakers. 

     Yet, not everyone would be happy to adopt ELF teaching models, such as the one 

presented above, since they do not constitute an appropriate model for learning 

purposes. Vicky Kuo (2006), who strongly defends a native-speaker variety as an 

appropriate pedagogical model, argues that: ―ELF as a phenomenon where people are 

making use of their imperfect L2 repertoire to communicate more or less effectively 

‗is interesting and revealing‘ but does not necessarily have any implications for 

teaching.‖  (p. 219)  

 

      As a matter of fact, many will stick to the traditional ways of teaching Standard 

English be it RP or GA. But it seems, also, highly challenging to continue 

thinking/doing so, especially when recognizing the widespread of English as a 

universal language or more precisely as a lingua franca which means that the future is 

for ELF. 
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4. The Future of English as a World’s Language 

      We have noted that English is now spoken by at least a quarter of the world‘s 

population (more than a billion and a half) to be used either as a first, second, foreign, 

or even an international language over a number of languages around the globe. It is an 

exceptional language since it is highly preferred and chosen for education, occupation, 

and communication. (Graddol, 1997, p.3; Baker, 2006, p.12): 

 In Education: almost all countries around the world integrate and choose 

English as one of the compulsory subjects in their schools. Some start 

teaching English language sine elementary schools while others prefer 

middle/junior or senior/high schools. Further, to be allowed/accepted to 

enter the university, in many countries, you have to pass tests and 

examinations in the English language such as TOEFL (Test of English as a 

Foreign Language) or TOESL (Test of English as a Second Language).  

 In Occupation: most companies, nowadays, require their employees to 

speak and understand English. It is, according to Graddol (1997, p.3), the 

gateway towards advertisements making, information exchanging, and 

transaction of business all over the world. Similarly, Harmer (2007, p.14) 

believes that English is now commonly used as a language for the majority 

of economic activities globally. 

 In Communication: none denies the fact that English is being used, 

approximately, by everywhere as an important tool for communication 

across nations. Many Scholars such as Ammon (2001, p.345); Baker (2006, 

p.12); Graddol (1997, p.3 & 2006, p.107); and Harmer (2007, p.18) see that 

English will expand even more to reinforce connectedness, understanding, 

and respect among people who do not share the same language, cultural 

background, or lifestyles (customs & traditions). Martin Luther King Jr 

(cited Pandarangaa, 2015) once wrote: ―People do not get along because 

they fear each other. People fear each other because they do not know each 
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other. They do not know each other because they have not properly 

communicated with each other.‖    (p.91) 

 

      English as a global language, therefore, is bridging these gaps through 

strengthening relationships and enabling proper communication so as to effectively 

avoid any kind of misunderstanding or misinterpretation among individuals. That‘s 

why linguists think it is an exceptional language that will certainly keep its 

universality as well as the top position over other languages, to reach as a prediction 

3billion English speakers by the year 2040 (Graddol, 2006; cited in Harmer, 2007, 

p.18) , despite the criticism and negative terms (such as language hegemony). 

      The expansion of English as an international language, then, is continuously giving 

birth to more calls for teaching and learning this language as its spread is predicted by 

experts not to stop in the near future. That is why, it is overwhelmed by acronyms and 

initials (like many professions and disciplines) such as GE, ESP, ESL, and EFL. 

4.1. General English (GE) 

      General English, as defined by Marko Modiano (1999) & McCrum, Robert 

(2006), is the concept of the English language as a global means/tool of 

communication in multiple dialects or accents, and the movement towards an 

international standard for the language.
 
It is also referred to as Global English, World 

English, Common English, Continental English, and recently International English; or 

these terms refer simply to the array of varieties of English spoken throughout the 

world.  

    More precisely, General English is a semi-technical term for a course in English, 

usually as a mother tongue or in an English-medium school, within a framework of 

general education. GE aims to achieve a high standard of everyday English 

communication skills for it covers the four main skills: reading, writing, listening and 

speaking. Also, it is a non-technical term for English when the language at large is 

contrasted with a usage, variety, dialect, or register. In Linguistics, a range of English 

https://en.wikipedia.org/wiki/English_language
https://www.encyclopedia.com/literature-and-arts/language-linguistics-and-literary-terms/language-and-linguistics/mother-tongue
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that includes the standard but contrasts with specific accents and dialects. 

(Encyclopedia.com) 

 

4.2. English for Specific Purposes (ESP) 

     It is misleading to continue thinking that English is only needed by linguists, 

grammarians and those who are in the English linguistics field, because the truth is 

that English is being vastly used in almost all professions. For example, students in 

Medical Sciences major need English for their courses and even pilots need English 

for their aviation courses. Therefore, English for Medical Purposes and English for 

Aviation were established to suit those specific needs. According to Crystal (1999) 

English for Specific Purposes (ESP) can be simplified as the use of a particular variety 

of the language in a specific context of use. In addition, Robinson (1991, p.20) 

mentions that ESP courses are those where the syllabus and materials are determined 

in all essentials by the prior analysis of communicative needs of the context. Dudley-

Evans and St. John (1998) have offered a modified definition of ESP by summing up 

its characteristics in two groups: 

a- Absolute characteristics 

 ESP is defined to meet specific needs of the learner; 

 ESP makes use of the underlying methodology and activities of the 

discipline it serves; 

 ESP is centred on the language (grammar, lexis, and register), skills, 

discourse and genres appropriate to these activities. 

b- Variable Characteristics 

 ESP may be related to or designed for specific disciplines; 

 ESP may use, in specific teaching situations, a different methodology 

from that of general English; 

https://www.encyclopedia.com/literature-and-arts/language-linguistics-and-literary-terms/language-and-linguistics/dialect#1O29DIALECT
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 ESP is likely to be designed for adult learners, either at a tertiary level 

institution or in a professional work situation. It could, however, be for 

learners at secondary school level; 

 ESP is generally designed for intermediate or advanced students. Most 

ESP courses assume some basic knowledge of the language system, but 

it can be used with beginners.                   

 (Essays, UK. November 2018) 

 

      In their motion, Dudley-Evans and St. John (1998) have removed the absolute 

characteristic that ‗ESP is in contrast with General English (GE) and added more 

variable characteristics. They have asserted that ESP is not necessarily related to a 

specific discipline. Furthermore, ESP is likely to be used with adult learners although 

it could be used with young adults in a secondary school setting. 

4.3. English as a Second Language (ESL) 

      According to the Online Cambridge Dictionary, ESL is referred to the teaching of 

English to speakers of other languages and who are living in countries where English 

is an official or important language. Angele Carrasquillo (1994) gives a precise and 

concise definition by saying:       

English as a Second Language, also referred to as English for speakers of 

other languages, is a specialised approach to language instruction designed 

for those who have a primary language other than English and who are 

limited in English proficiency.      (p. 4) 

                                                                                                              

      The use of the term ―specialised‖, as Angela Carrasquillo (1999, p. 5) further 

explained, connotes the use of different methods and strategies based on a wide range 

of innovative theories related to foreign language learning, and that have developed 

over years to deal with teaching-learning strategies to non-native or limited English 

speakers. Thus, an appropriate ESL program provides learners with an adequate 
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opportunity to main self-esteem, make adjustments to a new linguistic environment, 

and develop academic areas where it: 

 Emphasises communication and meaning; 

 Integrates the four skills (reading, writing, listening, and speaking) four 

functional context of learning and communication development; 

 Recognises learner‘s prior linguistic, conceptual, and cultural 

experiences so as to build proficiency in English; 

 Respects the values and traditions of learners‘ cultural heritage. 

 

      The major objective, so far, behind the implementation of English as a Second 

Language programs is to prepare learners to function successfully in classrooms where 

English is the medium of instruction for all subjects areas or modules. ESL teaching 

equips learners with several opportunities to learn English systematically and 

cumulatively moving from concrete to abstract levels of language. 

4.4. English as a Foreign Language (EFL) 

      Tsuda (2008, p. 54) claims that almost 86% of people around the world learn 

English as a foreign language. These people, according to Tsuda, have greater chance 

to get a position that is more prestigious when they become more fluent and competent 

in English than their native languages. This increase in learning and teaching English 

throughout the world during recent years in both state and commercial educational 

institutions has produced a new cadre of professionals or teachers of EFL. What is 

meant by this acronym then? 

      EFL is a traditional term that refers to the use or study of the English language by 

non-native speakers in countries where English is generally not a local medium of 

communication. EFL corresponds roughly to the Expanding Circle described by 

linguist Braj Kachru in "Standards, Codification and Sociolinguistic Realism: The 

English Language in the Outer Circle" (1985). 

https://www.thoughtco.com/what-is-the-english-language-1690652
https://www.thoughtco.com/expanding-circle-english-language-1690619
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                     Figure 1: Kachru’s Circles, 1985 (in Harmer, 2007, p. 17) 

 

      According to Braj Kachru, the expanding circle as pictured in figure1 represented 

those countries where English was learnt as a foreign language. So, unlike ESL, EFL 

describes a situation where students are learning English in order to use it with any 

other English speakers in the world (Harmer, 2007) when the learners, for example, 

might be tourists or business people. But it (EFL) is often studied in their countries, or 

sometimes on short courses in Britain, USA, Australia, Canada, etc.  

      The universality of English as a language in almost every field of life, let scholars, 

academics, educationists, and decision makers think of common methods and 

approaches to teach/learn this language. Hence, the next coming step will be dealing 

with some of these methods/approaches to ELT. 

5. On-going Methods/Approaches for English Language Teaching 

(ELT)  

      Methods and Approaches of language teaching and learning in general and English 

in specific, have been on-going since the time of Comenius in the 17
th

 century, if not 

before. The complexity of contexts and the greater appreciation of the issues lead us to 

the conclusion that the panacea of a single, universal, optimum method for teaching 

and learning modern languages does not exist. Instead, teachers now acknowledge the 
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need to adopt an informed eclectic approach, incorporating elements from the range of 

methods available. Most ELT programs today emphasise oral communication and 

fluency to enable their learners‘ know-how to use the language in real life situations. 

5.1. Communicative Language Teaching (CLT)/ Communicative Approach 

(CA)  

      This approach, also known as ―Functional-National‖ Approach, emerged in the 

1970s as a result of the Council of Europe‘s experts‘ work. The CA was mainly 

designed to meet adult learners‘ needs, tourists, or people engaged in academic, 

cultural, technical or economic activities. Yet, it can be traced back to the work of 

Chomsky in 1960s when advancing the two notions of ‗competence‘ and 

‗performance‘ as a reaction to the prevalent ALM and its view on language learning. 

      There are a lot of origins to the Communicative approach. It could be said that it is 

the product of educators and linguists who had not been satisfied with the ALM and 

the GTM (Morea, 2009). Lindsay and Knight (2006) think that these methods put 

little, if any, emphasis on the ability to communicate or interact (p.20). In fact, as 

previous methods failed at producing learners who could communicate effectively, 

there was a growing recognition among both linguists and educators of an urgent need 

for reform. As clearly stated by Allen & Widdowson (1975): 

There is need for a new approach to language teaching which will 

shift the focus of attention from the grammatical to the communicative 

properties of language in order to show the student how language 

system is used to express scientific facts and concepts.  (pp. 1-2) 

 

      Thus, proposals for an urgent reform in ELT were the key factor that accelerated 

the development and the adoption of the communicative approach. Communicative 

language teaching was also influenced by developments in the way the language was 

described taking into account the communicative function of language. If we want to 

characterize the pedagogy of the last fifteen to twenty years in one word it would 
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definitely be ―communicative‖. Widdowson (1980) believes that it is of course the CA 

which is in current fashion in methodology (pp.102-103). He continues his description 

of the CA as follow: 

…it concentrates on getting learners to do things with language, to express 

concepts and to carry out communicative acts of various kinds. The content of 

a language course is now defined not in terms of forms, words and sentence 

patterns, but in terms of concepts, or notions, which such forms are used to 

express, and the communicative functions which they are used to perform.    

  (p. 159) 

    Obviously, the communicative Approach is being widely used and welcomed by 

many schools and institutions around the world where syllabuses are designed, 

textbooks are published, and curricula are developed. And this is the opinion of 

Richards and Rogers when they remind us that: 

The work of the Council of Europe; the writings of Wilkins, Widdowson, 

Candlin, Christopher Brumfit, Keith Johnson, and other British applied 

linguists on the theoretical basis for a communicative or functional approach 

to language teaching; the rapid application of these ideas by textbook writers; 

and the equally rapid acceptance of these new principles by British language 

teaching specialists, curriculum development centers, and even governments 

gave prominence nationally and internationally to what came to be referred to 

as the Communicative Approach, or simply Communicative Language 

Teaching.                       (2001, p. 154) 

 

      Such wide acceptance of CA and its varied way of interpretation and application 

can be attributed to the fact that practitioners from different educational traditions can 

identify with it and therefore interpret it in different ways. For some, Communicative 

Language Teaching means little more than an integration of grammatical and 

functional teaching. Moreover, Littlewood (1981) argues that communicative language 
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teaching pays systematic attention to functional as well as structural aspects of 

language.  

    Yet, we have to mention that Communicative Language Teaching (CLT) has two 

versions: ‗strong‘ and a ‗weak‘ version. Howatt (1984, p. 279) distinguishes between 

them by stating that there is a ‗strong‘ version of the communicative approach and a 

‗weak‘ version. The weak version, on the one hand, which has become more or less 

standard practice in the last ten years stresses the importance of providing learners 

with the opportunities to use their English for communicative purposes and, 

characteristically, attempts to integrate such activities into a wider program of 

language teaching. The ‗strong‘ version of communicative teaching, on the other hand, 

advances the claim that language is acquired through communication, so that it is not 

merely a question of activating an existing but inert knowledge of the language, but of 

stimulating the development of the language system itself.   

      Examples of those who have knowledge about the language without being fluent 

are numerous (weak version of CA), but we should train ourselves as learners of a 

certain language, English for example, to use it daily and in different contexts 

(communication) to learn English (strong version of CA). The following principles 

that characterize the Communicative Language Teaching as an approach can support 

our comment because in CA environment: 

As Richard & Rodgers (2014, p. 95) state it rightly so,  

 Learners learn a language through using it to communicate. The CA provides 

communicative functions (uses) and notions (semantic themes & language 

items) to reflect real life use of the language; 

 Authentic and meaningful communication should be the goal of classroom 

activities, whereas grammar is taught as a language tool; 

 Fluency is an important dimension of communication and errors are tolerated; 

 Communication involves the integration of different language skills such as 

speaking, reading, and listening together; 
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 Learning is a process of creative construction and involves trial and error; 

 Let student induce or discover grammar rules. 

 Limitations of the Communicative Approach 

    Like the previous methods and approaches, the CA has been subjected to many 

criticism, more precisely: 

 It relies on the functional-national syllabus which places heavy demands on the 

learners, chiefly at the first stages of language learning; 

 Language functions are overlapped as they are not systematically graded like 

the structures of the language, thus, confusion and difficulty while teaching 

these functions take place; 

 No overt error correction and any kind of such process should be incidental not 

systematic. Prabhu (1987) states that incidental correction, by contrast to the 

systematic type, is confined to particular items. So, the error is corrected but 

there is no generalization to the type of error it represents; 

 Syllabus modification by the teacher to comply with every single learner‘s 

needs and interests seem unrealizable and far reaching. 

(Harmer, 2007, p. 70-71) 

      Despite these drawbacks, the Communicative Approach to Language Teaching has 

left an indelible mark on teaching and learning, resulting in the use of communicative 

activities in classrooms all over the world up-to-date.                           

5.2. Task-Based Approach (TBA) 

      Task-based language teaching is an approach which uses tasks as the core unit of 

planning and instruction in language teaching. TBA, TBI (Task Based Instruction) or 

TBL (Task Based Learning) was developed in the 1980s by Dave Willis and Jane 

Willis who presented it as a logical development of Communicative language 

Teaching as it draws some of its principles where: 

 



31 
 

 Activities that involve real communication are essential for language learning; 

 Activities in which language is used for carrying out meaningful tasks 

promote learning; 

  Language that is meaningful to the learner supports the learning process. 

      Harmer (2007, p. 71) suggests that TBL makes the performance of meaningful 

tasks central to the learning process, i.e. learners are presented with a task they have to 

perform or a problem that needs to be solved. The teacher, at this stage, does not 

interfere until the given task has been completed by the learners. He, then, discusses 

the language that was used, makes corrections, and adjusts their performance. Hence, 

TBA can be seen as a sort of PPP (Presentation Practice Production) upside down 

(Willis, 1994, p. 19). 

 

Figure 2: The Willis TBL Frame Work (Harmer, 2007, p. 71) 

 

      In TBLT, learning is promoted by giving students tasks to be done while using the 

target language (Lindsay and Knight, 2006, p. 23). Tasks are believed to foster 

processes of negotiation, modification, rephrasing, and experimentation that are at the 

heart of Second Language learning. This statement brings us to question what is then a 

task? David Nunan (1989) in his book Designing Tasks for the Communicative 

Classroom, offers this definition: 

...the communicative task [is] a piece of classroom work which involves 

learners in comprehending, manipulating, producing or interacting in the 

target language while their attention is principally focused on meaning 
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rather than form. The task should also have a sense of completeness, being 

able to stand alone as a communicative act in its own right.    (1989, p. 10) 

 

       It is clear now that tasks are the key element of TBA, task types are important, 

because they should reflect types of situations in which language might be used by the 

students and also types of activities in which students practice certain functions of 

language. Therefore, according to Hanušová Svěltana (2004) the typology of the TBA 

can be the following: ordering; sorting/classifying; listing; comparing/matching; 

problem solving; creative tasks/projects; sharing personal experience/anecdote telling. 

5.2.1. Advantages of TBA 

      According to Feez (1998), six main factors in this approach encouraged the 

migration towards its adoption by many educational systems in the world: 

 The focus is put on process rather than product; 

 Basic elements are purposeful activities and tasks that emphasize 

communication and meaning;  

 Learners learn language by interacting communicatively and purposefully 

while engaged in the activities and tasks; 

 Activities and tasks can be either: those that learners might need to achieve in 

real life; those that have a pedagogical purpose specific to the classroom; 

 In TBA, activities and tasks are sequenced according to difficulty; 

 The difficulty of a task depends on a range of factors including the previous 

experience the learner, the complexity of the task, the language required to 

undertake the task, and the degree of support available. 

      Institutions around the globe, those which adopted the TBA, found that with task -

based instruction and authentic materials, learners could make progress swiftly and 

were able to use what they have learnt, as far as foreign language is concerned, in real 

world circumstances, with an acceptable level of efficiency after quite short courses 
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though their grammar structures as well as lexis were remote from perfect. (Shehadeh, 

2005, p. 14)  

5.2.2. Disadvantages of TBLT 

      In spite of the abovementioned advantages, the Task-based Approach faced many 

opposite views that attacked it through counting a number of limitations. Littlewood 

(2004a), Guy Cook (2005), Richards &Rodgers (2014), and Seedhouse (1999) point 

out that: 

 It requires a high level of creativity, initiative, and time on the part of the 

teacher. If the teachers are limited to more traditional roles or do not have 

resources, this type of teaching may be impossible; 

 It requires resources beyond the textbook and related materials usually found in 

language classrooms; 

 It needs individual & group responsibility, and commitment on the part of 

students since it is not a teacher-centered method. If learners are notably 

lacking these qualities, difficulty in implementing TBL appears; 

 There is naturally more concern for using lexis and lexical chunks than for 

grammar and grammatical accuracy; 

 Pressure of time may well force learners to make use of language that can be 

readily accessed rather than to attempt to create language in real time; 

 Evaluation in TBL can be difficult; the nature of task-based learning prevents it 

from being measurable by some of the more restricted and traditional tests. 

       

     In short and regardless criticism, it is the sequence of tasks, in TBL, that is the key 

to success although such process consumes both time and efforts. It enables learners to 

create many opportunities to practice and recycle the vocabulary or structures that they 

have just been taught or exposed to. Then, it is the dependence on tasks as the primary 

source of pedagogical input in teaching in favour of systematic grammar syllabus that 

made TBL the one it is today. 
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5.3. The Lexical Approach (LA) 

      Promulgated notably by Lewis (1993, 1997) and Willis (1990), the lexical 

approach to language teaching began in the early 1990s as a reaction to traditional 

structural syllabuses which viewed vocabulary and grammar as the building blocks of 

language. The Lexical Apprroach to language teaching has received great interest in 

recent years as it is based on the idea that lexical competence is fundamental, because 

vocabulary represents the vehicle needed to express ideas and communicate meaning 

in the target language. Lewis (1993, p. 95), suggests that: this approach focuses on 

developing learner‘s proficiency with lexis, or word and word combinations. 

      One of the fundamental principles distinguishing this approach from more 

conventional language teaching approaches is that grammar plays a subordinate role to 

lexis, and the emphasis goes rather to multi-word prefabricated chunks (Harmer, 2007, 

p.74).  Richards & Rodgers (2014, p. 2015) claim that: 

A lexical approach in language teaching refers to one derived from the belief 

that the building blocks of language and communication are not grammar, 

functions, notions…but lexis. A lexical approach reflects a belief in the 

centrality of the lexicon to language structure, second language learning, and 

language use, and in particular to multi-word units, or chunks.   

                                                                                          

      Hence, language is not analysed in terms of sentence level grammatical structures 

and the vocabulary items that are slotted into them (i.e., lexicalized grammar). Within 

a lexical approach, language is considered to comprise prefabricated expressions and 

phrases, usually referred to as lexical units or chunks that are a central feature of 

naturalistic language use. According to Richards & Rodgers (2014) there are- from the 

perspective of language production- advantages in building utterances from ready-

made chunks rather than from single lexical items since the ability to call on chunks is 

an important factor that enhance speech fluency. 
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      Moreover, LA not only encouraged reconsideration of the importance of grammar 

to the teaching/learning process in favour of lexis, it also served to eliminate 

randomness from the way lexis had been introduced in traditional language classes. 

Therefore, classroom practice based on a lexical approach, as explained by the linguist 

John Racine (2018, pp. 1-2), may be considered to be a type of communicative 

language teaching (CLT) where language learning is said to stem largely from 

listening and reading input; the communicative competence is the ultimate goal and 

the emphasis is placed on using the language successfully, rather than accurately. Error 

is intrinsic to the learning process and sociolinguistic and communicative competence 

is expected to precede grammatical competence. Thus, activities used with the lexical 

approach include:  

 Awareness activities: to facilitate the noticing of chunks such as the use of 

corpora; 

 Training in text chunking: to raise awareness towards chunks and how they 

operate; 

 Memory enhancing/elaboration activities that learners perform with regard to 

the meaning or the form of the words and phrases; 

 Re-telling: learners work on summarizing or retelling what they have read 

(after studying a text) but attempt to use the same chunks that appeared in the 

text. 

                                                     (Richards & Rodgers, 2014, p. 223) 

      Classroom procedure involves the utilization of both receptive and productive 

skills. A typical class might consist of all of the following: raising 

awareness/discovery of lexical chunks, adding knowledge of usage restrictions to 

vocabulary already known by learners, providing practice opportunities for 

communicative use, and encouraging the retention of lexical knowledge by way of 

elaborative tasks, vocabulary notebooks, and other means. 
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      Such type of activities would steer us away from an over-concentration on syntax 

and tense usage (with vocabulary slotted into these grammar patterns) towards the 

teaching of phrases which show words in combination, and more importantly draw 

learners‘ attention to lexical collocations that develop autonomy in language learning 

(Harmer, 2007). Similarly, Hill (2000, cited in Richards & Rodgers, 2014, p. 225) 

suggests that classroom procedures involve:  

a) Teaching individual collocations; 

b) Making students aware of collocations; 

c) Extending what students already know by adding knowledge of collocation 

restrictions to known vocabulary; and  

d) Storing collocations through encouraging students to keep a lexical 

notebook.  

 

       The learning of collocations, indeed, is one aspect of language development which 

is ideally suited to independent language learning (Woolard, 2000, p. 35). Besides, the 

well-selected chunks in the syllabus that offers the learner the practical value of being 

among the most frequent, and hence most useful, elements of the language. 

     Obviously, like all other methods and approaches in ELT, the Lexical Approach 

has not been without its critics, and here is some of what they have put forward: 

 the Lexical Approach, particularly Michael Lewis's over-reliance on Krashen's 

view of language acquisition and a lack of guiding principles for building a 

syllabus (Thornbury, 1998); 

 Lindstromberg (2003) argues against a strong version of the LA, whose 

proponents downplay the importance of meaning at the word level: they argue 

that words as such are devoid of meaning without context. 

 Michael Swan sees that Chunks in the classroom do not let us go overboard, 

and here is what she says: 
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Much of the language we produce is formulaic, certainly; but the rest has to 

be assembled in accordance with the grammatical patterns of language [...]. 

If these patterns are not known, communication beyond the phrase-book 

level is not possible - as somebody memorably put it, language becomes all 

chunks but no pineapple.     (2006, p. 6) 

 

      To sum up, the giant work done by Lewis and Willis (Harmer, 2007; Richards & 

Rodgers, 2014), represented in the proposal of lexical approach, has certainly drawn 

the attention of many scholars as well as linguists to facts about the composition of 

language; but this proposal lacks a set of pedagogical principles or syllabus 

specifications which could be incorporated into an approach or a method. 

5.4. The Objective-Based Approach (OBA) 

      Frederick Taylor (1947), one of the founders of industrial psychology and who 

elevated job analysis to a science, states that the Objective-Based Approach had 

emerged in the United States in the 1930s in a socio-economic rationalism of industrial 

production processes, particularly in Motor Manufacturing Companies. The 

implementation of this working method relies on specialising a task to the extreme 

through repetitive actions in a single production process. It postulates that the focus 

must be put on observable behaviours and measurable learning by using proper 

techniques. 

      The idea, further, promoted by Ralph Tyler in 1935, initiator of the OBA is to 

propose a scientific and rational education that is adaptive to human needs as well as 

society values, and translate them to goals or objectives. Tyler emphasised the idea 

that the formulation of these objectives should be based on activities that are seen from 

the learner‘s perspective not from the teacher‘s project point of view (Benabed, 2011, 

p. 29). To express it differently, Brian Davis (2018), 32-Year Veteran of Athletic 

Academic Support in the USA, thinks that: 
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Clear goals/objectives, with actionable steps and quantifiable outcomes, are 

just as vital to academic success. Students need to know what is expected 

from them, but many of the current learning models are simply focused on 

time-based measures, making sure students are in study hall at the 

scheduled time and for a pre-determined duration. (Team works, Oct 2018) 

 

      To synthesise, the educational objectives should be defined in terms of expected 

behaviours, reactions and consciousness; the teaching-learning process, then, will be 

more effective as long as we identify clearly the expected (observable) results/ 

behaviours from our learners at the end of a lesson, sequence or unit regardless of how 

much time is needed.  

5.4.1 Pedagogical implications 

      The OBA revolves around two main concepts (Mager, 1975; Hameline, 1979) 

namely the general objectives & specific objectives. The former which represents a 

particular point in the general orientation of the curriculum, is a statement of the 

pedagogical intention describing one of the learning outcomes in a single activity in 

terms of learner‘s capabilities.  The latter (also called operational objective) describes 

the trend of the learning activity results from the breakdown of a general goal in as 

many statements as necessary. Thus, four operational requirements, as claimed by 

Hameline (1979, p. 9), should be met:  

 Unequivocally describes the teaching content; 

 describes learner‘s activity in terms of observable behaviour; 

 mentions the conditions under which the desired behaviour must occur; 

  indicates to what level learner‘s final outcome should be and what criteria will 

be used to evaluate the outcome. 

      Therefore, the development of the concept ‗objective‘ and its operational 

applications have been closely associated with the idea of planning methodological 

teaching activities depending on a systematic approach that includes the needs 
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analysis, the purpose of learning objectives, the choice of the teaching methods, and 

finally the assessment of the learning outcomes. All these procedures aim at 

monitoring the attainment of the expected objectives. 

       5.4.2. Benefits of OBA 

      Bulter Mollie (2004) and Tam Maureen (2014) agree upon four main advantages in 

the Objective-based Approach. They describe it as clear, flexible, comparable, and an 

involving approach. Let us explain these beneficial features based on Butler and 

Maureen visions: 

 Clarity: a clear expectation of what needs to be accomplished by the end 

of a course is created through the focus on outcomes. Learners will 

understand what is expected from them and teachers will know what is 

required to teach during the course. 

 Flexibility: on the one hand, teachers, with a clear sense of what needs 

to be accomplished, will be able to structure their lessons around the 

learners‘ needs owing to the freedom spared to them (teachers) by the 

OBA that does not necessitate the use of specific methods while 

teaching. And on the other hand, learners in OBA classes are the centre 

of learning (learner-centred) where teachers are meant to guide and help 

their learners to achieve the designed goals. 

 Comparison: OBA can be compared across different institutions. On an 

individual level, institutions can look at what goals a student has 

achieved to decide what level this student would be at within a new 

institution. On an institutional level, institutions can compare 

themselves, by checking to see what objectives they have in common, 

and find places where improvements are needed, based on the 

achievement of outcomes at other institutions. The ability to compare 

easily across institutions allows students to move between institutions 

with relative ease.  
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 Involvement: Student involvement in the classroom is a key part of 

OBA. In order to gain a full understanding of the material, learners are 

guided to do their own learning which, in turn, allows them to feel 

responsible for their own learning styles and strategies to attain the 

desired goals/objectives. Other aspects of involvement are parental and 

community, through developing curriculum, or making changes to it as 

OBA outcomes are meant to be decided upon within a school system, or 

at a local level.  

       5.4.3. Drawbacks of the OBA 

      Many disadvantages have, however, been identified within this approach. Doctor 

Ammar BENABED (2011, p. 31), Head of the English Department in the University 

of Tiaret, has mentioned some of them: 

 The difficulty to choose the right degree of specificity of objectives at the 

operational level; 

 The rigidity of the formal statement of goals and the danger of focusing on 

‘trivialities‘ that leads to losing  the opportunity to concentrate on the teaching-

learning process; 

 A number of evaluation mechanisms have primarily focused on easy goals to 

measure instead of assessing more important objectives; 

 Focus on evaluating the products rather than the processes. 

 

      The abovementioned limitations made it impossible to attain the basic assumptions 

underlying the OBA. Moreover, the definitions of the outcomes decided upon are 

subject to interpretation by those implementing them. Across different programs or 

even different teachers, objectives could be interpreted differently, leading to a 

difference in education, even though the same goals were said to be achieved 

(Maureen, 2014). By outlining specific outcomes, a holistic approach to learning is 

lost. Learning can find itself reduced to something that is specific, measurable, and 
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observable. As a result, outcomes are not yet widely recognized as a valid way of 

conceptualizing what learning is about.  

 

Conclusion 

      In this chapter, we attempted to focus on English as a global language from 

different angles. We stated first a brief history of English language/teaching, and then 

we moved to talk about the effect of English as a universal language on other 

languages and cultures. We further dealt with English as a lingua franca (World 

Englishes, which means all the varieties of English developed in several English 

speaking coutries) and the future of English as the world‘s language. At the end of this 

chapter, we spot light on the on-going methods and approaches for the teaching of 

English language. As the Competency-Based Approach is the area of our interest in 

this research, we are going to spare more space for this subject in the next chapter. 
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CHAPER TWO 

The Competency-Based Approach (C.B.A) 

Introduction  

      English as a language has a paramount and an indispensable place as an 

international language since it is the mostly used language in the world because of 

advances in technology and globalisation in the 21
st
 century. The need for English as a 

medium of communication (Kennedy, 1983) is increasing daily due to the growth of 

business and occupational mobility which, in turn, necessitates the integration of this 

language to education either as first, second, or third language for most countries. The 

latter have, then, adopted different methods and approaches in their educational 

systems (Harmer, 1991) to develop English language teaching and learning. 

      A common way, therefore, to enhance and develop English learning is to, first of 

all, make righteous decisions about what and when to teach, how to present the 

knows/teach, and finally how to evaluate and assess what has been taught or learnt so 

far. Richards & Rodgers (2014) remind:  ―what is learned is assumed to be the result 

of what is taught and how well is it taught‖ (p. 150). This process depends greatly 

upon a well-designed syllabus and an effective teaching method/approach to build 

competent learners who are ready to use (communicate) the language (English in our 

case) inside the classroom and in real life situations. 

      In this chapter, we are going to describe one of the on-going and famous 

approaches that focus on learning out-comes in language teaching, i.e., what the 

learners can do with the language rather than how much they know about it. We will 

deal with the Competency-Based Approach (CBA) or more precisely the Competency-

Based Language Teaching (CBLT). 

1. Competency-Based Language Teaching (CBLT) 

      CBLT was, and still, is receiving much attention -though it is not a new trend - as 

more institutions develop programs based on building students‘ competencies towards 

foreign language learning. CBE or Competency-based Education has gained popularity 



44 
 

with learners due to its flexible structure (competency-building) and affordability. As 

the name suggests, these programs are based on the development of learning 

competencies applicable to a particular career. 

1.1. History and Definition 

      CBLT is a part of a well-known approach called CBE or Competency-Based 

Education which emerged around the 1970s in the USA where it was used in 

vocational training programs. The approach spread to Europe in the 1980s and by the 

1990s, it was being used in Australia too, to measure professional-skills. Throughout 

its evolution, CBE has been known by a variety of names including: performance-

based learning, criterion-referenced learning, and capabilities-driven instruction 

(Bowden, 2004). CBE expressly focuses on what learners can do rather than on what 

they know (Smith & Patterson, 1998) because there is no conclusive evidence showing 

a link between knowledge about a subject and the ability to use that information in 

context. Shenck (1978) assumes that flexibility is the prominent feature in CBLT 

because it enables learners, teachers, and society as a whole to cope with the changing 

needs in everyday life. He states that: 

Competency-based education is…an outcome-based and is adaptive to the 

changing needs of students, teachers, and the community. CBE is based on a set 

of outcomes that are derived from an analysis of tasks typically required of 

students in life role situations.  (p. vi)  

 

      CBE, then, is an educational movement that gives much importance to the 

outcomes or outputs of learning in the development of language programs. And 

through implementing CBLT, which is the application of the principles of CBE to 

language teaching (Richards & Rodgers, 2014), we can see what learners are expected 

to do with the language however they learned to do it. Similarly, Richards & Rodgers 

confirm that CBLT advocates defining educational goals in terms of precise 
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measurable descriptions of knowledge, skills, and behaviours which learners should 

possess at the end of a course of study. According to Docking (1994), CBLT: 

…is designed not around the notion of subject knowledge but around the notion 

of competency. The focus moves from what students know about language to 

what they can do with it. The focus on competencies or learning outcomes 

underpins the curriculum framework and syllabus specification, teaching 

strategies, assessment and reporting.   (p.16) 

      To widen the scope, CBLT came against the idea that language competencies are 

developed through experience, but designers of this approach believe that 

competencies are better ameliorated by programs based on a performance outline of 

language tasks that lead to demonstrated mastery of language associated with specific 

skills that are necessary for individuals to function proficiently in the society in which 

they live (Grognet & Crandall, 1982).  

      To put it simple, CBLT demands that language should be connected to a social 

context rather than being taught in isolation. It requires learners to demonstrate that 

they can use a language to communicate effectively and to some extent fluently in 

multiple situations either in or out school. Thus, the competency-based approach to 

teaching English is similar to communicative teaching (CA), in some ways it could be 

considered as an adequate communicative teaching that goes one step further by 

making sure that the learners can apply what they learn in class to real-life situations 

outside the school.   

      In the CBLT, learners study English within situations and contexts that are varied 

and relevant.  In other words, the language is introduced and practiced in different 

situations that are similar to situations which might occur in real-life. The aim is to 

help learners develop language and problem-solving abilities that they can use in new 

and challenging situations in and out school. Therefore, learners will see learning 

English as useful to their school life as well as their future career.  
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1.2. Problem-Solving Situation 

      Considering some scholars‘ definitions, a problem situation is the process of 

working through details of a problem to reach a solution. Problem solving may include 

mathematical or systematic operations and can be a gauge of an individual's critical 

thinking skills. Indeed, it is an obstacle to surmount, a hurdle to pass, or simply a 

problem for which a solution must be found. Astolfi (1993, cited in Perrenoud 1999a, 

p. 319) explains: ―Problem situation is centred on an obstacle to overcome through 

hypothesis generation, the problem to surmount needs to be challenging but not 

unsolvable.‖                                                                  . 

     To consolidate this view, Hanlie Murray, Alwyn Olivier and Piet Human (1998) 

from the University of Stellenbosch in South Africa  had completed several studies on 

young learners‘ understanding of particular concepts before, during, and after 

instruction ant arrived at a conclusion which sees that: 

 Learning occurs when students grapple with problems for which they have no 

routine methods. Problems therefore come before the teaching of the solution 

method. The teacher should not interfere with the students while they are 

trying to solve the problem, but students are encouraged to compare their 

methods with each other, discuss the problem, etc.   (p. 169) 

 

      The Competency-Based Approach, thus, recommends to teachers to place learners 

in front of problem-based situations to reflect on, rather than spoon-feed them with 

ready-made information that will no longer motivate them to assume their own 

responsibilities towards learning. Problem solving situation concerns a teaching 

situation in which the proposed tasks conduct learners to solve a problem. Merieu 

(1991; cited in Benabed, 2011) recommends: 

A didactic situation requires (…) that we have identified a task that can, at the 

same time, mobilize the interest of the subject and draw up a barrier that the 

objective aims to overcome. It is fitting to set up a set of obstacles hindering the 
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subject, in attaining the outcome of this task, to surmount the obstacles without 

learning. It is only the presence these constraints which allows the transformation 

of the obstacle into a problem to be solved, then, the presence of the appropriate 

resources that will give about how to build himself the solution and hence to carry 

out the learning process.   (p. 37) 

 

      Merieu‘s view suggests that knowledge acquisition requires special provision from 

teachers and course designers to enable learners to construct their own knows through 

problem-solving situations while implementing the proposed tasks. CBLT, therefore, 

is meant to place learners in situations that test/check their capacities to overcome 

obstacles and problems; make learners think and they learn by doing. What counts is 

what the students can do as a result of specified instructions in terms of behavioural 

objectives so that they know exactly what behaviours are expected of them. The 

emphasis is on overt behaviours rather than on knowledge or the ability to talk about 

language and skills. So, this approach gives priority to task or performance-centred 

orientation as languages are best learned when they are used in problem-solving 

situations (Ministry of National Education, 2005, p.8). 

2. Competencies within CBLT 

     According to Richards & Rodgers (2014, pp. 153-154), in competency-based 

learning, there are said to be several advantages behind the emphasis on building 

competencies from the learner‘s point of view: 

 The competencies are specific and practical to the extent that serve learner‘s 

needs and interest; 

 The learner can judge whether the competencies relevant and useful; 

 Competencies can be mastered one at a time so the learner is able to notice 

what has been learnt and what still remains to be learned. 
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      So, the designed competencies which will be taught and tested are specific and 

public, hence, the learner knows exactly what needs to be learned through interaction, 

interpretation, and production. The focus is always on overt behaviours rather than on 

knowledge or the ability to talk about language and skills. 

2.1. Interactive Competency 

      Interactive competency or competence is the ability to orally use the language to 

interact with others; create social relations, express needs, understand and address 

others‘ requirements to get things accomplished. Engaging in a discussion is an 

example of using one‘s interactive competency. 

        CBLT recommends students to use the language in authentic situations likely to 

be encountered outside the classroom. For instance, a student might have to fill in an 

application form, provide a personal medical history, ask for and give directions. 

Although students must practice in order to become competent, competencies are not 

practice activities. Competencies are not activities done for the sake of giving a student 

a grade, nor are they done only to allow a student to become better at a task. 

Competencies are practical applications of language in context (Griffith, 2014, p.2). 

2.2. Interpretive Competency 

        Well-designed competencies targets learners ability to understand both written 

and spoken language through reading & listening; it includes several components. 

First, they describe the specific knowledge and skills that can be applied to novel and 

complex situations. The knowledge and skills must have value beyond the classroom 

because if you teach the principles and how to learn, that knowledge will be useful for 

a student‘s whole lifetime. 

        For example, the ability to understand emergency instructions is important 

outside the classroom and that knowledge will be useful for years in the future. Next, 

each competency must have clear performance criteria that allow students to know 

where they are, and what they need to work on to improve. Each task requires its own 
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specific rubric identifying specific weaknesses and strengths. Finally, the competency 

must be personalized (Sturgis, 2012). 

 

2.3. Productive Competency 

      The productive competency is the ability to produce coherent, appropriate and 

relevant messages in writing and speaking. It is also the capacity to effectively express 

ideas and organize thoughts in a suitable way. Put differently, instead of being 

knowledge-focused, competency-based courses are built around the skills necessary to 

carry out specified tasks. Therefore, key competences or basic competencies should be 

determined according to the analysis of external demands and by careful consideration 

of students‘ needs to provide them with a stance that gives them a firm grounding and 

an ability to co-ordinate their actions with high-speed changes in the world. 

3. Supporting Competencies 

      In order to develop the previously mentioned competencies; interactive, 

interpretive, and productive competencies, language learners also need to develop 

supporting competencies (Linguistic competency & language strategies). The Algerian 

English Curriculum for Middle School (AECM), regarding the competency-based 

approach, has defined them as follow: 

3.1. Linguistic Competency 

    Linguistic competency includes the learning and mastery of grammar rules, 

pronunciation, and the vocabulary needed in a given context. There is a separate set of 

descriptors of linguistic competency for each grade level. Whereas the second 

supporting competency is: 

3.2. Language Strategies 

      Language strategies are ways that help students acquire, remember, organize and 

use information on an on-going basis. The language strategies are incorporated into the 

competencies, rather than listed separately. Moreover, John Burke (1989) believes that 

competencies support language learning by: 
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 Introducing learning to the critical competencies required for success in 

language use or communication; 

 Establishing principles for measuring learner performance, skills, and abilities; 

 Providing the basic conceptual structure for identifying learning options, 

curriculum, and programs to meet learners requirements; 

 Sustaining effective suggestions for group learning, as well as project-related 

learning needs; 

 Offering measures for weighing how well learning has occurred, both at the 

individual and organizational level. 

 

      We believe that either basic or supporting competencies need to consist of a 

detailed description of the necessary skills, attitudes, knowledge, and behaviours 

required for operative performance. This is normally implemented in a real-world task 

or activity that can be related to any domain of life to help leaners survive when 

encountering new environment. Achieving this goal is one of the advantages of CBA. 

4. Benefits of the Competency-Based Approach 

      What is unique about CBA/CBLT is that it focuses on what learners can practically 

do with knows (English language here) and not on how much knowledge they gained 

about these knows. In this approach, students work at their own pace to demonstrate 

mastery in the competencies necessary for their chosen field of study where learner-

centeredness is emphasised. This leads us to wonder about the key benefits 

accompanied with the implementation of CBA to language teaching or CBLT; 

Auerbach (1986, pp.414-415), Findley & Nathan (1980, p.224), and Richards & 

Rodgers 2014, p.153) believe that this approach differs from the other ones (namely 

the Task-based Approach & Objective-based Approach), as it is:  

 Flexible 

      Competency based programs structure objectives depending on the individual 

learner in terms of needs; prior learning and achievement are taken into account in 
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developing curricula. There is no rigid schedule in these programs, no set semesters 

and no classes. Instead, students guide their learning and control when and where they 

complete projects and assessments. Learning, then, is not time-based. The students 

progress at their own rates and concentrate on just those areas where they lack 

competence (Richards & Rodgers, 2014, p. 153). 

It is also: 

 Self-paced 

      The focus of CBA is on the final outcomes which are public knowledge, known 

and agreed upon by both learners and teachers, and not the journey. This enables 

students to control their pacing because they are not confined by a set learning process. 

As soon as a student feels they can prove mastery, they can take an assessment, 

receive credit and start on the next material. Moving as slow or as fast as they wish, 

students are able to complete a degree when they are ready. CBE follows a continuous 

and on-going assessment where learners are pre-tested to determine what skills they 

lack and post-tested after instruction in that skill. If they do not achieve the desired 

level of mastery, they continue to work on the objective and are tested (Richards & 

Rodgers, 2014, p.153).  

As it is also: 

 Engaging:  

       Increasing student engagement is one of the strongest outcomes of competency-

based education. Students are more engaged with the material because they have 

ownership over their learning. They are empowered because they have control over 

when, where and how they learn. CBE also promotes individualized learning and 

accommodates a variety of learning styles, making it a truly personalized experience. 

This experience increases engagement because content is tailored to each student and 

more relevant. 

As well as: 
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 Affordable:  

      The cost of competency based programs varies by Institution, program and student 

pace. Many institutions have created CBE programs precisely as a strategy to increase 

learning and to lower the cost of education. Mendenhall (2012), the president of an 

American University reports that when CBE is effectively implemented, it can 

improve quality and consistency, reduce costs, shorten the time required to graduate, 

and provide us with true measures of student learning. In many institutions, the tuition 

depends on how long it takes a student to complete a degree. The faster a learner 

progresses through the material, the less expensive the program is. Since many CBE 

programs are offered online and leverage technology, operating costs are eliminated 

resulting in lower tuition fees. 

And finally: 

 Skills-based: 

      One of the key benefits of CBE is that learning centres on real-world skills and 

competency development. Programs as well as curricula are designed around 

competencies that are needed for a particular career ensuring material‘s relevance. The 

goal is to make learners autonomous individuals capable to of coping with the 

demands of the world, i.e., this approach focuses much more on successful functioning 

in society; the outcome is that students are workplace ready and have expertise in their 

chosen fields. For many students, CBE is a direct path towards a successful career.  

5. Roles in the Competency-Based Language Teaching 

     Both teachers and learners are active participants in the teaching-learning process, 

although the former‘s depends on the extent to which the teacher is primarily 

implementing a CBLT course design that has been developed by others, or developing 

a course for a specific group of learners (Richards & Rodgers, 2014, p.159). What is 

remarkable, then, with this widely spread approach is the obvious shift from the 

teacher as the only source of knowledge-provider to the learner as an autonomous 

individual, not a container to be filled with information.  
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      Indeed, it is a move from teacher-centeredness to learner-centeredness. Hannafin, 

Land & Oliver (1999) reckon that under the CBA, the increasing emphasis on learner-

centred learning has moved the centre of gravity away from the teacher and closer to 

the learner who is supposed to play important roles to achieve the target competencies. 

5.1. Learner Roles 

      It is generally believed that the role of the learners in CBLT classrooms should 

differ from those traditional methods. Learners will no longer be able to rely only on 

the teacher and the classroom as the sole sources of information. Instead, they should 

become apprentices where their roles will be to integrate, produce, and extend 

knowledge (Jones et al., 1994). Students have to take an active part in their own 

learning and work toward being autonomous learners. They learn to think critically 

and to adapt and transfer knowledge across a variety of settings (in and out 

classrooms). They ought to be committed to continuing to work on each competency, 

mastering it, and then progressing to another (Richards & Rogers, 2001; Sturgis, 

2012). 

       Resistance to this approach may be the learners‘ reaction at the beginning, 

especially if they do not see any real need for learning the language. Yet, successful 

classroom interaction depends on the students‘ participation in which they need to look 

for ways to motivate themselves and find strategies to apply information to their own 

lives and to integrate it into the classroom (Marcellino, 2005). Thus, primary roles 

assumed by the learner appear as follow in reference to the work of Richards and 

Rodgers (2014, p. 159): 

 Monitor their learning in reference to the target competencies: learners are 

required to evolve skills related to self-assessment to watch and check their 

learning progress in relation to the learning targets; 

 Develop a range of learning strategies: successful mastery of target 

competencies depends on the ability to use strategies to achieve 

communication;  
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 Effectively transfer knowledge and skills to new situations: we must prepare 

learners to implement the acquired skills inside the classroom to situations 

outside; learners should be taught to take risks in order to apply what they have 

learnt.  

 

    Ellerbusch et al. (2005, cited in Rambe, 2013, p. 51) have made an interesting 

comparison between learner‘s roles in traditional approaches and her/his roles within 

the competency based approach. This comparison is summarised in the figure below: 

 

Figure3. Learner’s Roles in CBA vs Traditional Approach, Ellerbusch et al. 

(2005, cited in Rambe, 2013, p. 51) 

    Djalal Mansour (2021), University of Constantine, sees that Learners with in CBA 

are no longer those of passive recipients of instruction and drills which they are 

supposed to rehearse. Learning by heart is overshadowed by other activities and tasks 



55 
 

that reinforce active participation and for the fulfilment of which they make adequate 

individual, pair, as well as group efforts without constantly relying to the teacher.  

     To sum up, based on CBLT framework, a good language learner is the one who has 

a strong drive to communicate or to learn from communication by doing many things 

to get their message across. He practices language and also seeks opportunities to 

attend to meaning through monitoring his speech and the speech of others, because he 

recognizes that in order to understand a message, it is not sufficient to only master the 

grammatical items or surface form of language (Rubin, 1975). On the other hand, 

teachers are considered as a support due to the sensitive roles they play to help in 

building learners‘ competencies. 

5.2. Teacher Roles 

      In CBLT classrooms, the teacher‘s role is lessened to the minimum degree but it 

remains important; his role changes from one of being an information-giver to that of a 

facilitator, motivator, and mediator. Learners should take the habit to see that their 

teachers are not spoon-feeding them but they only attempt to provide the conditions in 

which they can autonomously learn. Thus, ―the omniscient teacher has to disappear 

from the class.‖ (Bruner, 1998, cited in Benabed, 2011, p.43); we do not need him as 

sage on the stage but rather as guide on the side. This does not mean that teachers no 

longer give information, but they open the door for their learners and let them enter 

under their wise guidance. 

    CBA teachers, according to Richards & Rodgers (2014), are materials developers 

and materials resource assemblers, assessors, and coaches who guide students towards 

the use of appropriate learning strategies and to provide necessary guidance and 

support for this purpose. They provide the materials, the activities, and the practice 

opportunities to their students (Paul, 2008). The quality and authenticity of these 

materials are central to the success of the class.  

    Besides, planning becomes a central part of the teaching process. First, each 

competency has to be identified and subdivided into the relevant skills. Modules need 
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then to be developed which give students the opportunity to learn and practice those 

skills. Teachers ought to determine exactly, what and how well, students must perform 

in order to master the competency. Specific rubrics assessing each competency should 

be developed and made public to the students as from the beginning of the lesson 

(Auerbach, 1986; Richards & Rogers, 2001). 

       Teachers will have to devote large amounts of time to creating activities related to 

the specific skills necessary to fulfil the competency requirements. Significant time 

will also be required to assess students and provide specific, directed, and personalized 

feedback. Let us say that, the teacher works as much as possible to avoid the direct 

transmission of knowledge. He is then a: 

 Facilitator who plans lessons, organizes activities, and manages learner‘s 

learning. The more responsibility offered to the learner, the greater decrease is 

required in the teacher‘s role;  

 Mediator who supports the learner, takes account of his possibilities, his 

strengths, his needs, and his feelings. The teacher helps learners see realistic 

purposes behind school activities in relation to their needs and goals. They are, 

then, pushed to solve problems themselves under the teacher‘s guide but not 

authority; 

 Motivator who advises, accompanies, encourages and supports. Any teacher 

needs to implement motivational strategies so as to encourage positive attitudes 

to learning by supplying the means that make the learning process enjoyable, 

memorable, and pertinent. 

      According to Dornyei (1994; cited in Benabed, 2011, p.47) a good teacher is the 

one who is able to: 

a. Set a good example with his behaviour; 

b. Create a pleasant and relaxed atmosphere in the classroom; 

c. Present tasks properly; 

d. Develop a good relationship with his learners; 



57 
 

e. Increase learner‘s linguistic self-confidence; 

f. Make language classes interesting; 

g. Promote autonomous learning; 

h. Personalize the learning process depending on learners‘ needs; 

i. Familiarize learners with the target culture; 

j. Establish cooperative learning and maintain group dynamics. 

 

      In short, under CBLT, The centrality of the teacher‘s role lies in their ability to 

construct tasks and activities which will serve to meet the needs and expectations of 

the learners previously calculated prior to the commencement of the course (Djalal, 

n.d.). That is to say, teachers‘ roles have to comply with the underlying assumptions 

and principles of this approach. They need to shift their roles as ‗dictators‘ in the class 

to an assistant and a co-communicator to enable their learners to interact dynamically 

responsibly towards attaining the desired learning outcomes.  

 

6. Activities, Materials, and Syllabus 

6.1. Syllabus  

       CBLT syllabus design is different from those of more traditional classes though 

teachers are free to develop the strategies and tactics most likely to work in a given 

educational situation. Schenck (1978) points out that the teacher provides a list of 

competencies which the course is going to deal with, and these are typically required 

of students in life role situations, therefore, the focus is on how the students can use 

the language instead of their knowledge about the language. Within this approach, 

courses and units are developed around competencies and the skills necessary for 

mastery. Syllabi must include performance activities that allow the student to practice 

the requisite skills (Griffith & Lim, 2010; Wong, 2008).  

. This may require a shift in both thinking and organization. In many traditional 

classes, lessons are likely to be organized by topics such as present tense, past tense, 
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irregular past tense, future tense with ‗be going to‘, and so on. While these topics will 

still be taught, they will not drive the lesson nor will they be the focus (Griffith, 2014). 

Similarly, Richards and Rodgers see that: 

Instead of selecting a topic or field of knowledge that one is going to teach 

(e.g., British History, American Literature, or poetry) and then choosing 

concepts, knowledge, and skills that constitute that field of knowledge. 

Competency-based Language Teaching is designed not around the notion of 

subject knowledge but around the notion of competency. Therefore, the focus 

is on how the students can use the language instead of their knowledge about 

the language.   (2001, p.144) 

 

    Hence, if a specific competency requires, for example, a student to use the past 

tense, then teachers will introduce that form and the vocabulary necessary for the 

specific task. The tense would be taught as an integral part of the lesson, along with 

relevant vocabulary, register, pronunciation, and so on. This in turn leads us to inquire 

about the nature of activities in the Competency based Approach. 

6.2. Learning Activities 

      In CBLT, the learning activities can be described as systematically designed 

activities to achieve a certain competence. Typical areas, for which such competency-

based activities have been developed, are for example Job Application, Job Interview, 

or Work Schedules (Mrowicki, 1986). All these areas can be described as a collection 

of units of competencies which consist of specific knowledge, thinking processes, 

attitudes, and perceptual and physical skills (Docking, 1994, p.11). More significantly, 

these activities are real-world tasks which may be related to any field of life but 

especially to survival-oriented and work-related situations in a new environment 

(Richards & Rodgers, 2001). Yet, to arrive at constructing the intended skills and 

capabilities, specific type of teaching materials should be carefully prepared. 
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6.3. Materials 

        Class materials have to be oriented to doing rather than knowing. These materials 

are used to provide the learners with the essential skills, knowledge, attitudes, and 

behaviours required for effective performance of a real-world task or activity. There 

should be few exercises that require learners to fill in the blank, circle the right answer, 

or specifically test only grammar. Rather, each task should be developed around a real-

world situation requiring the use of some or all of the components of the specified 

competency. According to Richards & Rodgers (2001, p.147): 

The materials the teacher chooses are mainly ―sample texts and assessment 

tasks that provide examples of texts and assessment tasks that relate to the 

competency… A great variety of competencies should be improved by these 

tasks. On the one hand, knowledge and learning competencies as well as oral 

competencies are dealt with. On the other hand, the materials include tasks to 

improve the reading and writing competencies.                                           

                                                                                                   

      For example, if the competency is giving personal information, then tasks require 

students to use knowledge about self to produce such information. Students might 

practice by creating a family tree, talking about favourite past-times, or describing 

what they did over the weekend.  

      The activities in the CBLT classroom must be oriented toward the ability to 

successfully complete a real-world task. The most effective materials will be authentic 

sample texts related to a specific competency (e.g., completed job applications; 

recordings of a complaint about a service). The materials help provide students with 

the essential skills, knowledge, attitudes, and behaviours required to meet the 

competency standards. (Rebecca Klein-Collins, 2013). 

7. Procedure  

      Learners have to go through an initial assessment at the very beginning of a course 

in a competency-based framework where the current proficiency level of the 
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individual student is determined by the teacher. Hagan (1994) explains how the 

framework operates: 

After an initial assessment, student are placed within the frame work on the 

basis of their current English proficiency level, their learning pace, their needs, 

and their social goals for learning English. The twelve core competencies at 

stages 1 and 2 relate to general language development… At stage 3, learners 

are more often grouped according to their goal focus and competencies are 

defined according to the three syllabus standards of Further Study, Vocational 

English, and Community Access.          (p. 22)  

 

      To synthesise, according to Hagan, the students are grouped in relation to the basis 

of their current English proficiency level (beginners, amateurs, intermediate, 

advanced, etc.) their learning pace and aptitudes (slow or quick learners), their needs, 

and their social objectives behind learning English. Furthermore, a course based on 

CBLT is divided into three stages, which the students have to go through in order to 

successfully finish the course. At Stages 1 and 2 the learners deal with twelve 

competencies which are dependent to general language development. At Stage 3, the 

students are gathered on the basis of their learning goals and where competencies are 

defined according to the three syllabus strands of Further Study, Vocational English, 

and Community Access.  

      Richards and Rodgers (2014, p.160) assume that the descriptions of the 

competency at each stage are divided into four domains: 

a. Knowledge and learning competencies: elements that break down the 

competency into smaller components and refer to the essential linguistic 

features of the text; 

b. Oral competencies: performance criteria that specify the minimal performance 

required to achieve a communicative competency; 
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c. Reading competencies: range of variables that sets limits for the performance 

of the competency; 

d. Writing competencies: sample texts and assessment tasks that provide 

examples of texts and assessment tasks that relate to the competency. 

      To provide a clear vision on how the teaching-learning process in a CBLT 

classroom looks like, here is an example of a lesson plan template as depicted by 

Richards & Rodgers (2014, p. 161): 

CBLT  lesson plan format 

A single learning objective may be addressed in activity during a lesson, in a full 

lesson, or even a unit consisting of several lessons in a row. If a learning objective is 

to be addressed in more than one day‘s lesson, each new class period should begin 

with a new Warm-up/ Review and Introduction stage to re-focus students on the 

learning objective. 

1. Warm-up/Review 

An initial lesson stage in which content from previous lessons is reviewed and/or a 

brain-storming or interactive task gets the students thinking about a new topic. 

2. Introduction 

An initial lesson stage in which the teacher states the objective of the lesson and tell 

students what they will be doing. This should occur after the warm-up stage of the 

lesson.  

3. Presentation 

An initial lesson stage in which the teacher explains, models, and drills the new 

information, language functions, or language forms that students will be using in that 

lesson. Any presentation of a new learning objective should be preceded by an 

introduction.    

4. Comprehension check 

An essential part of the presentation stage in which the teacher confirms students 
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understanding of what has just been taught before going on to the practice stage. 

5. Guided practice 

A mini-lesson stage in which students begin to use the language in a short, controlled 

activity. This should occur after the presentation stage of the lesson and before the 

communicative practice. 

6. Communicative practice 

A mini-lesson stage in which students use the language they have been practicing to 

complete a communicative task, usually in pairs or groups. This should occur the 

guided practice stage of the lesson. 

7. Evaluation 

A final lesson stage in which students demonstrate their knowledge of what they have 

learned by showing, explaining, analysing, or reflecting on what they have learned 

during the lesson.  

8. Application 

A final lesson stage in which students extend their knowledge of the lesson‘s 

materials to a new situation of apply their knowledge to complete a new and different 

activity.  

                                Table 1: CBLT lesson plan template  

8. Assessments 

      Assessment in competency-based class refers to the general process of monitoring 

or keeping track of the learners‘ progress. In fact, it is the gathering of evidence and 

documentation about learners‘ achievements and outcomes as an integral part of the 

teaching-learning process (Rebecca Klein-Collins, 2013). Thus, Competency-based 

Education has been getting a lot of attention because of its direct and flexible 

assessment model that can take one of two forms: formative or summative. 

      The fact that CBLT is an outcome-based approach also influences the syllabus, 

especially the kind of assessment which is used. In contrast to ―norm-referenced 

assessment‖ (Docking, 1994, p.16), which is used in many other teaching approaches 
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and methods, ―criterion-based assessment‖ is essential for CBLT. Students have to 

perform specific language skills which they have already learned during the course 

(Docking, 1994, p.16). The competencies tested ―consist of a description of the 

essential skills, knowledge, attitudes, and behaviours required for effective 

performance of a real-world task or activity‖ (Richards & Rodgers, 2001, p.144). 

These performance-criteria form the basis for the assessment. 

       First, formative assessments are used to determine how well a learner is 

progressing along the path to competency. Formative assessments must be frequent 

and specific. Because their goal is to assess progress and provide information about 

strengths and weaknesses, they are rarely graded. In CBE, the majority of assessments 

will be formative. Summative assessments, on the other hand, are designed to 

determine whether or not the pupil has mastered the competency. Therefore, 

summative assessments are typically administered at the end of each module as the 

final test (Online Learning Insights, 2012; Richards & Rogers, 2014).  

      Second, summative assessments are performance-based and may include a variety 

of measurement tools. Paper-and-pencil tests cannot be used to assess a competency 

unless one is assessing a writing competency. True-false, fill-in-the blank, and 

multiple choice tests are forever banished from the CBLT classroom as final 

competency assessments (Richards & Rogers, 2014; Sturgis, 2012; Sturgis & Patrick, 

2010). Assessments, like activities, must be authentic as they require the use of 

knowledge and skills to complete a task. Similarly, authentic assessments require the 

measurement of real-world tasks and this is the difference between traditional 

assessments and competency-based assessments. O‘Connor (2002) distinguishes 

between them as follow: 
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Traditional Classrooms Competency-based Classrooms 

One grade is given per assignment. An 

assignment may be a quiz, a test, 

homework, project, or anything the 

student must complete. 

 

One grade is given for each specific 

competency. Students may be assessed 

throughout the process but these 

formative assessments will not typically 

be considered in the final evaluation.  

Assessments are based on a percentage 

system. Criteria for success may be 

unclear. 

Standards are criterion or proficiency‐

based. Specific criteria and standards are 

made available to students ahead of time. 

Traditional grades may rely on a mix of 

assessment, achievement, effort and 

behaviour to determine the final grade 

and may include late penalties and extra 

credit. 

Grades measure only achievement. 

Information about effort and behaviour 

may be reported but it is not part of the 

competency assessment. There are no 

penalties or extra credit given. 

Everything goes in the grade book 

regardless of purpose. Every assessment 

score is included in determining the final 

grade no matter when it was collected 

during the module. The final grade 

determines whether the student advances 

to the next level. 

Students advance only upon mastery of 

the competency. 

Table 2: O’Connor traditional grading Versus Competency based assessments. 

9. Criticism to CBLT 

      Along with advocates, there are always critics in every field, and the Competency-

Based Language Teaching is not an exception. According to Tollefson (1986) it is very 

difficult to develop lists of competencies for every specific situation. This is due above 

all to the fact that many areas in which people need certain competencies are 
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impossible to operationalize. Other researchers argue that describing an activity in 

terms of a set of different competencies is not enough in order to deal with the 

complexity of the activity as a whole (Richards & Rodgers, 2001).  

      CBLT advocates bottom-up processing which makes learners not to see the forest 

for the trees. It emphasizes observable outcomes where much of learning cannot be 

observed. Focusing only on results obscures the complexity and dynamism of 

language and teaching process, therefore, creativity and innovation may be suppressed. 

The nature of language is creative and unpredictable; it does not include successive 

acquisition of discrete forms only.  

      Other experts such as Corder (1967) and Aurebach, (1986) mentioned that 

although CBLT claims to be a student-centred approach, it takes control of learning 

out of learners‘ hands by extensive information gathering process prior to instruction 

as well as pre-specifying standardized competency lists. For CBLT, learner-centred 

needs have to be identified collaboratively as a result of trust and experience rather 

than as a precondition for instruction. It is only through classroom interaction a 

learner-based syllabus can be determined.  

      Tollefson (1986) argues that there are no valid procedures to develop competencies 

for most programs. Sullivan (1995) adds that unless training and follow up assistance 

is provided for the teachers, there is a tendency to slip back into the role of the 

traditional teaching models by the teachers.  

 

Conclusion  

       Regardless criticism, CBLT‘s popularity seems to be rising daily in the whole 

world. It is argued that through the clearly defined outcomes and the continuous 

feedback in this approach, the quality of assessment as well as the students‘ learning 

and the teaching are improved (Docking, 1994, p.15). These improvements can be 

seen in all educational levels, from Primary school to University, and from academic 

studies to workplace training (Docking, 1994, p.15). Rylatt and Lohan (1997, p.18) 



66 
 

point out that the business of improving learning competencies and skills will remain 

one of the world‘s fastest growing industries and priorities‖ in the future. Whatever the 

view is, it is clear that competency-based education has become more popular than 

ever. If it is to be successful, both students and teachers need to step out of their 

comfort zones and adopt new roles; since the approach leads to a serious revision of 

the teacher‘s profession. 

      In this chapter, we dedicated much space to deal with the Competency-Based 

Approach more precisely CBLT. We went through different points as we tackled 

history and definitions of the concept, competencies included within this approach, 

teacher/learner roles, advantages, assessments, and criticism to competency based 

education.  

      The next coming chapter will be dealing with methodology, data collection, 

interpretations and discussion of the results. Data gathering concerns the current 

challenges, problems, and obstacles facing EFL teachers and Learners in the Algerian 

High School after the adoption of the Competency-based Approach in 2003.  
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CHAPTER THREE 

Challenges Facing EFL Teachers and Learners 

Methodology, Data Collection, Interpretation, and Discussions 

 

PART I:     Methodology 

“Saying is one thing, doing is another thing,”  

Michel De Montaigne 

 

Introduction  

    This part is concerned with the multiple research methods and tools implemented in 

this study to collect the necessary data. We attempt to identify the nature of these 

methods and tools, the aim behind selecting them, and how they are going to serve our 

study.  

    The purpose of this research is to try to detect the different challenges, obstacles, 

and hindrances that prevent SE3 learners to achieve fruitful developments towards 

English language fluency under CBLT principles. Henceforth, this chapter attempts to 

scrutinize the different teaching/learning practices inside High School classrooms and 

to identify the issues and constraints that impede the reaping of the basic competencies 

of CBLT. 

1. Field Work:    Data Collection Methods/Tools 

    To carry out this process, triangulation, which is ―a mix of procedures to grasp 

complex phenomena‖ (Hansen, 2010, cited in Malamatidou, 2018, p. 8) or ―the use of 

two or more data acquisition methodologies within a single study to improve the 

quality, validity, and reliability of research findings‖ (Shreve and Angelone 2010, p. 

6), is adopted to either approve or disapprove the previously stated hypotheses. This 

scientific method of investigation appears, in our study, through the implementation of 
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three data collection research tools which are: textbook analysis, classroom 

observation, and questionnaires. These methods are selected on purpose to check: 

 If there  are defects, weaknesses, or mistakes in both SE3 Learner‘s Book and 

Teacher‘s Book; 

 The nature of challenges, problems, and obstacles that EFL teachers/learners 

are facing in the classroom; 

 Teachers‘ views, suggestions, and solutions to enhance EFL teaching/learning; 

 Learners‘ attitudes towards English language, EFL teachers, and learners‘ 

motivation to learn English. 

 

    Hence, we should state that this thesis adopt a mixed research method quantitative 

and qualitative. Quantitative in the sense it uses survey questionnaires, and qualitative 

by giving opportunity to observational sessions inside ELT classrooms and SE3 

textbook/Teacher‘s Book analyses to take place. The researcher believes that this type 

of research tools will probably ensure the highest degrees of validity and reliability.  

1.1. SE3, NEW PROSPECTS, Course-book and Teacher’s Book Analysis 

    The adoption of the Competency-based Approach in Algeria has led to the 

publishing of a new set of textbooks of English language for both Middle and 

Secondary Education. Coursebooks are important materials, and often come with a 

Student Book, a Teacher's Book and a Workbook (Tomlinson, 2008), Hutchinson &   

Torres (1994, p. 315, cited in Sayed, 2014) adds that: 

The textbook is an almost universal element of teaching. Millions of copies 

are sold every year, and numerous aid projects have been set up to produce 

them in countries…No teaching-learning situation, it seems, is complete until 

it has its relevant textbook.                   (p. 571) 
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    Textbooks, then, do not only represent the visible heart of any ELT programme, but 

also offer considerable advantages for both learners and teachers when they are being 

used in EFL/ ESL classrooms. 

    Honestly, a thorough analysis to the contents of the two books recommends the 

presence of experts besides a team work of researchers. In our study, the two books 

will be descriptively analysed where the researcher, with the help of teachers, is going 

to shed light on the different weaknesses and mistakes that every book suffers from, 

and show the most common ones through indicating the exact pages for future 

readjustments. The purpose then, on the one hand, is to provide an overall diagnosis 

and not to establish a track record, and on the other hand to draw a clear picture of the 

constraints and obstacles which face EFL teachers/learners when inevitably use the 

textbook as an important material. 

1.2. Classroom Observation 

    Classroom observation has occupied a long-standing role in initial teacher training 

(ITT) and continuous professional development (CPD), where it has commonly been 

used as a method of assessment and an important tool for nurturing key pedagogic 

skills and teacher learning (O‘Leary, 2014). Dörnyei (2007) confirms the important of 

observation as a research tool by mentioning that: 

Besides asking questions, observing the world around us is the other basic 

human activity that all of us have been involved in since baby-hood to learn 

and gain understanding. From a research perspective, observation is 

fundamentally different from questioning because it provides direct 

information rather self-report accounts.                   (p. 178) 

 

    In this research, the classroom observation study is designed to document classroom 

practices and interactions so that we could characterize the different teaching practices, 

including their variation/context, and link these practices to learner outcomes. The 

observation protocol was based on a study by Gutwill-Wise (2001) comparing active-
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learning and more traditional versions of a reformed undergraduate chemistry courses 

at two institutions. 

    The observational sessions targeted the four learning skills by attending the four 

sequences: LISTEN and CONSIDER, READ and CONSIDER, LISTENING and 

SPEAKING, and READING and WRITING. The researcher with the help of some 

teachers has attended many classes and reported what has been noticed from both 

sides, teachers and learners, in a summary sheet/classroom log, where observers 

(teachers who helped in this process) tracked class activities, leadership roles, and 

question-asking behaviours (see Appendix C & D). In fact, the researcher has a seat at 

the back of the classroom observing what was happening, without any single 

interference, and let things take place as naturally as possible. 

1.3. Questionnaires 

    A questionnaire is a research instrument consisting of a series of questions for the 

purpose of gathering and recording information from respondents about a particular 

issue of interest. As stated by Anol (2012, p. 74), questionnaires were first introduced 

by Sir Francis Galton (1822-1911) for collecting data on human communities. Galton 

was a famous  English Victorian era polymath: a statistician, sociologist, psychologist, 

anthropologist, tropical explorer, geographer, and an inventor. 

They can be a list of questions that include clear instructions and space for answers in 

a standardised manner. They can be carried out face to face, by phone, computer or 

post (Mcleod, 2018). 

    Questionnaires were used in this thesis for the profitability they offer. They allow 

the researcher to collect large amounts of research data for relatively low cost, to gain 

time, standardise the questions, and provide information which can be easily converted 

into quantitative data (e.g., count the number of 'yes' or 'no' answers), allowing 

statistical analysis of the responses. The researcher tried as much as possible, to design 

pertinent questionnaires that enable the respondents to read, easily understand, and 

respond quickly/positively to the questions. 

https://en.wikipedia.org/wiki/Sociologist
https://en.wikipedia.org/wiki/Psychologist
https://en.wikipedia.org/wiki/Anthropology
https://en.wikipedia.org/wiki/Exploration
https://en.wikipedia.org/wiki/Geographer
https://en.wikipedia.org/wiki/Invention
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1.3.1.  Questionnaire 1 

    It was administered to SE3 English language teachers and \and contains 17 close-

ended and open-ended questions that aimed at exploring three main areas: 

 Teachers‘ teaching experience; 

 Teachers‘ attitudes towards in-service training sessions; 

 Teacher‘s Book (TB) usefulness and compliance with CBLT; 

 Teachers‘ suggestions for TB readjustments; 

 In-service training with Inspectors.  

    This questionnaire targeted SE3 EFL teachers in the Wilaya of Chlef, chiefly the 

three selected Secondary Schools to be our case study: Bennouna MABROUKA (El-

Marsa), ZERROUKI E'Chikh (Taougrite), and ABROUS Naas (Ouled Ben 

Abdelkader). 

 

1.3.2.  Questionnaire 2 

    It was handed to SE3 learners in the previously mentioned schools in which the 

researcher designed 10 questions that focus specifically on investigating the learners‘ 

attitudes towards: 

 English language learning; 

 Learning about English Culture; 

 Their English language teachers. 

    Learners‘ questionnaire was constructed in an accessible simple form of English 

language accompanied with an Arabic translation, for each single item/question. The 

purpose was to make it easy for the participants and encourage them to respond to all 

questions as clearly as possible.  

2. Pilot Study 

    A pilot study is a mini-version of a full-scale study or a trial run done in preparation 

of the complete study. It is often viewed synonymously with a feasibility study 

intended to guide the planning of a large scale investigation (Fraser et al., 2o18). In 
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effect, pilots comprise a risk mitigation strategy to reduce the chance of failure in a 

larger project. It can also be a specific pre-testing of research instruments, including 

questionnaires or interview schedules (Van Teijlingen & Hundley, 2002) 

    To ensure that both questionnaires are far from serious deficiencies or ambiguity, 

the researcher sent questionnaire 1 to five Secondary School EFL teachers who 

belong to different schools, and questionnaire 2 delivered to 15 SE3 learners in 

AZZOUZE Halima Secondary School (Dahra, Chlef). Both samples were randomly 

chosen and do not belong to our case study schools. Fortunately, the two categories 

(teachers & learners) had no problems in understanding or treating the designed 

questions. 

2.1. Subjects 

a- Teachers Targeted by the Questionnaire  

    Seeking pertinent findings, the researcher has chosen SE3 EFL teachers to be his 

sample population because they are generally experienced ones. Most High School 

Headmasters favour experienced teachers for Third Year classes as they need to be 

prepared for the Baccalaureate Exam by the end of the year. Thus, our study focused on 

this category of teachers wishing to provide us with useful information.  

b- Learners Concerned by the Questionnaire  

    Our respondents for this research method were Secondary Education learners, Year 

Three. The researcher believes that Terminale classes level are completing their Seventh 

Year (considering 4 years in Fundamental School) learning English. They normally had 

sufficient time to reach an acceptable level, namely B1 or B2 according to the European 

Framework of Reference (CEFR) language proficiency scale. This research targeted 

these learners under the belief that they are preparing for the Baccalaureate Exam which 

in turn motivates them to work harder to join the University. 

2.2. Schools  

    The three Secondary Schools were selected on purpose, and to have an easy access, 

because most schools do not allow/encourage such type of researches; they even ask 
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for written permission or authorisation. The first school is Bennouna Mabrouka (El-

Marsa), the place where the researcher spent more than ten years as an EFL teacher; it 

belongs to a semi-urban seaside region, 100 km far from Chlef. The second one is 

Zerrouki E‘Chikh (Taougrite), the school where the researcher received his Secondary 

Education. It is an urban region, 63 km away from the Chlef. And the Third one is 

Abrous Naas (Ouled Ben Abdelkager), a High School that the researcher has good 

relationship with. It is 25 km far from Chlef.  

 

Conclusion 

    The first part in this chapter was devoted to methodology in which we presented the 

different research methods/tools used in our study to gather the necessary data. The 

second part shows the nature of these findings, provides interpretations, and discusses 

the main points related to some challenges and problems EFL teachers/learners face 

inside classrooms. 
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PART II:   Data Collection, Interpretations, and Discussions 

 

Introduction 

    Algeria, shortly after the independence (1962), was among the nations that have 

recognised the importance of teaching English at early stages of schooling. Almost 

around all regions of the country, learners start dealing with English as a foreign 

language (EFL) since their First Year in Fundamental School till the last year in 

Secondary School. Yet, all the efforts made through decades besides the different 

reforms that took place to improve foreign language teaching-learning, English in 

specific, the Ministry of National Education (MNE) did not succeed to some extent to 

train fluent and competent English language users. 

    In this chapter, we aim to investigate about the challenges that both teachers and 

learners encounter inside as well as outside schools, and which prevent them from 

achieving fruitful results in this field. 

1. The System of National Education 

    Education is considered as one of the main priorities of the Algerian Government, it 

is stipulated in the Algerian Constitution, particularly in Article 53 (Arabic version, 

2008, p. 6) and Article 68 (English version, 2020, p. 16) that ―Education is an 

inalienable right, compulsory, and free for all children from the age of six up to the age 

of sixteen‖.  While Law No. 08-04 dated on the 23
rd

 of January, 2008 on the 

orientation law on national education enshrines, through articles 10, 11, 12, 13 and 14, 

the guarantee of the right to education for all girls and boys.  

    Moreover, based on the Algerian Official Gazette, first issue (2010, p. 5), Executive 

Order No. 10-02 dated on the 4
th

 of January, 2010 on the provisions related to 

compulsory education, Article 2 orders  parents to enrol their children at Primary 

Schools at the age of six. Whereas article 12, from the same Order, prohibits dropping 

any pupil out of School before the age of sixteen (ibid, p. 6). 
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1.1 Structure  

    Learning, in the country, starts by one non-compulsory preparatory year at the age 

of five, then comes Primary School where learners are supposed to spend five years 

before moving to, if they managed to pass the final exams (Cinquième تدائً شهادة التعلٍم الاب

), Fundamental School for another four years to sit for a final exam (BEM شهادة التعلٍم

 towards Secondary/High School. In Secondary Education, learners study three (المتوسط 

years to reach the Baccalaureate Exam to join University as shown in figure 4. Based 

on the National Report template issued by MERIC-Net: 

The Algerian educational system is divided into several levels: preparatory, 

basic (primary and secondary), secondary, vocational and higher education. 

Access to higher education is subject to obtaining an A level equivalent or an 

equivalent foreign qualification.   (September, 2019) 

Figure 4: Structure of the Algerian Educational System (MNE, 2021) 
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1.2 Reform of the Education System 

     Since the creation of the Ministry of National Education (MNE) in 1963, Algeria 

has implemented many reforms in the field of Education. When speaking about 

educational reforms, reference according to Professor Claudio-Rafael Vasquez-

Martinez (University of Guadalajara Mexico), is often made to changes and 

transformations in the scholar system in relation to other factors such as educational 

philosophy, student policy, curriculum, pedagogy, didactics, organization, 

management, financing, and their links with the development of the nations (2013, 

p.254). 

    Nick Clark (2013) estimates that the first education reform applied by the Algerian 

Government was that of 1971 where the nine-year basic education program was 

introduced. Further reforms took place on April 16
th

, 1976 under the order 35-76.They 

extended the period of compulsory education from six years to 10 years besides 

guaranteeing free education at every level to all, and mandated that Education be the 

exclusive domain of the State.  

    Reacting to a need to reduce the burden on the State, the Government (after the 

installation of the NCRES: National Commission for the Reform of the Education 

System on May 13
th

, 2000) passed an Executive Decree in the season of 2003/2004 

that amended the 1976 reforms, paved the way towards the implementation of CBA 

(Competency-Based Approach), and explicitly allowed the establishment of private 

institutions of education under well-defined regulations. Within the latest reform 

(2003/2004), the MNE declares that: 

The NCRES was therefore in charge to propose a project defining the 

constituent elements of a new educational policy comprising, in particular, a 

proposal for a master plan relating, on the one hand, to the general principles, 

objectives, strategies and implementation deadlines for the gradual application 

of the new educational policy, and, on the other hand, the organization and 
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articulation of sub-systems as well as the evaluation of the human, financial 

and material resources.  (education.gov.dz) 

 

    The reform of the Education system (2003/2004) consists of implementing a series 

of measures that revolve around three main poles, namely the improvement of the 

qualification of management, the overhaul of pedagogy and the general reorganization 

of the Education system as a step to expand capacity and modernise curricula. 

    Hence, the Commission which was headed by Ben Zaghou has issued files that 

include thorough analyses of the developments and achievements made by the system 

of Education in the country. And, contain, also the areas of disequilibrium within this 

complex field in order to arrive at an agreement about the necessary adjustments.  

    Unfortunately, the final report delivered by the National Commission of 

Programmes (NCP) did not meet the expectations since most of the NCRES 

instructions were not truly implemented (Salem & Tali, 2012, p. 56). 

2. English Language Status in Algeria 

    English is the second foreign language in the country because French was, and still 

is somehow, the dominant one. Algeria has a special link with the French language 

since it was proclaimed in 1870 as part of the metropolitan territory of the 3rd 

Republic (Loyal, 2009, p.407). And despite its ideological refusal to be integrated to 

the "Francophonie", Algeria remains the second French-speaking country in the world 

with nearly eighteen million speakers. The French language is taught from the second 

year of elementary school; French is the first foreign language in Fundamental, 

Secondary, and in Higher Education, especially in science fields. This language is used 

in the majority of private schools as well. French is considered necessary to pursue 

Higher Education, especially abroad, or to find a job. Its knowledge is related to young 

Algerians who hope to emigrate to Europe and Canada. As for the economic sector, it 

only works in French or in English (Chemami, 2011, p.230). 
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    Besides, thousands of Algerian students take French language tests each year to be 

eligible to apply for admission to Universities in France. According to statistics, about 

23,000 Algerians are enrolled in French universities, making up 8% of France‘s 

foreign students. Nevertheless, and since the year 2000, the teaching of the English 

language is in competition with the French language at the first grade level of Middle 

School (Miliani, 2000, p.20). Obviously, such position given to English seems 

promising, especially due to the high cooperation with the United States of America, 

Canada, and recently the United Kingdom. These countries are committed to freely 

support the educational reform policy in Algeria through the making of textbooks, the 

training of teachers of English and the introduction of new technologies.  

    This view is clearly expressed by syllabus designers and which appears in the 

English Programme for Middle School as cited in Djerouane (2017, p. 65): 

English language teaching in our country has to contribute to the development 

of the Algerian learner in all dimensions. Among what it advocates is the 

value of openings of the world with respect to the self and the others as well as 

the tolerance required in a society that tends towards globalisation.                                                

 

    As a second language and language for education, English is unavoidable, according 

to many academics, and will crush every competing language because it controls more 

than 75% of the world flow of scientific knowledge and 90.7% of fundamental 

science. So far, authorities have recognised that if we wish our Universities to gain an 

acceptable international ranking and open more job opportunities for University 

graduates, they need to give much importance to English as a language than ever done 

before. Then, it is the Ministry of National Education and the Ministry of Higher 

Education and Scientific Research (MHESR) which are encouraging the use of 

English in Schools and Universities respectively. But other Ministries such as those of 

Defence and Energy are also selecting the same path and motivate their employees to 

learn English to interact with foreign counterparts (Ghanmi, 2019, p.17). 
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    Despite the fact that the apparatus of educationists‘ view has swung against or for 

teaching English, the status of this global language seems to be better in Algeria than a 

decade before. This is due to the recent calls raised by the civil society headed by its 

intellectuals to give much importance to English. They agreed upon the significance of 

English over French, which is somehow weakening and not being used as usual. In this 

vein, Miliani (2000, p.13) confirms: 

In a situation where French has lost much of its ground in the sociocultural 

and educational environment of the country, the introduction of English is 

being heralded as the magic solution to all possible ills-including economic, 

technological and educational ones.    

                 

    Hence, steps forward are being made by Educational Authorities to give priority to 

English. For instance, the Ministry of Higher Education and Scientific Research 

(MHESR) necessitates the publication of Doctorate Theses in English language. The 

aim is to introduce the Algerian student‘s competencies to the world, and enable the 

society to follow modernity through full immersion in the linguistic community in the 

world, which favours English as a language for all types of interactions. Such actions 

allow English more space and prestige, and elbow out French which is labelled as the 

reminder of the colonial past. 

    Unfortunately, this linguistic revolution is not yet able to celebrate victory since 

most levels of education fail to train competent and fluent English speakers. The 

majority of learners lack motivation to learn English due to several challenges such as 

the unsuitability of the teaching materials that have a non-negotiable importance. That 

is to say, designing appropriate teaching materials is a key element in the teaching-

learning process‘ success.    

3. The Teaching Materials 

    Learning a new or a foreign language is a challenge for most people because of the 

differences in the form and structure between one‘s mother tongue and a new one. 
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However, there are some tools that facilitate the teaching-learning of a foreign 

language, for instance, new applications for digital devices, video blogs, educational 

platforms, and teaching materials such as textbooks.  

    According to Sheldon (1988), textbooks do not only represent the visible heart of 

any English Language Teaching (ELT) programme, but also offer considerable 

advantages for both learners and teachers when they are being used in ESL/EFL 

classrooms. Similarly, Hutchinson & Torres (1994, qtd in Sayed, 2014, p.15) see that: 

The textbook is almost a universal element of teaching. Millions of copies are 

sold every year, and numerous aid projects have been set up to produce them 

in countries…No teaching-learning situation, it seems, is complete until it has 

its relevant textbook.  

 

    Hutchinson‘s & Torres‘ belief about the utility of textbooks is shared by Algerian 

textbook designers. Many English language course-books were introduced, especially 

in the 1980s that saw the emergence of the first Algerian textbooks such as ‗New 

lines‟, „Midlines‟, „The New Midlines‟, etc.  Other series of English textbooks (from 

N°1 to N°9) entitled ‗My Book of English‘ and ‗My New Book of English‘ were 

published in the 1990s. And finally, the 2000s that brought new textbooks to 

Secondary Education namely ‗At the Crossroads‟ for First Year, ‗Getting Through‟ for 

Second Year, and ‗New Prospects‟ for Third Year (Hamada, 2011).Indeed, Third Year 

Course-book ‗New Prospects‘ is the area of our interest.  

3.1. New Prospects Teacher’s Book for SE3 

    The teacher‘s book is a good support and guide to teachers especially the novice 

ones; for them, it is somehow like an untouchable version which is free from mistakes. 

The designers of such books aim to provide assistance to teachers and help them: 

 save time when it comes to lesson planning; 

 offer ideas for bringing a topic alive; 
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 provide a wealth of extra materials to give learners practice in the areas of 

language they find challenging, 

 give information on how the student‘s book is organised – what they can find 

in each unit, what other materials are available like CD-ROMs or workbooks 

and what resources are included at the back of the book. 

    This seems to be the case with New Prospects Teacher’s Book (SE3) which is the 

last of a series of Three Course Books designed for the teaching of English to 

Secondary School pupils. It is similar to those adopted for the making of the first two 

books that comply with the recommendations issued in the official syllabus set down 

by the Ministry of National Education in 2006 (Teacher‘s book, 2015). 

    As previously mentioned, key features of the teacher‘s book for SE3 include: 

pedagogical principles, organisation of SE3 course-book, unit description, sequence 

description, project outcomes, and conclusion. The designers attempted to show the 

general form of the learners‘ course book to teachers in order to guide them before 

dealing with the different tasks and activities in classrooms. 

 Defects in New Prospects SE3 Teacher’s Book 

    On paper, SE3 teacher‘s book seems an adequate guide, but since perfection is not a 

part of human feature, defects can be detected in every work and this book is not an 

exception. Therefore, and to point to the multiple issues in this book, the researcher 

prepared a questionnaire (appendix A) that contains sixteen questions and handed it to 

EFL teachers in the three chosen High Schools. Here are the gathered results: 

The first three questions are as follow: 

 Q1. How long have you been teaching English? 

5 years & less 6 to 15 years 16 to 25 years More than 25 years 

 

3 

 

4 

 

2 

 

/ 

Table 3: Teachers’ experience 
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 Q2. Have you ever taught Third Year (SE3) classes? 

Yes  No  

7 2 

Table 4: Teaching SE3 levels 

 Q3. Were/Are you using New Prospects Teacher’s Book? 

Yes  No  

7 2 

Table 5: Teacher’s Book usage 

    At this stage, the researcher considers himself lucky as most of the respondents are 

experienced teachers, who have been/are in touch with SE3 learners, and used/still are 

using New Prospects Teacher‘s Book. Only two of the informants are novice teachers 

who have never taught Third Year classes. Thus, we find that 44.44% of the 

informants with more than six years of experience and 22.22% of the questioned 

teachers have more than 16 years in the field, while 33.33% have only 5 years or less.  

    Experience in the field enriches our findings since we are dealing with teachers who 

have normally formed clear visions about the kind of issues, problems, and constraints 

that stand against achieving fluency at this critical stage of EFL teaching. Experienced 

teachers knowledge can be thus invested in suggesting practical procedures and 

solutions to enhance EFL teaching-learning practices for better results. 

    In question four (Q4) the researcher asked his participants (EFL teachers) to 

evaluate the Teacher‘s Book (TB) in term of practicality. 

 Q4. If the answer is ‘Yes’, in term of practicality, is this book? 

Evaluation Informants 

Very good / 

Good 3 

Somehow good 4 

Other / 

Table 6: Practicality of the Teacher’s Book 
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    Based on the table above, 57.14% of the respondents believe that the TB is 

‗somehow good‘ and 42.85% state it is ‗good‘. Here, we reach the point which 

indicates that the TB suffers from many problems though it contains a number of 

positive sides. Sometimes, these problems become real obstacles for teachers, 

especially beginners, and push them to insert some changes/modifications to meet the 

learner‘s needs. Such step to adapt, change, or modify the tasks or activities seem 

normal for experienced teachers, but it is not the same case with beginners/novice 

teachers because they do not really have a clear idea about the weaknesses in both 

books (TB & learner‘s book), so they just follow its instructions blindly. 

 Q5. Do you find this book beneficial? 

    When our informants are asked about the usefulness of this teaching material (TB), 

all (100%) of them said ‗yes‘. Yet, they insist on updating and shortening the number 

of lessons as well as tasks in this book. They agreed upon one idea that is the repetition 

of lessons and tasks that have no clear objective. Those lessons and tasks stand as a 

roadblock for teachers to cover the syllabus in the determined time. 

 Q6. Does it (TB) contain /or have you come across mistakes? 

Yes  No  

4 3 

Table 7: Mistakes in the Teacher’s Book 

    Regarding this question, more than half of the informants 57.14% confirm that this 

book contains mistakes whereas 3/7 that is 42.85% said ‗No,‘ it does not. Those who 

answered ‗Yes‘ provided examples accompanied with the exact pages as an evidence, 

and that appear in pages: 25 (Task 4), 49 (Task 1), 50 (Task 1), and 50 (Task 3). We 

provide the pages below with illustrations: 
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Figure 5: Mistakes in the Teacher’s Book (TB, 2015, p. 30) 

 

    As it is shown in the figure above, Task 3 in the TB is in fact Task 4 in the 

learner‘s book, and no key answer is provided to Task 3 on the Course Book. This 

mistake puts novice teachers in trouble especially if they come to class without lesson 

plan thinking they could rely on the TB key to tasks. 

 

Figure 6: Ambiguity in the Teacher’s Book (TB, 2015, p. 44) 
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    The figure above indicates the difference between the structures in sentence B. The 

learners are requested to deal with a sentence in the passive voice (and it is difficult 

for them) whereas the key on the TB shows the sentence in the active voice. This type 

of sentences are the one which push learners to easily give up answering and turn 

depressed because s/he could not find the answer even through implementing the rule. 

In these situations, teachers are required to modify such sentences by transferring them 

to active voice, and provide the right answer to the ones that were in passive voice. 

 

Figure 7: Issues in the Teacher’s Book (TB, 2015, p. 44) 

    Concentrating with sentence A, the right answer; in the Learner‘s Book; is the word 

business and it is not written in bold but the word money laundering is a wrong 

answer, yet it is in bold type! Sentences B, C, D, and E their correct choices are all in 

bold type. Certainly, both learners and novice teachers will get confused in front of 

this case. Why highlighting the answers and misleading learners in specific? This point 

and others need serious revision. It should be noted that such mistakes and 

contradictions are not of today, but they have been for a long time existing.  
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Figure 8: Luck of precision in the Teacher’s Book (TB, 2015, p. 45) 

 

    First of all, it is Task 3 on Lerner‘s Course Book and not Task 2 as shown on the 

Teacher‘s Book. Learners are supposed to fill in the gaps with the given words in the 

red box; though there are five words only and six blanks, the task‘s instruction 

mentions that. The problem is the word cash deposit; it is normally placed in blank 6 

but without the word cash! It seems difficult. What about blank 5, which word suits 

the meaning: money laundering or cash deposit? All these mistakes and challenges 

consume/efforts and demotivate both teachers and learners. 

    Consequently, those respondents who said that both books contain mistakes and 

contradictions are righteous on basis of some examples provided above. For those who 

said ‗No,‘ they might not discover such mistakes, which is another serious issue that 

question their competence.   

Q7. Do you think that the provided instructions in the teacher’s book are in 

harmony with CBA principles? 

Yes  No  No idea 

2 3 2 

Table 8: TB’s instructions and CBLT principles 
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    One of the important points for the researcher is about 42.85% who think that the 

TB is not in harmony with CBA principles. According to them, it does not guide or 

help the teachers to appropriately equip learners with the necessary skills and 

strategies to build competencies. However 28.57% of the informants told that they 

(TB and CBA principles) are harmonious. Surprisingly, 28.57% answered that they 

have ‗No idea‘, and this is another problem, i.e., such data give the impression that 

some teachers ignore totally or partly CBA principles. This leads us to question the 

teacher‘s knowledge, pre/in-service training and the aim behind the weekly/monthly 

seminars with Inspectors. 

 Q8. Are these instructions really helping you create an interactive and 

learner-centred atmosphere? 

Yes  Not much No  No idea 

/ 6 1 / 

Table 9: TB’s instructions and interaction/learner-centeredness 

    This question reinforces the previous one in which 85.71% (6 out of 7) of the 

respondents asserted that the instructions are not truly helping them to achieve learner-

centeredness environment. Further, 14.28% stated that these instructions are not the 

ones which encourage creativity and interaction inside competency-based classrooms. 

Yet, if the instructions in the TB appear in harmony with CBA‘s principles, for those 

who said they are, how can some of them inform that the tasks‘ instructions do not 

help them to create an interactive environment. Again, teachers training needs to be 

adjusted to bridge the gap between theory and practice, and help enhance the teaching-

learning process inside ELT classrooms. 

 Q9. How do key to tasks and explanations in this book seem? 

Difficult  Somehow easy Easy  Other  

2 4 / 2 

Table 10: Key to tasks evaluation 
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    From the table, we read that key to tasks and explanations in the TB are not really 

‗easy‘. Two informants believed that they are ‗difficult‘ and 4 teachers told us they 

are ‗somehow easy‘. None of them said the answers are ‗clear‘ or ‗easy‘. Key to tasks 

is meant to omit ambiguity; they should appear as obvious as possible, and this is not 

exactly the case in this book where most teachers work to simplify both tasks and key 

to tasks. Other respondents (2/7) declared that they are sometimes difficult and 

sometimes easy according to the nature of tasks/lessons.  

 Q10. Concerning written expression (think, pair, share), how can you 

describe the suggested essays/paragraphs? 

Long  Acceptable Short 

3 4 / 

Difficult Comprehensible  Easy  

3 4 / 

Table 11: Think, pair, share rubric in the TB 

    As for written expression (Think, pair, share), also termed as ‗situation of 

integration‘, is a significant part in the teaching and learning of English. When our 

informants were requested to describe the suggested paragraphs/essays, 42.85% ticked 

the ‗long’ & ‗difficult’ box whereas 57.14% ticked the ‗acceptable’ & 

‗comprehensible’ box. No teacher told the researcher that these essays and paragraphs 

are ‗short’ & ‗easy’. 

    At this level, as many teachers have stated, Secondary School learners should stay at 

the level of being trained to write short paragraphs not essays. In the Baccalaureate 

exam, learners are requested to write 80 to 120 words about a certain topic which 

means a paragraph of 10 to 12 lines maximum. However, the suggested key to the 

Think, pair, share rubrics appear longer than just one paragraph or two as shown 

below: 
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As these randomly chosen essays 

indicate, the shortest one is three 

paragraphs long regardless the difficult 

words they contain. It is hard for SE3 

learners, at the current level, to realise 

half paragraph not even a complete one, 

and writing with such length costs time 

(at least 3 hours) and efforts over syllabus 

coverage. Therefore, most of the novice 

teachers and even some experienced ones 

prefer to dictate these essays as they are 

without any single 

adaptation/modifications, or sometimes 

jump/escape these writing rubrics. Henceforth, Educational Authorities need to 

effectively reconsider these samples and focus much more on a scaled writing skills 

building. 

 Q11.Do you just keep using those suggested essays/paragraphs or do you 

insert modifications? 

    100% of those who handed back the questionnaire revealed that they often make 

radical or partial changes/modifications in order to let their learners digest the themes 

and have a clear idea on how to write similar topics, precisely during the 

Baccalaureate Exam. Such a response consolidates the vision that most of these essays 

and paragraphs (in the TB) are not really practical. If EFL teachers do not take the 

initiative to insert their own adaptations and dictate them as they are designed, learners 

will get depressed and demotivated to learn English because, according to them it is 

highly difficult.  
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 Q12. Does the Teacher’s Book guide you to present, evaluate and assess the 

project work and the knows, respectively at the end of each unit? 

Yes  No  No idea 

2 3 2 

Table 12: The project work in the TB 

    Concerning the Project work and the Assessment, it seems highly complex. Hence, 

71.42% do not seem to have an idea about how to proceed these two important parts: 

3 teachers believe that the TB does not include such guidance, and 2 others admit to 

have no idea. Only 2/7 of the informants said that the TB guides them to assess and 

help learners present their projects. However, this is the case at the end of each unit 

where teachers are not effectively guided to perform these two rubrics: 

 

    Figure 10: Instructions related to the project work and assessment 

    Yet, we should indicate that the TB provides some procedures on how to present the 

Project work and the Assessment by the learners under the supervision of the teacher 

in pages 18-20 as shown below:  
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Figure 11: TB guidance on how to do the project work and assessment 

 

    Therefore, the problem does not lie only in the Teacher‘s Book as a guide but also 

with many teachers who ignore totally/partly the TB content, especially ‗KEY 

FEATURES OF THE COURSEBOOK‘ that involves details about how to deal with 

the different Units, Sequences, and Rubrics. Besides, EFL teachers are asked to 

carefully read the TB as it contains some good guidance and gives practical ideas 

regarding the appropriate treatment of the different lessons, activities, and tasks.  
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 Q13. The lessons & tasks are enjoyable, aren’t they (for you and the 

learner)? 

Yes  To some extent No  

2 3 2 

Table 13: Lessons and tasks in the Teacher’s Book 

    Enjoyable tasks and activities keep motivation healthy. If not, the English language 

learners will not probably perform well. On this issue Harmer Jeremy points out that: 

 Our students‘ motivation is far more likely to remain healthy if they are doing 

things they enjoy doing, and which they can see the point of. Our choice of 

what we ask them to do has an important role, therefore, in their continuing 

engagement with the learning process.    (2007, p. 102) 

 

    That is why the researcher included such question where 2 informants said yes they 

are, 3/7 replied that they are enjoyable but to some extent, and two teachers out of 

seven (2/7) think that the lessons and tasks are not enjoyable. The teacher‘s role in 

such activities is paramount, s/he should look for every possible means to motivate 

learners and help them perform their learning. Again, the process of adaptation and 

inserting modifications is recommended from the teacher‘s part; being a slave of the 

textbook cannot always guarantee fruitful results, i.e., the teacher is required to 

humanise the teaching materials for the sake of enhancing learning. 

 Q14. What about the repetition of lessons and tasks? Is it found in this 

book? 

Yes No 

6 1 

Table 14: repetition of lessons and tasks 

    On this debatable question, the majority (85.71%) agreed that the TB contains many 

repeated lessons and tasks and only one respondent said ‗no‘. But experience in the 

field as a teacher in Secondary School confirms that this book concretely includes 
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repetition of some lessons and tasks. However, not all kinds of repetitions are bad, 

some important tasks, lessons, and activities need to be retaught in order to remind the 

learners and assist them to relate the knows. 

 If the answer is ‘Yes’, such process, according to you, is..? 

Useful Not much Useless  Other  

1 3 2 1 

Table 15: Usefulness of the repetition process 

    With the process of repeating some lessons and tasks in mind, one (1) teacher 

reckons that this way is ‗useful‘ and three (3) teachers considers it useful but ‗not 

much‘. Two (2) respondents ticked it as ‗useless‘ and one (1) of the teachers said that 

such judgement depends on the lesson or the task itself; some lessons/tasks need to be 

repeated for their importance, and to be mastered because of their complexity. 

 Q15. Do you think that the number of lessons as well as tasks (within the 

teacher’s book) can be covered through the season, and digested by the 

learner? 

    A common shared belief among our informants took place at this point: they all 

select the same path to inform the researcher that SE3 syllabus is very long and cannot 

be covered easily through the season. They claimed that many lessons which consume 

time are either repeated, or have no clear targeted competency or objective. Again, an 

urgent call for SE3 EFL syllabus readjustment is made to the Educational Authorities 

for more flexibility in the teaching- learning process. Such revision of the teacher‘s 

book contents must be, according to EFL teachers, performed in the presence of 

experienced teachers. 

 Q16. Feel free to add any queries, suggestions, or solutions to better the 

Teacher’s Book which is considered an important teaching material, 

especially for novice teachers (beginners). 

    This part was really beneficial as the respondents provided the researcher with 

several suggestions/solutions to better the Teacher‘s Book. They suggest to: 
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 Change or update the Teacher‘s Book as a lot of information and statistics 

have been enriched or even changed since its first publication in 2006; 

 Shorten or modify the long reading texts and the complex written expression 

essays/paragraphs; 

 Omit some of the repeated lessons and tasks which target no clear 

competencies; 

 Grammar lessons need to be revised (keep only 2 or 3 lessons per unit); 

 Minimise the number of Written Expression sessions to two per unit instead of 

four. The teacher then will spare more time to train learners to write good 

paragraphs. 

 

    The informants insisted on giving experienced teachers a chance/hand in this change 

because they know well where weaknesses, as well as strengths lie, and what better 

suits their learners to achieve the designed goals, chiefly fluency in English under a 

competency-based environment. They can 

help in adding more useful ideas and exclude 

others which seem, according to their 

knowledge/experience in the field, irrelevant 

as they just consume both time and efforts. 

3.2. New Prospects Learner’s Course 

Book (SE3) 

    It is designed mainly for Third Year 

streams, and was officially accredited by 

the Ministry of National Education in 2006. 

New Prospects contains 272 pages which 

reflect the constructivist principles that aim 

to enhance individual and peers learning. This weighty material is hoped to be a 

valuable aid for teachers who are expected to exploit its content positively through 
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being selective and adaptive, i.e., choosing or preparing tasks/activities that the 

teacher sees beneficial to their learners. Riche (2005, cited in Djerouane, 2018, 

p.70) reinforces that: ―Our ambition has been to design a pleasant and flexible 

resource book from which teachers will pick up or leave aside activities depending 

on their teaching schemes and on their student capacities.‖      

 

    As a teaching material, textbooks are an essential element in the teaching-learning 

process accomplishment.  Yet, they are one thing, not everything for the teachers who 

are supposed to look for other resources as well as materials to satisfy the learners‘ 

needs.  

    New Prospects Textbook for SE3 learners encompasses six units with distinct topics 

in an attempt to meet the different requirements and interests of the learners in all 

streams: Literary & Foreign Languages (L.FL), Literary & Philosophy (L.Ph), 

Economy & Management (Ec), Experimental Sciences (E.Sc), Technique & 

Mathematics (T.M), and Mathematics (M). Each stream is supposed to deal with four 

units out of six: 

This course book caters to the needs of the major Baccalaureate streams. We 

have tried to strike a balance between topics related to science and technology 

and others related to language and humanities. In each of the six units, we 

focus on an area of knowledge which develops a specific use of English. New 

Prospects is designed in such a way that each stream of students preparing 

their Baccalaureate will be able to choose (with their inspector/teacher) the 

four mandatory units which will be more directly related to their field, which 

means that the students needn‘t work on all six units.  

(Teacher's book, 2015, p.11) 

The themes in the learner‘s course book are divided follow: 
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Units Streams 

M, T.M, E.Sc, & 

Ec 

L.Ph & 

L.FL 

Ancient Civilisations     

Ethics in Business     

Education in the World    

Advertising, Consumers, 

and Safety 

   

Astronomy and the Solar 

System 

   

Feelings and Emotions     

Table 16: Units/Themes in New Prospects (SE3) (Djerouane, 2018, p.70) 

 

    SE3 Learners‘ Course Book (New Prospects) has a cyclical design in the sense that 

all its units are made up of similar sequences that are structured in the same way. And 

learners, in each stream, will have the opportunity to tackle four compulsory units 

under the teacher‘s guidance where they are supposed to go smoothly through the 

activities/tasks which are related to their area of interest. 

 Defects in New Prospects Learner’s Book (SE3) 

    Theoretically, the syllabus designers have declared that the main principles behind 

the publication of this textbook rested on communicative language teaching (CLT), 

which engages learners in real and meaningful communication. The word real, here, 

means that the learners are given opportunities to process content, relevant to their 

daily lives, and backgrounds, and to develop both fluency and accuracy. New 

Prospects, according to its designers, provides: 

A large number of effective learning tasks through which students are brought 

to notice, reflect and analyse how English is used. The tasks devised provide 

ample opportunities for learners to interact in the classroom and negotiate 

meaning. Most of these tasks involve the use of discovery learning (inductive 

learning), and are intended to enhance individual learning as well as learning 

with peers.  (Teacher‘s Book, 2015, p.9) 
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    On this basis, SE3 textbook is practical in learner-centred classrooms where 

teachers play the role of mediators, monitors and facilitators. However, such mission 

seems far reaching for them since they are obliged to cover the whole syllabus that is, 

from a personal experience as a Secondary School teacher, heavily loaded with 

activities and tasks over the book sequences. Naturally, teachers are having a quick 

come back to traditional models of teaching in which they behave like a sage on the 

stage instead of being a guide on the side, in a step to complete the syllabus in the 

determined period. 

    Another issue detected in the textbook and which is visible, is units’ distribution 

among the streams, and that is unreasonable. We find six units, learners in all streams 

share only two units: Ethics in Business (Unit II) and Feeling & Emotions (Unit VI). 

Agreement could be made about Ancient Civilizations (Unit I) for literary streams and 

Astronomy (Unit V) with scientific classes. Taking differences into consideration, on 

what basis such division applied especially when we recognise the sensitive 

dependence between the second unit that treats the theme of ‗moral beliefs‘ and the 

fourth one which is ‗Safety First‘. Concerning Economy & Management stream, 

unlike the Second Year, they do not have a unit that is related to their field of interest 

(Management, Marketing…etc.) in order to be, at least, familiar with the difference 

made between General English and Business English. 

    Further, each unit in New Prospects includes four sequences: Listen & Consider (1), 

Read & Consider (2), Listening & Speaking (3), and Reading & Writing (4). Syllabus 

designers state that: 

 This part comprises two sequences, Listening and speaking and Reading and 

writing, focussing on the awareness and practice of primary skills (listening, 

speaking, reading, and writing) and social skills (collaborative work, peer 

assessment, responding to problem-solving situations…) inside or outside the 

classroom. They are aimed at getting the students to eventually concretise in the 
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Saying it in writing and Writing development rubrics what is termed in the 

official syllabus as ‗l‟objectif terminal d‟intégration‟. 

(SE3 Textbook, 2020, p.6) 

    Yet, the scientific streams are not requested to deal with the third sequence 

(Listening and speaking) in the four mandated units although it builds important skills 

(listening & speaking) and contains significant vocabulary and pronunciation rules as 

well. Meanwhile, the literary streams study all the sequences without any single 

exception. Inspectors, at least in the Wilaya of Chlef, ask teachers not to deal with this 

sequence because time does not allow. If such step is taken to gain time over learners‘ 

learning, it means matters are more complicated than they seem.  

    See below a summary to the Listening & speaking ‗Skills and strategies outcomes‘ 

in each sequence (scientific streams) to show the different and valuable lessons they 

target: 

Figure 13: Learning Units in the Learner’s Book 
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 Grammar Lessons 

    Within this Course-Book, on the one hand, lessons related to grammar are treated 

superficially, and if the teacher feels the necessity to explain some grammatical points 

(this is the case in most lessons), s/he then needs more time to do so. Of course, such 

time is consumed over other lessons, tasks, and activities that require extra time and 

efforts. This uncounted procedure causes a delay to cover the syllabus. On the other 

hand, if learners are directed to the ‗GRAMMAR REFERENCE‘ (pages 211-231) for 

each ‗GRAMMAR EXPLORER‘ where lessons are explained in details, the vast 

majority will not probably digest the provided explanations and grammatical rules (in 

case they truly visited those pages) unless a teacher or someone interferes to simplify 

matters for them. Here are some examples from different pages in SE3 New Prospects 

Course Book: 

 



102 
 

Figure 14: Grammar lessons in the learner Course-Book 

    Furthermore, some other lessons have been dealt with in the First or Second year, so 

learners are asked to go back to SE1/SE2 Course-Book to revise them (see examples 

below). Most learners are not motivated to the degree of visiting GRAMMAR 

REFERENCE on the same book (SE3), are they going to do so in SE1/SE2 

GRAMMAR REFERENCE? The answer according to teachers is ‗NO‘. Therefore, if 

the teacher does not take the initiative to either explain or re-explain these lessons, 

only few learners are going to have a look at the proposed lessons. 

Figure 15: Grammar lessons in SE1 and SE2 Learner’s Book 
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 Vocabulary Explorer 

    When it comes to ‗VOCABULARY‘ none can deny that SE3 Course Book is rich. 

The problem is that learners are not really guided through tasks and activities to 

practise that quantity of words. By the word ‗PRACTISE‘ here, we mean familiarising 

learners with these words in different contexts. Contrary to University students, 

Secondary Education learners are not tackling English as a major where they are 

supposed to spend much time in practice and interaction. Thus, occupying their 

memories with more than the required amount is almost useless since they do not 

benefit from this vocabulary, which they quickly forget. 

    To have a clear view about this problem in New Prospects SE3 learner‘s book, let‘s 

have a look on some ‗VOCABULARY EXPLORER‘ tasks from different pages and 

Units: 
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Figure 16: Vocabulary Explorer in SE3 Learner’s Book 

     The above examples are selected randomly to show that they are not the only ones 

and that the book has plenty of similar tasks. Such tasks are loaded with many new and 

difficult words which are highly complex for learners, at this stage, to bear them in 

mind and keep using them for a long time. That is why teachers are insisting on 

updating the Course-Book where this kind of tasks and activities should be 

reconsidered.  

 Listening and Speaking (Pronunciation & spelling) 

    It is an important rubric in New Prospects which is devised to increase the learner‘s 

understanding of the sound-spelling relationships that characterise English. The 

designers of this book neither accompanied the Course-book with audio materials such 

as CDs (for listening scripts) nor spare enough space/time for practice although, in 

New Prospects Teacher‘s Book is stated: 

We are not expecting students to become phoneticians or linguists, but simply 

aiming to ‗train their ears‘ to be more perceptive apropos the subtleties of 

English pronunciation, stress and intonation. Spelling is a goal still worth 

pursuing at this final level of secondary education. The more acute the 

reception of an auditory message, the better its interpretation; likewise, the 

more intelligible the pronunciation the more effective the transmission of the 

message.           (2015, p.14) 
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    Ultimately, learners could be exposed to spoken language from a variety of sources 

where much of it comes from the teacher (Harmer, 2007). Yet, it is obvious that 

English teachers in the Algerian Secondary School are not native speakers; they are 

expected to make pronunciation and spelling deviations while interacting or 

communicating with learners. So, the listening and speaking sequence is normally 

dealt with in a laboratory where learners are requested to wear headsets and listen to 

the listening scripts through tape recorders, CD players, MP3/4 players, and iPods 

related to the area of their interests. It is still extremely common for teachers and 

learners to listen to recorded audio materials, Harmer (2007) adds: 

Recorded material is now available (as is video material) in digital 

formats…we can play material directly from computers. This has 

revolutionised access to listening, especially for individual listeners… 

Students (and teachers) can listen to a range of material whenever they want to 

on devices that are so small that they are not difficult to carry around. (p.188) 

 

    This way, learners will have a good opportunity to listen to native speakers. They 

can at least train themselves to discriminate between sounds in various utterances, 

listen for stress, or listen for syllable division and pay attention to intonation patterns, 

which is the ultimate stage of competence before performance. 

 Reading passages 

    The textbook designers provided long texts (4 to 6 paragraphs) mainly in the 

‗READ & CONSIDER‘ and ‗READING & WRITING‘ sequences, besides a large 

number of additional materials for extensive reading in the resources portfolio from 

page 240 to 270. They gave special care and paid particular attention to the 

development of the reading skill which is considered one of the most demanding 

achievements, not only for the Third Year of English learning at school, but also for 

future studies at University (Teacher‘s book for SE3, 2015). 
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    As far as CBA favours learner-centred class, when dealing with the reading 

passages learners are supposed to read the whole text in each sequence and respond to 

the different tasks/questions in which the teacher plays the role of a facilitator. This 

action cannot be easily performed, according to SE3 teachers, without the ‗teacher’s 

dominance‘ because of many obstacles: 

- Long texts (4 to 6 paragraphs) versus short time; 

- Difficult terms and vocabulary versus beginner learners; 

- Inappropriate tasks and complex questions. 
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Figure 17: Reading passages in the Learner’s Book 

     The above texts are just examples in which we can find similar texts in length with 

difficult vocabulary and complex questions in every unit. Thus, a lot of teachers 

mentioned that they most of the time adapt/modify the texts and the related questions 

to enable their learners to react positively to the reading passages; they agree upon the 

point that says if a learner failed to wholly or partly understand a certain idea, s/he 

turns demotivated and then gives up learning. Such type of texts decreases motivation 

and gives the opportunity for more teacher-centeredness beyond the attempt to explain 

difficult words, simplify questions, guide learners, and gain time.  

 Written Expression  

    This rubric is also known as ‗Think, pair, share’, ‘Writing development’ or ‘Say 

it in writing’; it focuses on individual work, pair work and group work, and generates 

interaction between group members. The teacher is supposed to act as a facilitator and 
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guide intervening in the class when necessary. Her/his role consists mainly of 

motivating and assisting learners to prepare a piece of writing related to the sequence‘s 

theme or topic which they have already dealt with throughout the unit. In C.B.A, this 

process is called ‗SITUATION OF INTEGRATION‘ in which learners are provoked 

to use/integrate what they learnt in grammar, vocabulary, reading, etc. in the essays 

they will write. 

    Along the six mandated units, there are 24 topics for writing where we find 16 to 18 

topics out of 24, i.e. 66.66% to 75% are considered by the teachers as ‗difficult, 

complex, or not interesting‘ for learners. Consequently, most of the teachers prefer to 

modify or at least adapt these suggested topics to meet the learners‘ needs and to gain 

time. And if, for novice teachers, they decide to treat these topics, they will not 

probably achieve the targeted competency besides the time spent which is 3 hours 

minimum. That is why the vast majority are asking for changing and reducing the 

number of themes suggested for writing from 4 to 2 in each unit. The latter will 

enable teachers to help their learners react positively to the writing rubric and make 

efforts for a better production. 

    We provide below some of these complicated topics to support this point of view 

raised by EFL teachers. 
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    Frankly, the suggested topic above needs a teacher specialised in History to help 

learners understand what is depicted in the pictures. To reorder the events 

chronologically, a serious preparation is required from the teacher‘s part to help the 

learners brainstorm, select appropriate ideas, and write something about the topic. 

    Another example is provided below:  

 

Figure 19: Example of time consuming themes 

    In fact, the theme above remains interesting (causes and effects of stress during 

exams) but the way learners are asked to write about the topic plus the quantity of 

information provided in the diagram makes them luck concentration and possibly give 

up trial. For teachers, it is time consuming to go through all these points and to 

encourage/motivate learners to treat such topics; they at least need three hours to write 

their final draft. 
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p. 81 

Figure 20: Poem writing theme 

    Definitely, prose differs from poetry in terms of complexity. Writing poems cannot 

be performed by everyone as it necessitates strict rules besides the careful selection of 

words to put stanzas together reaching the same rhyme endings. Personally, as a 

previous EFL teacher in Secondary School, I have never tried to deal with this task 

because I have never dealt with poetry. If this is the case with the majority of EFL 

teachers, how could learners succeed in writing poems? Again, reconsidering the 

Textbook contents is highly recommended to readjust the whole syllabus and not only 

the ‗Writing Rubrics‘.  

4. The Teaching Environment 

8.1. Teachers’ Pre-service Education and Training  

    It has long been established that the most important factor in determining learners‘ 

success or failure is well-trained teachers in a coherent educational system (Valerie 

Hill-Jackson and Chance W. Lewis, 2010). Therefore, having a look at the theoretical 

and practical background of the pre-service teachers of English in Algeria is 

considered a corner stone and a priority in this research. We shall see whether they are 

receiving a solid training at University, before starting their teaching career. This point 

is an important one as the vast majority of teachers suffer from problems when it 

comes to Didactics, Psychology, and Psycho-pedagogy because they did not/do not 
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deal in depth with such modules when compared with others who graduate(d) from the 

Teachers Training Colleges (TTC). According to Don Skinner: 

The key role of universities in teacher education is to develop deep 

understanding and critical analysis of ideas, issues and practices, and 

awareness of the findings and role of educational research in developing 

education and teaching.        (2005, p.5) 

 

    These criteria are highly supported in TTC where both categories Middle School 

Teachers (PEF) and Secondary Education Teachers (PES) are prepared, and taught 

how to deal with their learners linguistically, didactically, and psycho-pedagogically. 

TTC specialists believe that: 

All teachers in training need to find out about how to succeed on teaching 

placements, plan lessons, manage classrooms, write educational assignments 

and apply insights from developmental psychology. All need to learn how to 

meet the nationally determined standards of professional knowledge, 

understanding and skill.  (Skinner, 2005, p.1) 

    In contrast, the training criteria followed by TTC are rarely found in the Algerian 

Universities in which students tackle general themes like: Literature, Civilization, 

Linguistics, Arts, and do not receive any 

training as teachers. As a matter of fact, most 

Educationists, Headmasters, and even 

experienced teachers agree that TTC‘s 

graduates come ready to teach and perform 

better than those who graduate from 

university because the formers have a well-

established training vision about the different 

methods and approaches to language teaching, learning styles and strategies, besides 

knowledge about educational psychology. 
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    Subsequently, in the Wilaya of Chlef there are 72 Secondary Schools and 288 

English teachers where two-third (2/3 or 66,66%= 192) of them  are graduates of the 

University, and only 96 (33,33%) of the teachers are TTC‘s graduates. In the three 

Schools which are selected to be the research‘s case study, the statistics show: 

 High Schools 

Teachers 

graduate from:        

Bennouna 

Mabrouka–

El Marsa- 

Zerrouki E’Chikh 

-Taougrite- 

Abrous Naas –

Ouled Ben 

Abdelkader- 

TTC 01 00 01 

University  04 03 02 

Table 17: Teachers graduated from University and TTC 

 

 

Figure 21: Teachers graduated from TTC and University 

    The purpose behind providing these statistics is not a matter of competence or 

fluency in English, but it is much more a quality of orientation in the area of interest 

which is EFL teaching. What led to such assumption is the training ingredients offered 

by the Teachers Training College (TTC) where the trainees have the opportunity to 

form a deep understanding about what is termed by Don Skinner (2005, p.6-7) as: 

curriculum studies, education studies and placement. 
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 Curriculum studies aim to develop good subject understanding combined with 

the study of appropriate teaching strategies and methods to make the ―Language  

will not just be the academic study of language but also how to teach these 

subjects to a particular age range of pupils‖. If teachers are on a postgraduate 

secondary programme as those in TTC, they will already have acquired deep 

subject knowledge. Therefore, the emphasis in curriculum study will ―naturally 

be on considering how to teach your subject -English or whatever – to the range 

of secondary school learners‖. 

 Education studies the aim, here, is usually to undertake sustained study of 

issues and themes related to the field of education, ―linked to consideration of 

implications for professional action‖. In some places the term used to refer to 

Education studies is ‗professional studies‘ which is clearly different from 

teaching methods. In other courses, professional studies and general methods 

are deliberately integrated in a central course component on ‗theory and 

practice of teaching‘.  

 Placement means enabling the trainees to put what they have already learnt 

through years in practice by what is known as learning to teach in school 

settings. In TTC, the trainees have the opportunity to teach for eight weeks (in 

their last year) ended with submitting a ‗Training Report‘ written by the teacher 

trainee. Although this period is very short if compared with other countries like 

in UK (thirty six weeks), it is still beneficial for their future career. 

    Naturally, TTC‘s graduates come to the teaching profession with higher degrees of 

readiness and motivation than the University graduates. This is absolutely one of the 

big problems that stand against attaining fruitful results in the field of EFL teaching 

and learning. The majority of newly graduated teachers lack the true process of 

knowledge transmission, besides the total/partial ignorance of the implementation of 

the different teaching methods and approaches. They, further, need time to adapt and 

all this take place over the learner‘s learning. 
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8.2. On-going/In-service Training (Inspectors’ seminars) 

    Attending the in-service training sessions with Inspectors in Algeria is considered 

compulsory for all teachers especially novice. The primary purpose of in-service 

training is to enable teachers to acquire and reinforce understanding about the teaching 

learning process, and develop their instructional skills. These training sessions focus 

on creating learning environments which enable teachers to develop their effectiveness 

in the classroom. Professor Che Mohd Zulkifli Che Omar (2014), when writing about 

the importance of in-service training for teachers in Malaysia, says: 

It is vital that teachers keep up to date on the most current concepts, thinking 

and research in their field. This, in turn supports in their ‗lifelong learning‘ as 

educators, as professionals and as individuals who are responsible for the 

education of the next generation.  (pp.1-2) 

    According to specialists, one of the important components to improve the quality of 

education is through in-service training for teachers. So, the more in-service training 

sessions the teacher attends the better performance gets. Unfortunately, such seminars 

organised by Inspectors in Algeria are not really welcomed by the majority of EFL 

teachers. 

    After questioning and interviewing 35 EFL teachers in addition to the data collected 

by the researcher in the Wilaya of Chlef from 2015 till 2019 (see appendix A), the 

results appear as follow: 

Number of in-service training 

sessions 

2015 to 2019 

1 2 3 4 

Number of attendees ( -- /35) 

(Percentage %) 

14 17 20 // 

 

40.00% 

 

48.57% 

 

57.14% 

// 

Table 18: Teachers’ attendance frequency to in-service training sessions 

    Through the statistics above, we can see that the maximum number of the 

programed training sessions for Secondary Education EFL teachers is 4 per year 
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which is really insufficient. Besides, the majority of the teachers attend only 2 to 3 

seminars per year. Having the importance of such in-service training sessions in 

mind, the researcher asked his informants about the reason behind this rejection, they 

informed that these seminars are ‗useless‘ where much time is devoted to theory over 

practice. 

 

Figure 22: In-service training seminars with Inspectors 

   During the season of 2020/2021, three (3) online sessions were held by Inspectors in 

the Wilaya of Chlef (all districts) whereas the previous season (2019/2020) only one 

(1) Training Seminar was organised because of the exceptional circumstances 

imposed by Covid-19 pandemic.  

    As for in-service training, Jennifer Hindman et al. believe that: 

Teachers gain professional knowledge by reading books, attending 

professional conferences, and trying new instructional strategies in the 

classroom. The sum of these experiences serves not only to increase 

knowledge but also to improve skills in teaching. New knowledge and 

improved skill can in turn affect a teacher‘s disposition toward his or her 

work.        (2013, p. 46) 

    Conferences, meetings, and workshops enable teachers to get knowledge about the 

latest developments in the field of ELT, take part investigative workshops and hold 

debates about current issues in theory and practice (Harmer, 2007, p.421).  Therefore, 

in light of the current situation, many teachers cannot manage to present a 

Competency-Based Language Teaching (CBLT) course since no clear theoretical and 

Theory 

69% 

Practice 

31% 

In-service training sessions  
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practical models are provided by their Inspectors in all skills, and only the minority 

does researches or read books to have an idea about this issue. 

8.3. The Teaching Process (Classroom observation) 

    Classroom observation is one of the supportive techniques used for data collection. 

It is fundamentally different from questioning as it provides direct information rather 

self-report accounts (Dörnyei, 2007). It is an essential research method, especially in 

our case to make the right judgments and analyses regarding classroom management. 

Hence, the researcher has planned and attended observation sessions (see appendix B) 

and reached the following results: 

Teacher’s behaviour  

Always 

 

Often 

 

Sometimes 

 

Rarely 

Gives control over the 

classroom to her/his learners 

12% 07% 27% 54% 

Permits learner‘s initiatives 47% 40% 13% -- 

Spares sufficient time for 

thinking 

25% 27% 42% 07% 

Uses cognitive terminology  53% 40% 7% -- 

Encourages autonomous 

learning 

-- 27% 40% 33% 

Supports discussions among 

learners 

-- 26% 53% 21% 

Feeds learner-learner 

interaction 

-- 

 

28% 40% 32% 

Peer teaching is allowed -- 13% 53% 34% 

Tolerates errors 12% 55% 13% 20% 

 

plays the  

guide 19% 47% 25% 08% 

controller 72% 28% -- -- 
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role of a(n) assistant -- 52% 41% 07% 

facilitator 14% 33% 42% 11% 

promoter 15% 39% 34% 12% 

Uses ICTs -- -- 20% 80% 

Assessment takes place while 

teaching 

-- 09% 15% 76% 

Activities & 

experiences are 

authentic 07% -- 93%  

motivating -- -- 74% 26% 

Useful in 

real life 

-- -- 18% 82% 

Table 19: Teacher’s behaviour in EFL classrooms 

    CBLT favours learner-centeredness and autonomous learning. Through the previous 

table, it becomes clear that our respectful teachers ignore how to manage EFL 

classrooms under CBA‘s principles because the statistics show that they are addicted 

to the traditional teaching models where the teacher dominates and spoon-feeds her/his 

learners. The most crucial roles played by teachers are summarised below: 

  

Figure 23: Roles played by teachers in the classroom 

    The graph above gives an impression that most teachers, through their practices, 

when presenting lessons, activities, and tasks are not truly giving freedom to their 

learners (controller= 72%). They are trying to get rid of these old teaching habits but 
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other practices (guide, facilitator, and promoter) need to be ameliorated by teachers 

to be ranked in ‘always frequency’. 

5. The Learning Environment 

    The learning environment influences learner engagement and performance, and 

teachers‘ desire to continue working at school as it encompasses what happens in 

classrooms, from the layout of the classroom to the disciplinary climate and 

instructional practices. Learning environments can be described, for instance, as 

innovative, dynamic, collaborative, smart or authentic. Above all, they are perceived 

as either positive or negative (OECD, 2016). In our research, the learning environment 

matters because of the supposed benefits of a productive, positive classroom.  

    Thus, a questionnaire (see appendix B) was distributed to 325 SE3 learners in the 

three chosen secondary schools to check whether they are really having a supportive 

learning environment by targeting their attitudes.  

5.1. Learners’ attitudes towards English language learning 

    The aim, here, is to inspect the importance and the usefulness of learning English as 

a foreign language according to SE3 learners. Then, the attitudes appear as follow: 

Attitude 1:  I consider English an important language. 

Answers Number --/325 Percentage (%) 

Agree 231 71.07 % 

Partly agree 69 (not much) 21.23 % 

Disagree 25 07.69 % 

Total 325 99.99 % 

Table 20: The importance of the English language 

    Relying on the statistics, the vast majority of our informants 71.07% (n=231) agree 

upon the importance of the English language. Yet, 21.23% told the researcher it is 

important but not much, and only 25 (07.69%) respondents out of 325 said that 
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English is not an important language. So, SE3 learners are highly aware of the 

significance of English as a global language. 

Attitude 2: Learning the English language interests me. 

Answers  Number --/325 Percentage (%) 

Agree  193 59.38 % 

Partly agree 113 (not much) 34.76 % 

Disagree  19 05.84 % 

Total 325 99.98 % 

Table 21: Learners’ interest in English language 

    Although English is important for most learners, the percentage decreases (but is 

still above average) to 59.38% (n=193) when they were asked if it is ‗interesting‘ to 

be taught. And 113 (34.76%) respondents think that English interests them but ‘not 

much’ whereas 05.84 % (19 informants only) informed the researcher that this 

language is not interesting for them. Such decrease is probably referred to the factor 

of motivation in which teachers are required to look for every possible means to 

encourage their learners and divert their interest towards English language learning.  

Attitude 3: English as a subject is ‘EASY’ 

Answers Number --/325 Percentage (%) 

Agree 141 43.38 %  

77.84% Partly agree 112 (not very easy) 34.46 % 

Disagree 72 22.15 % 

Total 325 99.99 % 

Table 22: English in terms of difficulty and easiness  

    Surprisingly, English as a subject does not seem ‗difficult‘ for 77.84% (n=253) 

against 72 (22.15%) of the targeted population. This means that the problem does not 

lie on ‗difficulty’ but, again, on motivation (be it intrinsic or extrinsic); all what is 

needed is a wise guide besides a positive supportive learning environment to help them 
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do well in this field. In general, learners‘ attitudes towards English learning are 

summarised below as follow: 

 

Figure 24: Learners’ attitudes towards the English language. 

   So far, Secondary School learners are highly conscious of the importance of English 

as a global language. They know that we are living in a world where this language is 

the main tool that everyone should possess to survive. It interests them in the era of 

technology, especially to communicate with the world via Internet and social media. 

The latter gives them the impression that English is a learnable language and not really 

difficult.  

Attitude 4: I would like to learn about the English Culture 

Answers  Number --/325 Percentage (%) 

Yes  260 80.00 % 

Not necessary 47 14.46 % 

No  18 05.53 % 

Total 325 99.99% 

Table 23: Learners’ attitudes towards the English Culture 

    Besides being aware of the importance of the English language, SE3 learners seem 

ambitious to learn about the culture of the English people. 80% (n=260) of our 

informants showed desire to learn the about the target culture, 47 respondents 

(14.46%) said it is ‗Not necessary’, and only 05.53% (n=18) of the sample 
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population who chose to tick the ‗No‘ box. The interpretation that could be here is that 

Secondary Education learners have an idea, more or less, the effect which learning the 

target culture has on learning the language that belongs to this culture.  

    Another interpretation, learners are having the tendency to interact with and know 

about others‘ cultures around the globe. This is because of globalisation that brought 

advancements in technology, particularly social media (facebook, tweeter, instagram, 

etc.). Learners are in daily contact with people overseas via internet, so their 

consciousness is being day-to-day raised to learn foreign languages, chiefly the 

English language and the related culture. 

    This positive feedback from our respondents (SE3 learners) pushed the researcher to 

look for other hindrances elsewhere, and the decision was checking their attitudes 

towards their teachers.  

5.2. Learners’ attitudes towards English Language teachers 

     Performance of the teachers inside classrooms can be evaluated through the 

learners‘ vision. Hence, the researcher asked SE3 learners about their EFL teachers 

and obtained the following replies: 

Attitude 1: The teacher does the warming up before each lesson. 

Answers Number –/325 Percentage (%) 

Always  171 52.61 % 

Sometimes  82 25.23 % 

Rarely    37 11.38 % 

Never   35 10.76 % 

Total 325 99.98 % 

Table 24: The warming up session 

    The warming up session is indeed crucial, as in practising sports, since it prepares 

learners for the lesson content and help them begin to think in English, and to review 

previously introduced material. Different types of warm ups help provide variety and 

interest in the lesson (Kay, 1995). This process is supposed to be performed by all 
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teachers before starting their lessons. Yet, the statistics above show that half of the 

informants (52.61%) think that their teachers always warm up them before the lesson 

whereas 25.23% said they sometimes do so. ‗Rarely’ and ‗Never‘ were ticked by 

37=11.38% and 35=10.76% respondents respectively. These numbers remain lower 

than the expectations and explain why learners are not truly motivated to learn 

English.  

Attitude 2: The teacher explains & simplifies things for you. 

Answers Number --/325 Percentage (%) 

Always  221 68.00 % 

Sometimes  85 26.15 % 

Rarely  09 02.76 % 

Never  10 03.07 % 

Total 325 99.98 % 

Table 25: Attitudes towards EFL teachers’ behaviour 

    When it comes to activities and tasks‘ explanation & simplification, it is noticeable 

that the majority of learners (68.00%) believe that their teachers always explain and 

simplify lessons. 26.15% (n=85) told the researcher that they sometimes do so, and 

only few informants answered that their teacher ‗Rarely=02.76%‘ or 

‗Never=03.07%‘ explain lessons, activities, and tasks. The ‗always‘ percentage 

(68.00%) indicates that EFL teachers over-control and dominate their classrooms in an 

attempt to facilitate learning. The researcher and through classroom observation 

reckons that most teachers talk more than learners do which makes it a teacher-centred 

class where learners play passive roles. Thus, EFL teachers need to spare much space 

and time for learners to think, interact, and work in pairs/groups for motivation raising, 

and therefore better performance. 

Attitude 3: The teacher encourages pair and group work. 
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Answers Number --/325 Percentage (%) 

Always  141 43.38 % 

Sometimes  130 40.00 % 

Rarely  28 08.61 % 

Never  26 08.00 % 

Total 325 99.99 % 

Table 26: Pair and group work encouragement 

    In CBLT, encouraging pair and group work is strongly recommended so as to lessen 

the teacher‘s role and give opportunity to learner-learner language practice where 

independence is promoted mutual trust is maintained. Unfortunately, such process is 

not appropriately implemented by teachers in which only 141/325 (43.38%) & 

130/325 (40%) of our respondents confirm that their teachers always or sometimes, 

respectively, support pair/group work.  

    The teachers‘ excuse behind this behaviour is that classrooms are over-crowded 

which makes it difficult to be controlled, besides time that does not allow much 

group/pair work. Yet, whatever the excuse is, collaborative learning need to be 

encouraged by teachers to give learners the opportunity to actively interact  under the 

old maxim that goes ―two heads are better than one‖ (Harmer, 2007, p.165). 

Attitude 4: The teacher spares enough time for thinking & doing tasks. 

Answers Number --/325 Percentage (%) 

Always  212 65.23 % 

Sometimes  82 25.23 % 

Rarely  14 04.30 % 

Never  17 05.23 % 

Total 325 99.99 % 

Table 27: Time allotment by teachers 
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    Extending the silence period by teachers after asking a question or assigning a work 

gives learners time to think, do, and therefore improve their learning. EFL teachers, 

relying on their learners‘ view, seem aware of this important point when 65.23% 

vouched that the teachers always give them enough time to think and do. However, 

25.23% of the informants stated that they are sometimes allotted sufficient time to 

work while 14=04.30% chose the ‗Rarely‘ box and 17=05.23% ticked the ‗Never‘ 

option. As a researcher, I have observed this phenomenon in many classrooms, and 

there is a real need to increase the time granted to learners to process, make sense of, 

and practice what is being learnt for positive development in language learning. 

Attitude 5: The teacher encourages project work presentation 

Answers Number --/325 Percentage (%) 

Always  103 31.69 % 

sometimes 109 33.53 % 

Never  113 34.76 % 

Total 325 99.95 % 

Table 28: Project work presentation 

    According to New Prospects Teacher‘s Book (2015), the project work is the visible 

and assessable manifestation of the students‘ competencies (p.18), i.e. it is normally 

the final result of their command of language, the skills and strategies they have 

acquired throughout the unit. Regrettably, most teachers do not work on finding time 

for project work presentation; the above table tells that only 103 (31.69%) of the 

targeted learners declared that their teachers always arrange in-class project work 

presentation. Other leaners 33.53% (n=109) replied that their EFL teachers sometimes 

do so whereas 113 (34.76%) learners disclosed that they never had the opportunity to 

present a project work in the classroom.  

    Besides, the time factor is the main excuse for teachers to make this serious problem 

sounds like nothing. Educational Authorities had better look for ways to increase 
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timing for the teaching of English language, and thus give an opportunity to teachers 

to take the project work presentation into consideration.  

Attitude 6: The teacher trains you to use portfolios 

Answer  Number --/325 Percentage (%) 

Yes  116 35.69 % 

No  120  

209 

36.92 %  

64.30% No idea 89 27.38 % 

Total 325 99.99 % 

Table 29: The use of portfolios by learners 

    Regardless its pitfalls, using portfolio for learner‘s work (a term or semester) has 

clear benefits; it is a type of informal assessment where evidence of learner‘s effort is 

provided and a solution for students who say they are ―not good at exams‖ (Harmer, 

2007, p. 380). Such interesting operation is not favoured by EFL teachers in which 120 

learners (36.92%) informed the researchers that their teachers do not use portfolios 

while 89 (27.38%) said they have no idea about something called a ‗portfolio‘. The 

latter percentage is integrated with the former since both are negative indicators. The 

number of those who answered ‗yes’ is only 116 (35.69%). The researcher thinks that 

most EFL teachers prefer formal (pen-paper testing) procedures of evaluation and 

rarely look for informal ways of assessment like the use of portfolios because they 

consume time and efforts.  

    A summary of the most common behaviours of EFL teachers, as observed/lived by 

their learners, is provided in figure 25 below: 
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Figure 25: Learners’ attitudes towards EFL teachers 

    The graph summarises the most common classroom practices by EFL teachers. So, 

it is obvious that the teachers partly/wholly ignore CBLT principles in which they 

over-control their classes and talk more than their learners do. This practice imposes a 

teacher-centred atmosphere, kills learners‘ autonomy, and hinders them to self-monitor 

their own learning. If we just have a look on some sensitive practices above such as 

warming up (52.61%), pair/group work (43.38%), project work presentation 

(31.69%), the time given to learners to react (34.77%), and the use of portfolios 

(35.69%), it becomes clear that EFL learners are kept passive and cannot take 

responsibility of their own learning. Thus, the full or partial absence of such practices 

which give the learner more freedom and independence in her/his classroom will 

certainly demotivate her/him to positively engage in doing activities/tasks, and 

therefore have a negative effect on her/his performance in language learning.  

5.3. Learners’ motivation towards English Language Learning 

The word motivation is sometimes used to describe how hard someone is willing to 

work to accomplish something (Pritchard & Ashwood, 2008). It is considered a key 

factor in language learning and in the development of language skills as well. Since 

learners' motivation can fluctuate depending on the context of language learning, 
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teachers play a significant role in strengthening learners‘ motives to learn a 

second/foreign language. Jeremy Harmer (2007, p. 98) mentions that: 

 It is accepted for most fields of learning that motivation is essential and a key 

factor for explaining the success or failure of any difficult activity; we have to 

want to do something to succeed at it. Without such motivation we will almost 

certainly fail to make the necessary effort to achieve the designed goals.                                  

    Based on this belief, the researcher decided to attend with teachers (see appendix 

C) and see whether learners are really motivated and brought to the task of learning 

English, especially when we know that the majority consider it an important 

(71.07%), interesting (59.38%), and not a difficult (77.84%) language. The collected 

data appear as follows: 

 

                    Frequency  

 

    Behaviour 

 

Always 

 

Often 

 

Sometimes  

 

Rarely 

 

Never 

Lessons‘ objectives are 

discussed with learners 

-- -- 52.31% 32.68% 15.01% 

Learners prepare the lecture at 

home 

-- -- 27.44% 62.36% 10.20% 

Learners select the appropriate 

material to use 

-- -- 07.30% 27.00% 65.70% 

Learners are interested in the 

lesson 

-- 18.74

% 

70.00% 11.26% -- 

Learners seem motivated and 

participate  

-- 35.11

% 

55.23% 09.66% -- 

Learners interact with the 

teacher and ask questions 

-- 06.12

% 

18.85% 75.03% -- 
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Learner-learner interaction is 

present 

-- 17.00

% 

39.09% 43.91% -- 

Learners work in pairs -- 37.61

% 

56.17% 06.22% -- 

Learners work in groups -- 25.14

% 

58.88% 08.12% 07.86% 

Learners are calm 13.30% 52.74

% 

21.10% 06.02% 06.84% 

Learners are noisy -- 12.07

% 

46.11% 25.16% 16.66% 

Learners are disruptive -- 06.70

% 

06.33% 13.33% 73.64% 

Error  

correction is  

made by 

 

The teacher 

-- 74.00

% 

14.33% 11.66% -- 

The learner -- 13.27

% 

61.57% 25.16% -- 

peers -- -- 27.21% 46.51% 26.28% 

The project  

work is  

Assigned to 

students 

20.13% 06.35

% 

06.63% -- 66.89% 

Presented in 

the class 

07.51% 05.44

% 

20.00% -- 67.05% 

Table 30: Learners’ behaviour inside EFL classrooms 

      Almost in all sessions of observation, the researcher was able to notice that the 

learners were only (52.23%) motivated to learn or participate in the class. They 

showed little interest and the teacher was the most active body in the room where s/he 

selected the appropriate teaching-learning materials over her/his learners. The latter 

rarely interacted (75.03%) with their EFL teachers or ask questions whereas learner-

learner interaction reached a low percentage with 17.00%. It was clear that the 
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teachers remained faithful to the traditional teaching practices in which their learners 

were not always encouraged to work in pairs or groups; such process took place 

sometimes with 56.17% and 58.88% respectively.  

    Another indicator of teachers‘ dominance is error‘s correction. The teacher topped 

the list with an ‗often’ practice that arrived at 74.00% while learners‘ self/peer 

correction stood at 61.57%= sometimes frequency and 46.51%= rarely frequency. 

Concerning project work assignment, the teachers (as confirmed previously) did not 

really enable their learners to search and present their work overtly. They rarely do so 

with percentages that went beyond 60.00%, indeed they were 66.89% for project 

assignment and 67.05% for its presentation.  

    Let us summarise some important learners‘ practices which appeared terribly low in 

percentage and that have significant role in enhancing the process of teaching and 

learning through boosting motivation, autonomy, independence, and learner-

centeredness: 

 

     All in all, SE3 learners in the concerned schools did not make sufficient efforts to 

take charge of their own learning. Their teachers tried so far to motivate them to learn, 

but unfortunately most of them favoured to play a passive role in which they were just 

waiting for the usual spoon-feeding process to take place.  
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    This latter is, in fact, the main factor that stands against learners‘ motivation, and 

therefore EFL teachers need to teach, train, and psychologically motivate their learners 

to learn English by giving them more freedom inside the classroom.                                                             

5.4. EFL Classroom and ICT Usage 

    Since we are living in a digital age, resorting to Information and Communication 

Technology (ICT) in teaching is an unavoidable necessity for its potential capabilities 

to change education (Kanematsu & Barry, 2016). The impact of the digital revolution 

has tremendously affected our youth and has changed our daily lives, social structures, 

and philosophy for everyday life. Therefore, education around the globe is also 

influenced by it, inevitably.  

    Unfortunately, this is not the case in our schools where most EFL teachers dare to 

integrate some digital equipment when doing their lessons. If we just go back to the 

observation sessions (see table 19), it becomes obvious that the teachers of English do 

not really seem to be ready the use of ICT 

such as computers, Lap Tops, overhead 

projectors, or data show in their classrooms 

except for preparing their exam papers. 

According to some administrators, devices 

like DVDs, Data show, Overhead 

projectors, etc. are exclusively requested or 

used by scientific discipline teachers of 

Physics, Biology, Civil Engineer, and even History & Geography teachers. English 

teachers have rarely been on the list though various tasks and activities can be 

performed via these devices to better understanding and to gain time.  

    To abandon ICT usage, especially now where youngsters live in a digitised world, 

this signifies a big obstacle against EFL teaching-learning appropriateness. Teachers 

need to be aware that this age requires from them to adapt and provide their learners 

with the necessary tools as well as skills to make them capable to learn English away 
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from the traditional teaching models. On this point, Kanematsu & Barry (2016) 

reinforce: 

Nowadays, we are already living in high information and communication 

societies. Therefore, it is very important for us to change education with ICT, 

to utilize ICT for collaboration among schools, homes and communities, etc. 

The purposes to promote the introduction of ICT into schools are mainly 

composed of the cultivation of ICT application skills for children and 

youngsters, ICT application in classes and informatization of school affair   

 (p. 36) 

    EFL teachers have to take the initiative to let some changes take place, a little 

preparation at home can mean a lot for learners and make a difference in their learning 

pace. We, as teachers, ought to look for every possible means to digitalise learning 

first through promoting our skills to correctly use such devices, and then train our 

learners who are ready more than us to deal with these new technologies. 

5.5. Testing and Assessment  

    In the field of Education, testing, evaluating, and assessing learners is considered a 

necessity. Thus, teachers and other educational professionals spend a lot of time doing 

so to measure and weigh students‘ abilities and see how well they are progressing. 

Fulcher & Davidson (2007) believe that testing and assessment becomes part of modern 

life in which schoolchildren worldwide are constantly assessed. Sometimes this 

assessment is formal and public, and sometimes it is informal where it occurs in day-to-

day lessons (Harmer, 2007). According to Lenore Wright: 

 Formal assessment is data driven, which means using a test that involves 

standardized administration. It is the systematic, data-based tests that measure 

what and how well the learner has learned or understood what is being taught. It 

occurs after a learning cycle has ended, and determines the students‘ 

proficiency or mastery of the content. Formal assessment can be used for 

comparisons against certain standards. Examples of formal assessment are: 
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Standardized tests; criterion referenced tests; norm referenced test; 

achievement tests; aptitude tests 

(Lenore Wright, 2018) 

 Informal assessments are procedures for obtaining information that can be 

used to make judgments about learners‘ progress and understanding using 

means other than standardized formats. Or they are those spontaneous forms of 

assessment that can easily be incorporated in the day-to-day classroom 

activities and that measure the students‘ performance and progress. Informal 

assessments are content and performance driven rather than data driven. It is 

integrated with other learning activities (Lenore Wright, 2018). Examples of 

informal assessment are: Checklist, observation, portfolio, rating, scale time 

sampling, event sampling, and anecdotal record.   (Lenore Wright, 2018) 

    Experience in the field, discussions with EFL teachers, and classroom observation 

indicate that the vast majority of English teachers favour formal assessment (pen-paper 

testing) to measure learners‘ performance. Those teachers rarely adopt an informal 

procedure to weigh learners who do not feel comfortable with formal tests. Though the 

latter cannot be completely replaced by the former, we need both (formal & informal 

assessments) because each one complements the other to depict accurate pictures of 

our learners‘ abilities and proficiency.  

 

Figure 28: Informal assessment frequency 

0%

20%

40%

60%

80%

Always Often Sometimes Rarely

Informal assessment 



133 
 

    Avoiding such important type of assessment (informal) by EFL teachers in our 

Secondary Schools is detected as a real hindrance towards English language learners 

as some of them can perform well if they are informally tested. Hence, the type of 

assessment we need to use should match the intended purpose of the assessment.  

     For example, if we wish to assess the learners‘ academic achievement and compare 

it with other students in the same School or different Schools, then we can use the 

formal assessment. If we want to use assessment to monitor students‘ progress and 

help them maximize their own learning, or use assessment to improve instruction, then 

we can use the informal assessment. So, it is not just a matter of gaining time but it is 

responsibility assumption towards innocent learners who need special care to get out 

of their critical situations which is the ‗phobia‘ of formal testing. 

Conclusion  

    Chapter three has spotted light on the system of National Education where we 

tackled its general structure and the different reforms that took place since 1962, 

besides the status of English as a foreign language in Algeria. Then, to collect data, 

make interpretations and discuss the findings, the researcher moved to the teaching 

materials in which sensitive defects in both the SE3 teacher‘s book and SE3 learner‘s 

course-book were signalled. After that, observation sessions were performed to 

scrutinise the teaching and learning environment (behaviours, attitudes, and 

motivation). Also, this chapter tries to indicate the usefulness of ICT usage in EFL 

classrooms and the importance of adopting both forms of assessment: formal & 

informal testing to give equal opportunities to all EFL learners let them feel 

comfortable when they are being evaluated. 

    In chapter four, this research will attempt to provide solutions, new ways, insights, 

and strategies to EFL teachers and learners to better/enhance their performance inside 

as well as outside the class, and to create a competitive atmosphere full of motivation 

to learn and build competencies in English language. 
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CHAPTER FOUR 

Section One 

Suggestions/Solutions to Enhance EFL Teaching and Learning 

“If you focus on results, you will never change. If you focus 

on change, you will get results.” Jack Dixon 

 

Introduction  

    The current critical situation that EFL teachers and learners are witnessing imposes 

an immediate reaction from Educational Authorities, psychologists, experts to provide 

alternatives. That is to say, effective ways which can consolidate/maintain what has 

been already achieved and work forward to abandon most of the traditional teaching-

learning styles that demotivate and stand as an obstacle towards attaining enjoyment, 

communication, fluency, and proficiency in English language. 

    In this chapter, therefore, the researcher suggests solutions and strategies that help 

both teachers and learners create a competitive atmosphere full of motivation and the 

desire to build competency in the four skills (listening; speaking, reading, and writing) 

under the Competency-Based Approach. 

1. A Call for an Immediate Education Reform 

    Education is a human right, and a high quality education needs to be a top priority in 

every nation. It is now more than 18 years since the latest Education Reform took 

place in Algeria and the vision regarding the efficacy of such reform is still not clear, 

because our current education system seems so complex, very few people can 

understand the improvements that are required. Almost everyone knows 

the importance of a good education, but only the minority recognises exactly what 

a good education is or what it is supposed to be, or understand the purpose of a good 

education. 

https://www.basicknowledge101.com/resources/educationreform.html#studentrights
https://www.basicknowledge101.com/resources/educationreform.html#purpose
https://www.basicknowledge101.com/subjects/management.html#prioritizing
https://www.basicknowledge101.com/resources/educationreform.html#deficient
https://www.basicknowledge101.com/subjects/activism.html#reform
https://www.basicknowledge101.com/subjects/money.html#utility
https://www.basicknowledge101.com/resources/teachingresources.html#educationresearch
https://www.basicknowledge101.com/resources/educationreform.html#purpose
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    A radical transformation in our educational system seems more than 

necessary to improve the situation towards a socially and academically 

progressive future. The 2003/2004 Education Reform proved to be weak and 

not appropriate for most disciplines and majors though the government is 

spending too much time and money to update and ameliorate this field. Yet, 

the situation does not appear better than it was before the reform system. On 

this point, Robert H. Palestini (2000) believes that: 

Most attempts at effecting change in the form of educational reform fail 

because leaders have no plan at all or do not engage in all of the steps in the 

process. Other failures occur when administrators try to implement the reform 

by following the change process steps sequentially rather than simultaneously 

and get bogged down in one or another of the steps, unable to bring the 

process to closure.       (p. 3) 

 

    It should be noted that educational reforms deserve a holistic examination 

of their reasons, objectives, application and results generated, by those within 

the school systems where they are implemented. Making a reform is not just 

bringing/adopting a certain system (approaches or methods) that works 

elsewhere followed by publishing new curricula and syllabuses. A real reform 

needs to go through different steps to be approved; ten steps towards 

achieving a true reform are suggested by Robert H. Palestini (2000, p.3): 

 Establishing a climate for change;  

 Assessing a need;  

 Creating a sense of urgency;  

 Assessing favourable and opposing forces;  

 Selecting alternatives;  

 Promoting ownership;  

 Providing staff development;  

 Operationalizing change;  

 Evaluating change;  

 Institutionalizing change. 
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a. Establishing or creating a climate for change  

    The first step in the process is to establish a positive climate for change in the 

country because it is not easy to make changes, just as George Bernard Shaw (1856–

1950) once said: ―Reformers have the idea that change can be achieved by brute 

sanity‖. (Cited in Lamie, 2005, p. 13). And to accept the change, the groundwork has 

to be fertile so that everyone feels comfortable with the notion of change including: 

decision makers, professors, syllabus designers, educationists, administrators, and 

parents. We need to encourage such process, if our schools are to progress, and make it 

a routine accompanied with the spirit of tolerance and conflict management for a better 

morrow to our generations. Palestini (2000) reinforces: 

To effect successful change, the educational administrator must have 

outstanding leadership skills, ensure that the organizational structure is 

appropriate, engender a climate of trust and respect, motivate his or her 

colleagues to achieve a vision, communicate effectively, plan strategically, 

incorporate appropriate decision-making techniques, effectively manage 

conflict, and empower faculty and staff.   (p.2) 

 

    So, the process of change starts by gathering information about those involved in the 

change situation. That is to say, the person(s) responsible for making the changes or 

for ensuring that they occur have to assess the organization‘s readiness and reaction 

for change, including consideration of the environment in which it functions and the 

nature of its workforce. This step is necessary because the way people think about 

issues and how they process information can either help or hinder making appropriate 

choices and taking conscious action (Moser & Dilling, 2007). 

b. Assessing a need 

    The needs assessment is supposed to be the next step because the problem is not in 

suppressing change which cannot be done, but in managing it. Reforms that took place 

in Algeria failed to some extent because they have been adopted arbitrarily by 
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misguided educational administrators who have implemented them without a real 

identified need.  

    Thus, needs assessment, according to the World Health Organization (WHO) is the 

gathering and analysis of information that has relation with the needs of affected 

populations, organization, or a certain sector such as education. This ―will help 

determine gaps between an agreed standard and the current situation‖ (WHO, 2020, p. 

314). It usually consists of three main parts: 

 Initiation: starts out by identifying the ‗frame factors‘ or what is known 

as ‗limiting factors‘ for the needs assessment project. 

 Data collection and analysis: during this stage, a PEST (political, 

economic, social, and technological) analysis is performed first followed 

by a SWOT (strengths, weaknesses, opportunities, and threats) analysis, 

and then collecting data (interviews, observation, surveys, etc.) takes 

place. 

 Final production: it includes a summary of the findings, the migration 

strategy detailing which points should be strengthened and which ones 

have to be limited, besides a final report that contains recommendations. 

    Routinely a needs assessment calls for a review of existing data and may require 

some surveying of clients and other appropriate reference groups. Among the 

important groups to the needs assessment and the change process we mention: students 

and parents, professional staff, and educational policy makers. Palestini (2000, pp. 21-

22) explains this idea as follow: 

- Students & Parents: Use of community and parent surveys can be very 

useful to schools. Such surveys are invaluable in determining parent and 

society expectations, attitudes, and perceptions of educational requirements of 

the community‘s young people. 

- Professional staff: They can provide assistance with regard to instructional 

and curricular needs and can offer specific observations about the educational 
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environment. Staff surveys is crucial in needs assessments, and combining it 

with other methods such as problem-solving processes can be useful and 

highly effective 

- Educational policy makers: by this we mean the Ministry of National 

Education including: legislators, state departments of education, education 

advocacy groups, Inspectors, etc. all of them should be consulted to identify 

clearly the needs of the educational institution and make the change happen. 

    So, the needs assessment is important because it functions as an aid to determining 

the gaps that are preventing from reaching the designed/desired goals. This is done 

through two main questions: the ‗What‘ (what school reform needs) which precedes 

the gap analysis, and the ‗How‘ (how to bridge the gap between where we are and 

where we wish/need to be). As far as gaps can exist in knowledge, practices, or skills, 

knowing what is working well and what needs to be changed is essential for an 

effective progress towards those goals and then making the reform successful. 

c. Creating a sense of urgency 

    Change is difficult since it is a break in the daily habits, tradition, or routine. It 

creates fear of the unknown, or simply resistance to the hassle of having to do 

something differently. Implementing new idea or information does not easily convince 

individuals to act in new ways unless it comes from a trusted source (Moser & Dilling, 

2007).  

    So, we often need to create a sense of alarm to effect a certain change as the human 

nature resists such process. Hence, psychologists think that in order to create a sense of 

urgency, the change agent should be fully conscious that individuals and groups are 

often moved by dissimilar forces for and against the change. That is to say, people‘s 

reactions are different, and what may establish a sense of urgency in one person, may 

not do the same with others. As opposition is always expected, effective educational 

reformers learn how to support functional conflicts and positively manage 
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dysfunctional ones. They do so via diagnosing the causes and nature of stress through 

developed and practical techniques to foster needed change. 

    Further, developing a rationale for reform/change is considered an effective method 

to create a sense of urgency. The change agent should address two basic questions in 

the position paper: Should we do the reform/change? Can we do the reform/change? If 

the answer for the two questions is ‗Yes‘, says Palestini (2000, p.36), the change agent 

has then made a compelling argument for faculty and community support of the 

change. 

d. Assessing favourable and opposing forces 

    One of the significant steps to efficiently make a reform is the correct assessment of 

the forces that favour the change and those who are against it. Following identification 

of the forces for and against change, those responsible for the change making have to 

identify alternative actions for changing each force, and then organize them into an 

action plan. Undeniably, a kind of conflict will appear and to control it, McConnon 

Shay & Margret (2008) believe in creating mutual understanding between the two 

forces not imposing the change, when they wrote: ―Arguing drives people apart, 

understanding draws people together‖. Then, administrators must pinpoint precisely 

where the conflict point exists so they can choose appropriate management strategies 

based on involvement, negotiation, and agreement.  

    Yet, the forces resistant are very important for the change climate. Their views and 

attitudes need to be diagnosed, understood, and taken into account in the targeting 

process and in selecting a change strategy. i.e., we ought to ―Explore different 

perspectives for richer solutions‖ (ibid, 2008). Resistance to change can happen at the 

organizational level and the individual level. The two levels cannot be completely 

separated because of the solid interaction between them.  

e. Selecting alternatives 

    To make the proposed reform happen, a small committee representing as many of 

the school‘s constituencies as appropriate should be established to begin evaluating 
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alternatives applies evaluation criteria to alternatives or options in a way that facilitates 

decision making. Ideally, a deliberative consideration of the various alternatives 

should be undertaken, and the evaluation process should lead to the selection and 

refinement of the best alternative or option (Colorado Projects, 2022). After 

alternatives have been evaluated, the next step is to make decisions as to which 

alternatives are the most acceptable to the Planning Committee and other stakeholders. 

The committee ought to include both sides, those who are advocates of change with 

possibly a naysayer or two (those against the change). Definitely, the members of the 

committee need to be provided with the latest research findings regarding the reform 

being considered in order to help them effectively identify possible alternatives and 

convince staff members of the reform‘s efficacy. 

    Once a final decision is made, the chosen alternative should be the one that best fits 

the local needs and, as Palestini (2000, p.60) claims, should be selected according to 

its: rationale; proven effectiveness; resource requirements; distinctive qualities; 

mission appropriateness; and cost/benefits. 

    Put in a nutshell, away from conflicts, coordinating top-down and bottom-up 

strategies for educational reform are the most effective plan. In this regard, Bali & 

Sharma (2014) state that: 

Working with and through each other should not be seen as a liability, a 

hassle. It is a process that can transform us. We remember Bakhtin here: ―I am 

conscious of myself and become myself only while revealing myself for 

another, through another, and with the help of another… I cannot manage 

without another; I cannot become myself without another.‖       (2014, p. 3) 

 

    If systems are to be transformed; individuals and groups do so through collaboration 

because systems do not change by themselves. Dialogue and reflection with others is 

central to transformative learning, learning that creates deep and lasting change in our 

https://educationaltechnologyjournal.springeropen.com/articles/10.1186/s41239-018-0128-8#ref-CR6
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practice because it is based on reflection on how our beliefs and values influence our 

practice. 

f. Promoting ownership 

    Ownership is a key to sustainable results in development cooperation. Henceforth, if 

a change/reform in education is to be implemented successfully, it must have the 

support of the surrounding environment: decision makers, experts, syllabus designers, 

administrators, teachers, and parents, for capacity building and trust (Keijzer et al., 

2018). How much the selected reform suitable is, it cannot have a chance to succeed 

unless faculty/community members take ownership of it. Ownership here means 

giving complete legal control to educationists, experts, and social partners to make the 

reform efficient. 

    Therefore, to promote employee ownership in the educational field, we need to 

ensure its continuing relevance as a guiding principle, and a radical adjust to today‘s 

new realities. Thus, leaders and managers, according to experts such as Eric Chester 

(2016), need to: 

 Respect employees and place them in situations that develop their skills 

and maximize their potential for success;  if there is an environment of 

mutual respect and trust, the change will effectively take place; 

 Let belief guide policy and practice: Leaders need to let their belief or 

value system guide their behaviour; 

 Recognize the need for covenants: we need covenantal relationships to 

enable educational institutions to be civil, hospitable, and understand 

individuals‘ differences and their unique nature. Sometimes exceptions 

have to be made, and certain individuals need to be treated in special 

ways. 

 Understand that culture counts more than structure: organizational 

structure has nothing to do with trust. But interpersonal relations based 
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on mutual respect and an atmosphere of goodwill is what creates a 

culture of trust. 

    Educational effectiveness is achieved through building a sense of mutual trust and 

security between individuals so that they become ready and flexible in adapting to 

changes within education. Addressing only skills or techniques, such as 

communication, motivation, negotiation, or empowerment, becomes useless when 

individuals in an organization do not trust its systems, themselves, or each other. 

g. Providing staff development 

    It is recognised that the success of any change/reform depends on all staff whatever 

their role having the relevant skills, knowledge and competencies. So, it is a crucial 

element in the change process and many educational reforms have not succeeded 

because they neglect it, or because of an enthusiastic but ill-advised leader who has 

tried to implement a change before engaging in staff development. The latter is a form 

of human resources development which refers to all the policies, practices, and 

procedures used to develop the knowledge, skills, and competencies of staff to 

improve the effectiveness and efficiency both of the individual and the employees. 

Palastini asserts: 

 Staff development is a process that uses developmental practices to bring 

about higher quality, greater productivity, and more satisfaction among 

employees as organization members. It is a function of an individual‘s 

knowledge, skills, and attitudes and the policies, structure, and management 

practices that make up the system in which the employee works.  (2000, p.82) 

 

    Reform advocates are committed to providing staff with development opportunities 

to ensure that individuals and school community are able to contribute fully to the 

achievement of change objectives in the context of the strategic plan. Hence, the 

ultimate goal of human resource development is to produce the highest-quality 

instruction and service to the students. 
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    However, the development requirements of the staff as a group and individuals need 

to be assessed accurately. Though self-assessment can be a starting point, the leaders 

must also conduct an investigation, using clinical supervision observations in the 

classroom, student data, and internal and external data sources. 

h. Operationalizing change 

    Operationalizing organizational change is a huge undertaking, especially when 

considering the number of factors and steps involved in an organizational change 

effort. Operationalizing the strategy means giving form to the reform‘s vision through 

breaking down the broad and wide into action-oriented activities (for example, 

programs, processes, or events) that move the change forward. Yet, putting the plan in 

operation requires the establishment of the organizational structure that will best suit 

the change, and development of an assessment process to determine if the change is 

remaining on course (Reuter & Backer, 2015). 

    Meanwhile, all participants should be kept informed about the change activities and 

their effects; the use of a broad-based steering committee to scrutinize the change may 

well increase its chances of success. Indeed, to manage this complex process, a more 

elaborate approach is recommended, which includes pattern breaking that means 

radically changing everything and freeing the system from structures, processes, 

procedures, and functions that are no longer useful. Also incremental experimenting, 

this is realised through a creative and purposeful production of new patterns, 

encouraging flexibility, and yielding new options for better performance. Another task 

is visioning activities, is to establish support for and commitment to the planned 

changes by conducting meetings to share ideal views about the current reform. Lastly, 

bonding and attunement that consists of integrating all facets of the institutional 

change to move members toward the new reform‘s vision by building interpersonal 

relationships to engender and support organizational change (Klagge, 2015). 

    It should be noted that each of these organizational change approaches is useful in 

its own right, they can also be used in combination.  However, if the conditions are 
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lacking appropriateness, the chances of successful implementation of the associated 

strategy will be decreased.  On the other hand, if the conditions are strongly present, 

implementation should be successful. 

    After fulfilling the four strategies above, it is time to implement the plan.  

Researchers such as Spector (2010), sees that the reform project should be divided into 

a series of activities, and the complex activities are subdivided into elements. Clearly 

defined responsibilities should be assigned and assure to be acceptance. Before 

proceeding, there is need to establish realistic target dates, develop the project 

calendar, and put into place a monitoring and evaluation process. 

i. Evaluating change 

    Change is seen to be problem-solving, so its evaluation should provide a framework 

and information to support strategic planning efforts. Authentic assessment is to be 

applied in order to evaluate the change where data about the nature and effectiveness 

of the reform should be collected by the change agent(s). Absolutely, the criteria for 

success should be specified in advance and ought to be closely related to the goals of 

the reform. The results of the evaluation confirm that actions being taken are proving 

effective or are in need of adjustment. One process for evaluating the effectiveness of 

a change or reform, according to Lamie (2005, p. 12), is through: 

 Developing our understanding of the change process; 

 Understanding of the change and the acquisition of new knowledge and skills as 

a result of its successful implementation; 

 Recognising the importance of adequate and appropriate resources; 

 Realising that change involves training and practice, and takes time.                     

    The process of evaluation seeks to identify the ways in which an implementation 

operation can be made more efficient and effective; it tends to facilitate lesson learning 

and the establishment of best practices that the reform/change advocates can apply. 

Measurement and evaluation naturally lead to modifications to implementation efforts, 
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goal redefinition, and the establishment of new goals. Therefore, measurement and 

evaluations are crucial to a cycle of continuous improvement. 

j. Institutionalizing change  

    The noun ‗institutionalization‘ has several meanings and connotations for different 

people, but the Oxford Learner‘s Dictionaries defines the verb ‗institutionalize‘ as to 

establish something and make it a part of the normal systems, practices, etc. of an 

organization, society or culture. Indeed, the concept of institutionalization has its roots 

in a number of disciplines, and if we wish to understand it properly, we ought not to 

rely on a single source, but should seek an interdisciplinary approach (Alshehhi, 

2014). 

    As for change, after measuring and evaluating the implemented reform in which 

effectiveness is approved, institutionalizing change comes as a final step. Put 

differently, the change should be established as a permanent way of operating 

(institutionalized). Thus, the change agent (s) has to make the reform part of the 

organizational culture and a legacy that enables future generations to benefit from.  

    Moreover, human beings are born learners and are designed to learn; hence, 

educational authorities must take care of peoples‘ learning. Peter Senge (1990, p. 9) 

says: ―Leaders in learning organizations are responsible for building organizations 

where people are continually expanding their capabilities to shape their future—that is, 

leaders are responsible for learning.‖  

    The idea is that policy makers and educational leaders must give great importance to 

education to build communities that prioritise learning, ones that emphasize on-going 

adaptability and self-generation; thereby emphasizing coping and looking at the world 

creatively.  

    In short, the reform models which have been implemented in Algeria can be 

effective. But because the change agent (s) ignored, mismanaged, or did not go 

through the previously mentioned steps properly, the reform efforts turned fruitless. 

Thus, to successfully/effectively implement any education reform, the educational 



147 
 

leader needs to systematically follow the steps suggested in the integrated change 

process. 

2. Raising Awareness towards the Importance of English Language 

    In the past 100-150 years, the use of English has spread and developed 

tremendously, this language is now spoken all over the world by literally millions of 

people where the vast majority of them are ―non-native speakers‖. Jenkins et al. 

(2018) adds that: 

The two remarkable things about English today are that it has spread around 

the globe like no other language before, and that it is spoken by people for 

whom it is a second or additional language more than by those for whom it is a 

first language.   (p.7) 

    Nowadays, politicians negotiate in English; football players communicate in English 

on the pitch and in interviews; scientists conduct and publish research in English; 

pilots and cabin crew use English with each other and with passengers; entertainers act 

and sing in English. English is the official language, or one of the official languages, 

of the United Nations Organization (UNO), World Trade Organization (WTO), the 

World Bank (WB), and many other major international organizations (Macmillan 

Education). 

    Globalisation has meant an enormous growth in the volume and kinds of mobility, 

and thereby in language contact. English, thus, leads the way: it stands out from any 

other language in having become the global default lingua franca. This has inspired 

studies of language contact and contact languages in the last few years, with English at 

the centre, or as part of a wider multilingual contact environment (Jenkins et al., 

2018).Therefore, to be in contact with English you do not need to move around 

physically. The reason, regardless political, business, or academic usage, is that it is 

utilized by tourists, migrant workers, asylum seekers and just anyone in their daily 

lives over digital media. 
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    Similarly, the Algerian society is not an exception especially in this digital era. 

Almost all categories of the community are influenced by the different technological 

devices, smart phones in particular, which provide easy as well as smooth access to the 

Internet & social media. The latter, generally, includes a large English speaking 

community; multiple nationalities with more confidence in their English medium 

interactions. Miliani (2000, p. 13) points out: 

In a situation where French has lost much of its ground in the sociocultural 

and educational environment of the country, the introduction of English is 

being heralded as the magic solution to all possible ills-including economic, 

technological and educational ones.   

        

    Thus, a clear shift towards favouring English language over French which is 

actually ‗dying‘ was recently noticed in the country as a result to this global change. 

Yet, though English started to have its place in different sectors, the case is not the 

same in education. In other words, the majority of Fundamental/Secondary School 

students do not make efforts to learn English although they somehow know it is a 

global language and the most common used means of communication in every field 

everywhere. So, raising awareness is highly recommended in this case so as to awake 

students and motivate them to give much importance to English language.  

2.1. Awareness Raising   

    There is wide agreement that awareness leads to knowledge, and knowledge leads to 

behaviour modification (Rimal, 2000). Awareness-raising means making people 

conscious about a problem or issue. It is a process that seeks to inform and educate 

people about a new topic with the intention of influencing their attitudes, behaviours 

and beliefs towards the achievement of a defined purpose or goal. According to 

Richard Sayers (2006): 

Awareness-raising is a process which opens opportunities for information 

exchange in order to improve mutual understanding and to develop 
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competencies and skills necessary to enable changes in social attitude and 

behaviour. To be effective, the process of awareness-raising must meet and 

maintain the mutual needs and interests of the actors involved.     (p. vii) 

    This operation is a two-way street, fostering communication and information 

exchange in order to improve mutual understanding as well as mobilising communities 

and the whole society to bring about the necessary change in attitudes and behaviours. 

It can, thus, mobilize the power of public opinion in support of an issue and thereby 

influence the political will of decision makers (The Advocacy Toolkit, 2014). 

2.2. Language Awareness (LA) 

    The notion of "language awareness" (LA) gained popularity in the 1970s with Eric 

Hawkins, a pioneer of the "British Language Awareness Movement». Hawkins (1984, 

cited in LAM WAI-man 2002, p.12) sees the ultimate goal of LA to be revitalizing the 

mother tongue (MT) education as well as bridging the gap between the MT and 

foreign language (FL) education.  

    Back to LA, the National Council on Language in Education (NCLE) has put 

forward a succinct definition of Language Awareness (LA), which is sufficiently 

general and all-inclusive: 'Language awareness is a person‘s sensitivity to and 

conscious awareness of the nature of language and its role in human life' (Donmall, 

1985, p.7). In the educational context, LA is regarded as a qualitative process related 

to language learning and development which contains learners‘ acquisition of 

knowledge about language and their exploration/reflection on language (James & 

Garrett, 1991). 

    Hence in the classroom, English teachers play a significant role in raising learners‘ 

awareness to help them make efforts to enhance the linguistic (competence & 

performance), the cognitive (language patterns), and to strengthen the relationship with 

the English language: the affective (positive attitudes towards FL), and the social 

parameter (effectiveness in society as citizens & customers) (James & Garrett, 1991, 

p.4). Teachers can do so through a process known as LA-oriented teaching where the 
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learners‘ psychological side is targeted; as claimed earlier ‗those who notice most 

learn most‘. Therefore, learning presupposes understanding and awareness, which in 

turn presuppose noticing, and noticing is closely related to attention (Robinson, 1995). 

 

2.3. LA-oriented teaching 

    This term is not explicitly used in the Language Awareness literature, but it is 

applied in some experimental teaching programmes by several English-speaking 

countries, notably Britain. LA-oriented teaching is defined as formal instruction aimed 

at enhancing the learners' LA: this is done through a single lesson or a teaching 

programme in which learners are engaged in activities and tasks, coordinated by some 

adopted themes, and are sensitized to language use and the relation between language 

and human life. Ronald Carter explains (2003): 

But language awareness does not simply involve a focus on language itself. Its 

adherents also stress the cognitive advantages of reflecting upon language, and 

argue that attitudes to language and to language learning can change as a result 

of methods which highlight particular language features by affectively 

involving the learner.    (pp. 64-65) 
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    In addition to providing learners with knowledge about the English language, 

teachers need to focus on concrete proofs (job opportunities, further studies abroad, 

tourism, marketing, etc.) on the importance of this language worldwide to provoke 

learners‘ intrinsic and extrinsic motivation to learn it, besides some key factors to 

motivate EFL learners: 

 Positive attitude towards L2 community: Attitude towards the L2 community is 

very important in learning that language. According to Gardner and Lambert 

(1959), being motivated to learn a language depends on the attitude toward the 

L2 community and the desire to become a member of that community; 

 The enjoyment of learning: If learners wish to be motivated, they should enjoy 

learning the L2. Intrinsically motivated learners are more likely to continue 

their studies than extrinsically motivated learners and simply participate in an 

activity for the pleasure of learning the L2. Correspondingly, integratively 

motivated students enjoy L2 learning and the culture of that community. There 

should be some sort of enjoyment while learning in order to be motivated to 

continue studying the L2 (Wu, 2003); 

 External pressures: Noels et al. (2001) connect extrinsic and instrumental 

motivation by stating that they both refer to the desire to learn a second/foreign 

language because of some pressures or rewards from the social environment, 

internalized reasons for learning an L2, and/or personal decisions to do so and 

their value for the selected goals (cited in Liu, 2007). 

 

    The teaching of LA in schools involves both making explicit and conscious the 

knowledge and skills learners have themselves built up in the course of their 

experience of language, and developing powers of observation and analysis of 

language in their immediate environment and more widely in the world (LAM WAI-

man, 2002, pp.13-14). 
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    In a word, LA-oriented teaching makes learners able to explore language 

phenomena, reflect on and recognise language use, exhibit flexibility and creativity 

when using language. However, the ultimate goal of both LA and LA-oriented 

teaching is to help learners appropriately grow linguistically, cognitively, affectively, 

and socio-culturally. 

2.4. English Language Awareness Campaigns  

    Awareness campaigns are one of the most popular, effective, and flexible ways to 

raise public interest and educate your community about the mission. Now, it is obvious 

that educationists top the list when it comes to raising learners‘ consciousness and 

motivating them to learn English and apprehend its usefulness/importance in this 

world. Yet, is LA raising the mission of educationists alone? Isn‘t the civil society 

concerned too? 

     The answer for the first question is certainly ‗NO‘. Every member in the 

community: educational authorities, parents, parent-teachers association, journalists, 

social media, youtubers, etc. are all concerned and have a role to play.  

2.4.1. Educational Authorities 

    Hand in hand with schools, authorities can programme monthly or weekly informal 

educational sessions, conferences, contests (regional & national levels), and English 

language workshops in every school or between schools. Such process turns fruitful 

with the presence of journalists‘ coverage (Newspapers, TV, and Radio) and social 

media initiatives to further spread the events.  

    Furthermore, authorities can afford short term trainings, visits, and scholarships to 

Britain, USA, Canada, Ireland, Australia, etc. to excellent learners for real interaction, 

and to motivate other students to make efforts to be part of such opportunities. 

Launching partnership with the British Council and the US Embassy for summer 

schools and students exchange would be of great benefit. 
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2.4.2. Parents  

    Parental involvement is sought and nurtured to ensure the success of our students. 

Parents ought to speak to their children in their home language, motivate them 

(rewards) and ask for any suggestions; a child who is literate in his/her first language 

acquires the second language, in this case English, with fewer difficulties. A rich and 

stimulating linguistic environment at home, in any language, will ensure the academic 

and emotional success of our children; similar to what happened/is happening with the 

French language, especially in big cities in Algeria. Since most parents are literate, 

they can help their children even through using the native language. Some useful 

techniques are provided below: 

 How can parents use their native language to help their children? 

 

 How can parents help their children learn English at home? 

 

Figure 30: ESL Workshop for Parents (herricks.org) 

    The proponents of L1 inclusivity while learning foreign language put forth a variety 

of views justifying why it should be allowed in the classroom or elsewhere. For 

instance, they believe that it acts as a pedagogical/cognitive tool that scaffolds L2 

intake, and makes the L2 input more salient. Thus, according to them, banning L1 

https://www.herricks.org/site/handlers/filedownload.ashx?moduleinstanceid=154&dataid=525&FileName=parentworkshop92016.pdf
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would be parallel to banning realia and may well retard the growth of concept 

development in language learners (Makulloluwa, 2016). 

2.4.3. The Mass Media  

    The mass media are generally regarded as powerful channels of communication that 

are capable of reaching heterogeneous audiences. They have the capacity to educate, 

inform, entertain, and create awareness and knowledge about issues of national 

interest. Consequently, mass media can be used to create awareness of English usage 

in the Algerian society in general, and its schools in specific. 

 TV and Radio:  

    Effective broadcast media use requires that both program type and time of live 

events (school contests/conferences) be given due consideration. Put differently, radio 

and television use for English language awareness must be targeted at peak periods or 

―primetime,‖ when most audience members stay tuned to their sets. The television can 

be used to create cues to action by showing recorded/live interviews with English 

native speakers or experienced teachers, English lessons, cartoons, movies, 

documentaries, and even food/sweets‘ advertisements. 

 Print Media:  

    The print media (newspapers & magazines) are unique in being able to quickly 

reach a mass audience with a standard message. As they used to do before the BEM or 

Baccalaureate Exams, journalists can provide games, crossword puzzles, lessons, 

exercises, exam subjects, short stories, jokes, and useful references/techniques and 

strategies on how-to appropriately learn English. In addition, public service 

advertisements on, for example, English conferences, contests schedules, book 

exhibitions, and other events can be published at vital parts of the front and back 

pages. 

 Internet: 

    It becomes the most effective and utilised means to get news, look for information, 

learn online, attend conferences, do shopping, etc. And because of Covid-19 
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pandemic, most countries in the world found it a must to move towards online 

learning. Hence, to raise awareness, empower children, young people, parents, carers 

and teachers with the skills, knowledge and strategies in almost every field of life, just 

take advantage of the opportunities that the internet and mobile technologies provide.  

    When surfing on the net, English is everywhere. Dozens of educational websites, 

applications, downloadable dictionaries/books, national and international English 

teachers in Facebook, Twitter, Instagram, and on Youtube; all these platforms provide 

an important content for English language learners. Authorities need to provide safe 

access to some of the useful websites, besides founding official online platforms that 

include lessons, activities, exam subjects and videos for learners to follow the designed 

syllabus for them. 

3. Updating EFL Teachers Knowledge and Proficiency 

    Education is a constantly-evolving field, and in order to ensure its continued growth, 

it is imperative that teachers also evolve alongside it. Every day, new discoveries are 

made, new information about the world is provided to us, and it is the role of the 

teachers to introduce their learners to all of these new facets. It has become a 

prerequisite in today‘s time for educators to constantly refresh their knowledge. 

Amrita Vohra (2019), director of Global Education Management Systems (GEMS 

India), thinks that teachers can improve their professional expertise by expanding their 

repertoire, which can be achieved by being present in conferences, workshops, 

webinars, seminars, and symposiums focussed on knowledge update about the latest 

ideas, suggestions, and developments in the field of education.                                

    Thus, knowledge upgrade becomes a must and the teaching community is obliged to 

make sure that it keeps itself abreast of all new developments, and pursues the path 

towards continuous learning and on-going amelioration. In this rapidly changing 

world, relying on old methods and tactics to educate new minds is no longer efficient, 

but teachers are urgently required to modify/develop their approaches to the teaching-

learning process so as to walk the path of betterment with the help of technological 
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advancements that have opened several doors to knowledge which were previously 

difficult to breach. 

    As a matter of fact, EFL teachers need to become familiar with using technology in 

the classroom to improve the teaching-learning quality, and to avoid being overtaken 

by their students because the younger generation are becoming more and more adept at 

using modern technologies.  

3.1. Professional Development & Teachers Conference 

The teacher, like the artist, the philosopher, and the man of letters, 

can only perform his work adequately if he feels himself to be an 

individual directed by an inner creative impulse, not dominated and 

fettered by an outside authority. Russell, Unpopular Essays: 159. 

 

    Professional development refers to continuing education and career training after a 

person has entered the workforce in order to help them develop new skills, stay up-to-

date on current trends, and advance their career. Richards and Farrell (2005) define the 

term as: ―The general growth aimed at reaching a longer term-goal and which often 

involves examining the different dimensions of the teachers‘ practice in order to 

improve their performance in the classroom‖, whereas Nieto (2009) goes beyond the 

teaching practice by reminding us that, it is:  

Through professional development that teachers refresh their mission, 

solidarity, and empathy towards their students in order to challenge the 

knowledge and conventional wisdom in order to help them develop a passion 

for social justice.   (p. 9) 

    For that purpose, professional development is a must for English teachers at all 

levels; they should take the initiative in pursuing their own professional development 

and challenge their knowledge by attending EFL/ESL conferences since they provide 

them with opportunities to grow during their teaching careers.  

    When attending a convention, it is common to see teachers from different   regions 

(nationally), countries (internationally), backgrounds and of all ages together. 

Throughout their teaching careers, teachers have different needs and interests to be 
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met.  These may include learning new techniques, understanding theories of learning 

and teaching, or finding out more information for a thesis or a research project. So, 

maintaining attendance in professional development conferences can be an opportunity 

to interact and get in touch with peers from different contexts and undertake actions 

with collaboration purposes. Lieberman and Mace (2008) believe that teachers learn 

through practice (learning by doing), through meaning (learning as intentional) and 

through community. 

    Educational Authorities are requested to organise face-to-face or online national and 

international EFL/ESL/ELT conferences, and motivate, encourage, or even force 

Fundamental and Secondary School English language teachers to attend, act and react 

because participation in such events may well have a positive impact upon their 

careers and practice. Crandall (2001) claims that attending international ELT (English 

Language Teaching) conferences is a powerful and refreshing experience for all 

teachers to experience and to find out what is happening in the field. Indeed, thousands 

of ELT professionals around the world attend numerous conferences each year; this 

indicates that language teachers are more and more interested in these events (Borg, 

2014).  

    To sum up, there are many benefits for teachers when attending a conference, 

whether it is local, national or international.  These benefits are concretely valuable for 

the participants when they go down the path of their life-long professional/pedagogical 

content knowledge (PCK) development. 

3.2. ELT Trainings Workshops and Webinars  

    The training workshops of EFL/ESL teachers are becoming more and more 

important. Around the globe, teacher (online) training programs/seminars and 

workshops provide educators participants with a comprehensive set of resources and 

practical guidance, and assist teachers to supply effective, productive, and positive 

learning experiences for their learners. When these educators walk the path towards 

continuous education, it yields the following advantages: 
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 It improves the quality of education and learning being offered in institutes; 

 It supports and promotes knowledge sharing in the classroom. 

 It helps students achieve greater results; 

 It gives teachers more confidence, which, in turn, helps them perform better; 

 It adds value to the teaching-and-learning process by making it more effective 

and efficient. 

(Amrita Vohra, 2019) 

    The core concept training workshops is to equip EFL/ESL teachers with the right 

resources to tackle problems in the classroom; effects of which will be significant and 

long-lasting. Beyond this, the creation of a support network guarantees continuous 

self-development for teachers as they put their newly acquired knowledge into practice 

in the classroom, and share their personal experiences with other teachers regionally, 

nationally, and even internationally.  

    Unfortunately, such training seminars with Inspectors in Algeria became useless, 

according to some teachers, because they most of the time focus on the theory and 

ignore the practical side which normally encourages workshops. Thus, many English 

language teachers refuse to attend these sessions as they sharply recognise the divide 

between academic theorising and classroom reality. This point need to be reconsidered 

by educational authorities and reinforced with new creative ideas to encourage 

teachers to participate, enrich, and develop the seminars‘ objectives. During training 

workshops several topics can be discussed such as: 

 New methods/approaches to FL teaching; 

 Spotted problems with a new course book or want to discuss how to 

implement a new curriculum; 

 Lesson planning strategies; 

 Utility behind  using ‗Warm Ups‘ ; 

 Technology in the classroom (ICTs); 

 Mind-sets, motivation, and assessment in ELT; 
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 Collaborative writing/reading; 

 Teaching adolescents and exam classes; 

 Adapting textbooks and classroom management. 

     Unlike conferences, workshops are generally costless and practical. According to 

Tessa Woodward (an ELT consultant, teacher, and teacher trainer), workshops may be 

one-off events lasting just an hour, or longer taking up a day or a weekend, or they 

may be run as a series that gradually builds a topic or topics over time. They may be 

run in staff time, may have a budget or neither of these (n.d.).   

4. Teaching English in Early Stage 

   Language acquisition is a long and complex process from the perspective of child 

development; the earlier children begin learning English, the better they acquire. 

Therefore, in most countries, children start learning English at younger ages in which 

it is programmed as a compulsory subject in the early primary grades (Pinter, 2006). 

The growing demand for English, besides parents‘ belief that this language provides 

their children with a better education and better employment opportunities, have led to 

an increase in the number of English Young Learners programs (Enever & Moon, 

2009).  

    However, teaching English to young learners necessitates good teaching skills, 

creativity, thorough preparation and patience. Lynne Cameron (2001) consolidates: 

The teacher of children needs to be highly skilled to reach into children‘s 

worlds and lead them to develop their understandings towards more formal, 

more extensive and differently organised concepts. Primary teachers need to 

understand how children make sense of the world and how they learn; they 

need skills of analysing learning tasks and of using language to teach new 

ideas to groups and classes of children.        (p. xii) 

    As far as English is concerned, teaching languages to children needs all the skills of 

the good Primary teacher in managing children and keeping them on task, plus 

knowledge of the language, of language teaching, and of language learning. Teachers 
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must have all these attributes in order to make and keep young learners motivated. 

Teaching English to children, according to Hashemi & Azizinezhad (2011) and 

Prayatni (2019), is rewarding but a delicate and sensitive task for the following 

reasons:  

 Young learners have a short attention span; 

 They are highly motivated and energetic;  

 They are new sponges to absorb;  

 They have various language back grounds;  

 They are less shy and easily frustrated if corrected immediately;  

 They are ready to imitate and participate;  

 They love group work, praise, and rewards;  

 They love independence;  

 They need respect and attention;  

 They easily learn from their environments;  

 They are great competitors. 

    So, young learners do not only need to learn simple language (simple topics), but 

they have huge potential and can always do more than we think they can (Cameron, 

2001). For this reason and others, much importance should be given by educational 

authorities to teaching English in Primary School and let it be overwhelmingly the first 

choice over other foreign languages, French in specific. Young learners can start 

dealing with the English as a subject in ‗Year Three‘ as done by 50% of countries in 

the world, according Shin & Crandall (2011). 

 Reasons for an Early Start 

    Two major reasons can be mentioned: the first one is the benefits of early language 

learning and the second one is the value of English for education and employment. 

a- The Benefits of Early Language Learning 

    Advantages of early language learning cannot be justified on grounds of biological 

readiness, but through a number of language policy documents which state that, for 

example, the European Commission identifies ―better language skills‖ and ―favourable 

attitudes to other languages, people and cultures‖ as benefits of early language 

learning, if, of course, conditions such as trained/skilful teachers, small classes, 
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intensity, and increased time are in place (Nikolov & Mihaljevic Djigunovic, 2011, p. 

98). Further, Curtain and Dahlberg (2010) strengthen: When language learning begins 

earlier, it can go on longer and provide more practice and experience, leading 

ultimately to greater fluency and effectiveness (p. 428). 

    To achieve Curtain and Dahlberg‘s fluency and effectiveness, young learners should 

be put in good conditions inside and outside (the social, cultural, and economic value 

of the language) the classroom.  Thus, Read (2003) suggests that young language 

learners do well when learning is: 

Natural; Contextualized and part of a real event; Interesting and enjoyable; 

Relevant; Social; Belongs to the child; Has a purpose for the child; Builds on 

things the child knows but also challenges the child; Supported appropriately; Part 

of a coherent whole Multisensory; Active and experiential; Memorable; Designed 

to provide for personal, divergent responses and multiple intelligences; Offered in a 

relaxed and warm learning atmosphere.       (Adapted from Read, 2003, p. 7) 

     Beside these optimal conditions, there are four main reasons to encourage language 

learning at younger ages. These include: 

 The value of increased time 

Adolescents, according to some researchers, are more efficient language 

learners, but younger learners have more time which is an important factor in 

overall attainment to deal with the language (Carroll, 1975). 

 The possibility of better pronunciation and fluency 

Many studies show that young learners are advantageous over older language 

learners in attaining native-like pronunciation with greater confidence in 

speaking the language, and better oral proficiency (Scovel, 1988). If, as stated 

by Pinter (2006), children commence learning EFL before age 11 or 12 where 

appropriate instructions and input are supplied, they are more likely to acquire 

English to native levels without an accent (Pinter, 2006, p. 29).  
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 The possibility of greater global awareness and intercultural competence: 

Thanks to technological devices and Internet, children today have the 

opportunity to become global citizens. Through learning another language, 

particularly English children can gain an appreciation for other languages as 

well as cultures. The experience can also make them more aware and reflective 

of their own language and culture (Teaching English to Young Learners around 

the World: An Introduction, n.d.). further, learning more than one language 

brings about bilingual or multilingual students with more flexibility in their 

mental processes. 

 The value of bilingualism: mental flexibility 

Being bilingual, especially young learners, provides many cognitive advantages 

such as: mental flexibility, the ability to see a certain problem from different 

perspectives, and child‘s self-awareness raising. Marsh (2000) points out: 

What we need to realize is that the ability to use different languages, even to a 

modest extent, can have a positive impact on the youngster‘s thinking 

processes. Being able to see the same phenomenon from different angles, as 

though looking through different language ‗spectacles‘ can have a very 

interesting impact on our ability to think and understand. (p. 3) 

    For the Educational Authorities in Algeria, and in order to arrive to an effective and 

successful plan to construct English language programme for young learners, many 

factors should be taken into consideration namely: the status of English in the country, 

the goals of English education, and the motivation for learning English. More 

importantly, as Pinter (2006) puts it, they need to: 

 Design an effective EFL/ESL program models; 

 Provide well-trained and skilful EFL/ESL teachers; 

 Supply culturally appropriate materials ; and 

 Guarantee continuity of curriculum between Primary, Fundamental, and 

Secondary Education English courses. 
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b- The Value of English for Education and Employment 

    Today, an estimated one billion or more people speak some English and live in what 

Kachru (1985) calls the ‗Expanding Circle‘; the 

number of people who are studying English increases 

every year, beginning at younger and younger ages, 

there are three times as many non-native speakers as 

there are native speakers of English (Crystal, 2012; 

Jenkins, 2009). Learners are required to develop 

academic English proficiency during their Primary 

Fundamental and Secondary schooling as the global role of English differentiates the 

teaching of English as an international language from that of other foreign languages. 

 

     English language proficiency becomes increasingly important in the workplace and 

can have a determinative effect on the job opportunities and professional growth of 

today‘s workers. So, despite being from a rural or urban background, parents 

inevitably need to encourage their kids to learn and develop skills in English as it 

opens doors for job opportunities, helps them to communicate fluently with others and 

gives them a sense of confidence that is unparalleled.  
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    To conclude, as we move forward with the support of Association Leaders, 

Principals, teachers and parents, and with the realization that English is not just an 

academic discipline but a life skill, we are ready to learn and unlearn along the way to 

support a child‘s journey from Education to Employment. 

5. Designing Effective Language Teaching/Learning Materials (TLMs) 

    TLMs, also known as instructional materials, are any collection of tools or means 

including:  print, visual, audio-visual, human, and non-human resources used by 

teachers in classrooms to help achieve the desired teaching-learning objectives (global 

dictionary, 2021). Types of teaching/learning materials can be classified as follow: 

Print Textbooks, pamphlets, handouts, study guides, manuals. 

Audio Cassettes, microphones/headsets, podcasts. 

Visual Charts, real objects, photographs, flashcards. 

Audio-visual Slides, tapes, films, television, DVDs/video, multimedia

  

Electronic 

interactive 

Computers, graphing, calculators, tablets, Internet 

Table 31: Types of instructional materials (Wikipedia.org) 

    As the German poet Johann Wolfgang von Goethe (1749-1832) said: ―Knowing is 

not enough we must apply, willing is not enough we must do."  

So, language classroom that uses only a teacher lecturing the class, perhaps writing on 

the chalkboard or whiteboard is the classic example of not using any teaching/learning 

materials. Utilising TLMs can greatly assist learners, arouse interest, and motivate 

them to perform well during the learning process. Anshul Chandra et al. (n.d.) believe 

that: 

The use of teaching materials in English Language class is important because 

English has gained much more attention around the world…To teach a new 

language, different teaching materials should be used in order to enhance 

learners‘ learning process so that the learner may be able to communicate the 
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learned language in real life. Linguistics now encourages the use of teaching 

materials in teaching because of their positive effects on students.  (p. 4) 

    Clearly, TLMs are key factors in creating positive ELT atmosphere and effective 

teaching and learning environments because these aids directly target the five senses 

so the chances of forgetting become less and the process of learning becomes more 

efficient /practical. Richard (1981, cited in Chandra et al., n.d ) in his study found that 

a normal human being remembers 10% of what they read, 50% of what they saw and 

heard, above 70% of what they heard, seen and done. 

5.1. Teachers as the First Teaching Aid 

    The importance of teachers as a human TLM inside and outside the classroom is 

non-ignorable. They are one of the wonderful teaching tools which are very 

convenient in every respect, and without their magic touch, all the TLMs turn useless. 

English teachers, in particular, have multiple roles to play in the class: they can be 

monitors, facilitators, narrators, presenters, friends, and wise guides. Skilful EFL/ESL 

teachers can intelligently involve their learners in the process of learning by doing 

some simple things like the use of proper body language, eye contact with students, 

good facial expression, giving students time to talk, calling them by their names, 

tolerate differences, thanking learners even when wrong answers take place, etc. Such 

positive behaviours create friendly learning atmosphere in the class and bridge the gap 

between teachers and students. 

    Therefore, Educational Authorities in the country are strongly invited to reconsider 

the process of preparing teachers for this sensitive job. Reconsideration starts from the 

first year at University/College until graduation where they are prepared 

psychologically and pedagogically to be ready to deal with all what happens in the 

classroom as a small society. Besides reinforcing three main poles including 

Knowledge about language, Pedagogy, and Technology during the student-teachers' 

training, and which result in what Koehler and Mishra (2006) termed as TPCK or 
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Technological Pedagogical Content Knowledge of teachers. The latter is structured as 

follow:   

 Content Knowledge (CK) : it is knowledge about the actual subject matter that 

is to be learned or taught; 

 Pedagogical Knowledge (PK): it is knowledge about the processes and 

practices or methods of teaching and learning; 

 Pedagogical Content Knowledge (PCK): it is the intersection and interaction 

of pedagogical knowledge and content knowledge; 

 Technological Knowledge (TK): it refers to knowledge about standard 

technologies such as books, chalk and blackboard, and more advanced 

technologies like the internet and digital video; 

 Technological Pedagogical Knowledge (TPK): it is knowledge of the 

existence, components, and capabilities of various technologies as they are used 

in teaching and learning settings, and how teaching might change as a result of 

using particular technologies; 

 Technological Content Knowledge (TCK): it is an understanding that 

technology and content influence and constrain each other; 

 Technological Pedagogical Content Knowledge (TPCK): is a form of 

knowledge that goes beyond the three separate components such as 

technological knowledge, technological content knowledge and technological 

pedagogical knowledge. 

(Kwakye Apau, 2017, pp. 170-171) 

    Koehler and Mishra TPCK model‘s reciprocal determinism is shown in figure 33 

below to explain how much these elements are interrelated:  
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     Mishra and Koehler (2006) note that quality teaching requires the understanding of 

the complex relationships between technology, content and pedagogy, and using this 

understanding to develop appropriate, context specific strategies and representations. 

Therefore, teacher preparation programmes should prepare student-teachers towards 

the use of a more comprehensive framework for teaching such as TPACK. 

5.2. Revising/updating the Current Course-Books 

    This point is considered crucial because the majority of the teachers of English in 

both Fundamental and Secondary School base their work on course books as the 

main/dominant teaching-learning material. It is, unfortunately, rare to find teachers 

using visual, audio-visual, or electronic interactive aids in EFL/ESL classrooms. While 

textbooks can be highly beneficial in language teaching with the right guidance of a 

trained EFL teacher, they can have some shortcomings. Gareth Popkinsn (n.d) thinks 

that: ―Language textbooks (can be) boring and demotivating. They focus too much on 

dry grammar, impenetrable explanations, interminable exercises and dull texts.‖  

    Obviously, ELT course-books focus much more on knowledge about the language 

rather than what learners can do with the language, and thus many learners failed to 

even acquire the basic competence in English. Brian Tomlinson (2008) emphasizes: 
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Many ELT materials (especially global course books) currently make a 

significant contribution to the failure of many learners of English as a second, 

foreign or other language to even acquire basic competence in English and to 

the failure of most of them to develop the ability to use it successfully. They 

do so by focusing on the teaching of linguistic items rather than on the 

provision of opportunities for acquisition and development.     (p. 3) 

 

    Let us suppose that course-books are free from weaknesses, mistakes/errors, English 

teachers should understand that using these items appropriately is an art, and that they 

are designed for help not a manual to be slavishly followed (Harmer, 2007) as it is a 

holy version. It is a part of their noble job to look for supporting materials in order to 

provide learners with opportunities for acquisition and development.  

    As it comes to revising and updating course books, the Ministries of Education in 

many countries are updating their curriculum, syllabus and materials to keep up with 

changes in English language teaching at Primary and Secondary level (Tomlinson, 

2008, p. 19). Frankly, this has not been done in Algeria at least since 2009 (the year I 

joined Secondary Education as a teacher of English); the same curriculum, the same 

syllabus, and the same coursebooks for all levels are in use without any single change. 

    Undoubtedly, updating or even changing coursebooks becomes a ‗necessity evil‘ for 

the many weaknesses, mistakes, and errors detected in them. Since 2005/2006 the 

same information, texts, statistics, etc. are being taught till 2021/2022; the world is 

rapidly changing where lots of events took place and dozens of researches are done at 

least in the field of foreign language teaching/learning. We need to keep learners 

informed and up-to-date. 

    Consequently, Educational Authorities, particularly textbook designers, must step 

up towards real change and think of authentic alternatives as coursebooks are not just 

books filled with linguistic items and instructions to be theoretically performed. Good 

coursebooks are attractively presented and carefully prepared to offer coherent 
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syllabuses as well as satisfactory language control. They seem to mean a lot; they 

often come with a Student Book, a Teacher's Book and a Workbook, beside additional 

materials such as cassette tapes/CD-Roms, motivating texts, and extra resources. They 

can include videos/DVDs, Web resources, a mini-dictionary, a mini-reference book 

and/or an extensive reader booklet (Harmer, 2007; Tomlinson, 2008). 

5.3. Using Authentic Teaching/Learning Materials 

    In recent years, authentic materials are increasingly being used in language teaching 

in terms of speaking process (Ameer, 2017). They are real texts used by native 

speakers, and have been designed for the speaker of the language (Harmer, 2001), they 

can include videos, television programmes, and any other sources of language or 

anything that might stimulate language use. Authenticity in language materials are 

meant to provide exposure to concrete/real use of English through spoken and written 

texts with the potential to engage the learners cognitively and affectively (Tomlinson, 

2008). Hence, exposing learners to authentic materials is indispensable, because of the 

rich language input they provide besides enabling them to cope with genuine 

interaction, whether it is inside or outside the classroom (Chandra et al., n.d., p. 9). 

    Therefore, to develop English language learners‘ skills, teacher should use authentic 

materials because they are exciting and useful means that lessen the gap between 

classroom and the real world. In addition, these aids help in motivating learners to 

learn English by making them feel they are practising the genuine language which is 

typically used in the target community where the language is spoken. Ur (1984) 

reckons that utilizing authentic materials such videos, films, songs and newspapers 

will enhance learners‘ ability in the target language. 

 Advantages of Using Authentic Materials 

Kilickaya (2004, cited in Crawczyk, 2019, p. 24) confirms that: 

They [authentic materials] have positive effect on learner motivation, deliver 

authentic cultural information, provide exposure to real language, are related 

more closely to learners‘ needs and they support more creative approach to 
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teaching and learning. We can claim that learners are being exposed to real 

language and they feel they are learning the ‗real‘ language. These are what 

make us excited and willing to use authentic materials in our classrooms.    

    To explain the above quotation, we can say that using authentic materials in 

EFL/ESL classrooms, according to Chandra (n.d.) and Lansford (2014), help: 

- Prepare learners for real life communication; 

- Guide learners toward the language they need for their particular context; 

- Affect learners‘ motivation positively and make learning 

enjoyable/memorable;  

- Encourage teachers to adopt effective teaching-learning methods;  

- Present authentic information about the target culture; 

- Decrease students‘ degree of anxiety to face the new environment in the 

target language. 

    Yet, some expert researchers claim that at lower levels authentic materials are not 

adequate for use in mixed-ability classes where weak learners may feel frustrated, 

confused and de-motivated (Guariento & Morley, 2001). Also, it is challenging for 

teachers to select authentic materials for all learners. Moreover, preparation of the 

tasks and activities is often demanding and time consuming for teachers to meet 

pedagogic purposes. 

5.4. Expanding/Encouraging the Use of ICTs 

“With the help of technology, teachers will be leaders in the 

transformation of education around the world”- Craig R .Barrett 

    The acronym refers to Information and Communication Technologies which are 

influencing every aspect of human life at present. Information Technology (IT) 

encompasses all of the technology that we use to collect, process, protect and store 

information, whereas ICT as a concept involves transfer and use of all kinds of 

information (Celebic & Rendulic, 2011).  ICTs have incredibly contributed to change 

our everyday life such as letter to e-mail, market shopping to online shopping, 
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classroom learning to e-learning, etc. Then, ICT in education refers to the use of 

technological devices such as computers, communications facilities and features that 

variously support teaching learning and a range of activities in education. Lawrence 

Tomei (2008) believes that: 

Information technology makes it possible for faculty and trainers to improve 

the manner in which they present materials in both a traditional, face-to-face 

classroom or via technology-enhanced online teaching. When used properly, 

technology increases the frequency and quality of instructor-student 

interaction and, consequently, learner outcomes. (pp. xx-xxi) 

 

    As far as education is concerned, the effective usage of ICT expands learning and 

knowledge on local, national and global levels. Many countries, including USA, UK, 

Netherlands, South Africa, Chile, India, Czech Republic, Korea and Australia have 

developed standards and policies to foster and implement ICT in their educational 

systems (Chen et al., 2015). Lawrence Tomei (2008) adds that colleges and 

universities nowadays become obliged and assumed responsibility to provide both 

their faculties and their learners with a knowledge and application of the latest 

instructional technologies for the enhancement of learning.                                                                

    In the Algerian context, integrating ICTs in EFL/ESL classrooms becomes 

inevitable and more than a necessity as ICTs usage gives a chance to teachers as well 

as learners to increase the quality of education and pedagogical aspects, provide 

opportunities to learners to direct their learning and treat information, and meet the 

requirements set by the coeval knowledge society. When ICTs are available to 

teachers and learners, they can enhance learning and teaching experiences (Chen et al., 

2015). Moreover, integrating ICTs will assist teachers replace traditional teaching 

methods with a technology-based teaching and learning tools and facilities. 

    However, expanding ICT‘s usage in all schools nationally needs a solid 

infrastructure, technical assistance, and a continuous training to teachers for 
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technological knowledge update. In most schools around the globe, technical 

difficulties sought to become a major problem and a source of frustration for learners 

and teachers and cause interruptions in teaching and learning process.  

    Concerning teachers, beyond basic skill training, educational authorities have to 

provide further professional development for them. Warwick and Kershner (2008) see 

that the significance and advantages of ICT should be known by teachers in order to 

conduct a meaningful lesson with the use of ICTs, especially today‘s generation are 

amazingly qualified in utilising technology. Indeed, training courses should be 

conducted by experts to help teachers learn how to use and flexibly integrate ICT 

within the teaching-learning process. Besides, peer-tutoring/coaching systems are 

gaining much importance in which schools enable skilful teachers/students in ICT to 

assist and guide other teachers who have less experience.  

    So, it is not the mission of the Government alone, but a common shared 

responsibility (teachers, parents, experts, technicians, and volunteers) to cooperate in 

order to bring about an advanced country in using technology not only in education but 

in every field of life.  

6. Increase  Timing for Teaching English 

    Learning a language takes significant effort over a sustained period. Everyone 

connected with language learning, learners, teachers, school managers and 

departments of education, is looking for ways to do this as efficiently as possible. 

English language as a subject is being taught / introduced to Secondary School 

learners in a whole school year as follow: 
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    However the above numbers do not seem enough for Secondary School learners to 

achieve fruitful results in English since the total hours of instruction for both streams 

(Literary & Scientific) are below average. Cambridge University Press published an 

article in 2018, based on a thorough study performed by a group of researchers to 

answer this question: How long does it take to learn a foreign language? And the 

results are: Teenagers with reasonable or basic access to resources and good teaching, 

and with low levels of motivation. 

 

    The levels in the table above adopt the Common European Framework of Reference 

(CEFR) language proficiency scale, which appears as follow:  
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    Most of Secondary Education learners‘ level can be ranked between A1 and B1. So, 

when comparing the number of hours spared to English language teaching-learning 

through the whole school season with that of international standards, the difference 

appears as shown below: 

International Standards –CEFR- 

(Number of guided learning hours 

within 35 weeks) 

National Standards (number of guided 

learning hours within 28 weeks instead 

of 35 weeks) 

A1= 150-200 1
st
 year= 84-116 

A2=180-230 2
nd

 year= 84-116 

B1=200-250 3
rd

 year=84-116    

Table 35: FL International Standard Vs National Guided Learning Hours 

    The length of time it takes to learn a language will vary greatly depending on 

learners‘ skills, levels, attitudes/attractiveness towards the target language, and the 

amount of time they are able or willing to dedicate to it. Yet, taking the minimum 

average of hours in each level, CEFR necessitates from a beginner /A1/ to reach B2 

level 750 hours (150+180+200+220) besides 50% of these estimates if the learners 

only speak one language and it is a language quite different from English (for example 

Chinese, Arabic, Japanese, Korean). Thus, the total will go beyond 1000 hours in three 
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years whereas the same period depending on the national standard and with the 

maximum timing (116 hours) equals 348 hours. 

    Moreover, some researchers in Cambridge University state that the Federal 

Government of the United States provides approximations of the time it takes to reach 

―Professional Competence‖ (Level 3 on the ILR scale). These guidelines are split 

between different categories, according to the level of difficulty a native English 

speaker will encounter in learning them. Category Three includes: 

―Languages which are quite difficult for native English speakers (88 weeks; 2200 class 

hours, plus about half that time preferably spent studying in-country) Arabic, 

Cantonese, Japanese, Korean, Mandarin, Taiwanese (Hokkien Min Nan), Wu‖ (CUP, 

2018, p. 15) 

    In one word, there is no exact answer to the question: How long does it take to learn 

a language? But the importance of the time factor besides other factors is undeniable. 

Based on International standards, at least 1000 hours of instructions when compared 

with 348 hours for English learners in three School Years in Algeria are not frankly 

sufficient at all to reach an acceptable level in English. Thus, it is time for educational 

authorities to seriously dedicate much more time for the teaching of English language.  

7. Organising English Language Summer Courses 

    A summer school is a form of Education provided by Universities and International 

Colleges during the summer vacation, with courses usually lasting one to eight weeks. 

These programs are particularly conducted to learners who wish to become fluent in 

English while getting fully immersed in the native-like/target culture and experiencing 

an exciting learning environment. Such type of courses should be encouraged by 

Educational Authorities, and parents need to motivate their children to attend these 

tournaments nationally and abroad if possible. According to US Congressional Serial 

Set, volume 8 (1915, p. 60): ―A summer course should be added, most assuredly… and 

would be attended by undergraduates who in many instances have nothing to do at 

home during vacation, and who would be glad for a chance to learn something useful.‖  
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    An academic summer program with EFL/ESL classes can help learners foster their 

skills and practice their speaking, writing, reading, and listening in non-official and 

comfortable surroundings. Moreover, researchers have agreed upon a number of 

summer courses benefits like: 

 Help mastering English faster because of intensive lessons;  

 Full immersion where English is the only language used by learners even when 

they do not know all the words; 

 Get out of the classroom‘s daily routine where language is learnt through 

enjoyable materials and possibly in the presence of native speakers;  

 Raise learners intrinsic/integrative motivation as learners engage in doing 

tasks/activities to please themselves; 

 Bridge the summer learning gap in which learners stay update and in contact 

with language use; 

 Useful for students with learning difficulties; 

 Make new relationships and learn about others‘ culture; 

 Empower group spirit through outdoor collaborative learning. 

 

    Eventually, a well-balanced and personalized academic curriculum during the 

summer holidays may well put students on the right path for success, rekindle interest 

in learning and increase learners‘ motivation and self-esteem, especially if it is tailored 

to the participant‘s individual needs. Therefore, the culture of enrolling or attending 

summer courses ought to be a habit for authorities, administrators, teachers, and 

parents. They need to encourage such programs to enhance English language teaching-

learning.   

8. Ensuring Fair, Reliable, and Valid Language Assessment 

"What do I want that person to learn?" and "What evidence 

would I accept to verify that learning?"  Ralph W. Tyler (1949) 
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    Assessment is the process of using means and techniques to gather information 

about student learning. i.e., assessment is the way teachers attempt to see their 

students‘ learning (Garies & Grant, 2015).  Language assessment or language testing 

means measuring and weighing learners‘ first or second language ability/proficiency. 

Surely, tests are one form of language assessment beside many others; they fall into 

two categories: summative and formative. EFL/ESL teachers, then, need to have a 

profound knowledge about the process of testing and assessment to give opportunity to 

their learners to appropriately progress as stated by Garies & Grant (2015): 

―Assessment is not only a measure of student learning, but a means to student 

learning.‖ 

    According to the British Council (2020), a recent research conducted in UK schools 

shows that good assessment can increase learner performance. Crusan et al. (2016) 

claim that: The consequences of uninformed assessment can be losses for students in 

time, money, motivation and confidence (p. 43), which means there is a link between  

the quality of assessments made by teachers in the classroom and learners‘ 

achievement in standardised tests (Mertler, 2009). So, the main beneficiaries of 

teachers being knowledgeable about language testing and assessment are the learners. 

Teachers who are able to assess progress and give good feedback will help learners to 

progress and make good decisions about how to plan their future learning. 

    Most of EFL/ESL teachers in Algeria are still using traditional ways of assessments, 

namely formal ways of testing which include pen-paper testing. However, experts 

(Garies & Grant, 2015; Fulcher & Davidson, 2007) believe that classroom assessments 

become part of modern life where schoolchildren around the world are constantly 

assessed, whether to monitor their educational progress through tests, quizzes, essays, 

rubrics, observation, oral presentations, and other informal means of measuring like 

the use of learners‘ portfolios. Secondary School English teachers need to be trained 

how to weave together curriculum, instruction, and learning to make language 

assessment seems more natural and useful.  
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    The main points that EFL/ESL teachers should concentrate on to achieve a natural, 

effective, and purposeful assessments are: 

◆ Ensure that their assessments are fair, reliable, and valid;  

◆ Construct assessments that meet the level of cognitive demand expected of 

their learners;  

◆ Create select-response items and understand technology-enhanced items that 

are increasingly being used in assessments;  

◆ Use constructed-response items and develop scoring criteria such as rubrics;  

◆ Analyse student results on assessments and use feedback more effectively. 

(Garies & Grant, 2015) 

    More importantly, English language teachers should never separate assessment from 

the curriculum and the teaching-learning process because it is commonly believed by 

applied linguists that all classroom assessment of student learning is ultimately 

intended to contribute to student learning. Moss (2003, cited in Fulcher & Davidson, 

2007) reflects upon her own approach to classroom assessment, and says:  ―While 

from time to time I bring ‗assessment‘ to the foreground as a discrete issue, I find it is 

artificial for me to separate out particular activities as ‗assessment‘ when I design a 

learning environment and put it into motion.‖ (p. 24) 

    Thus, the intelligent teacher certainly has answers to four main questions in the field 

of assessment, and which are: why to assess, when to assess, what to assess, and how 



179 
 

to assess. These questions need to be continuously asked by them when deciding to 

hold the three fundamental roles of assessment in the classroom: 

1) Pre-assessment is the assessment of student learning prior to teaching;  

2) Formative assessment is the assessment of student learning integrated into the 

act of teaching;  

3) Summative assessment is the assessment of student learning at the end of 

some period of instruction. 

    To sum up, language assessment is undoubtedly an essential element in the 

teaching-learning process as it does not only measure learners‘ language proficiency, 

but it is also a direct means that influences learners‘ engagement and learning 

(McMillan, 2013). Therefore, EFL/ESL teachers should be sufficiently aware of this 

sensitive point in which fairness and subjectivity must be the corner stone. Further, 

formal assessment, on the one hand, is the most common method and it is necessary 

when factual data that qualifies a student for the best learning phase, for example, for 

passing or moving from Secondary School to College.  

    Informal assessments, on the other hand, should not be ignored by teachers for their 

numerous advantages. With informal evaluation, the instructor has a better picture of a 

learner's abilities, just as Fulcher & Davidson claim: ―Teachers usually understand a 

great deal about the knowledge, abilities and skills of the learners in their classroom 

without the need to resort to formal tests.‖ (2015, p. 25) 

 

Conclusion  

    In the first section of this chapter, the researcher attempted to suggest a number of 

solutions to enable both EFL teachers and learners overcome the many obstacles that 

stand as roadblocks on their way, and prevent them from achieving satisfactory results 

in the area of English language learning. Chapter four focused on proposing core ideas 

including: a call for an immediate reform, raising awareness about the importance the 

English language, updating EFL/ESL teachers‘ knowledge and proficiency, teaching 



180 
 

English in early stages, designing effective teaching/learning materials, increasing 

time for teaching English, organising English language summer courses, and finally 

ensuring fairness, reliability, and validity in language assessments. 

    The second section will be devoted to general discussions on the results related to 

this study, implications, and recommendations for further research.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



181 
 

CHAPTER FOUR 

Section Two 

Discussions, Implications, and Recommendations 

Introduction………………………………………………………………….182 

3. Discussions/Implications of the Study………………………………….….182 

3.1. Necessity to Emphasise Learner-centeredness…………………….185 

3.2. Importance of English language Learning……………………........188 

3.3. Implications for Teaching English at Early Stages…………….…..191 

3.4. The Need to Use ICTs in ELT Classrooms………………………...193 

4. Limitations and Recommendations for Further Studies…………………....196 

Conclusion……………………………………………………..………..…199 

 

General Conclusion…………………………………………………....….200 

Bibliography…………………………………………………………....…..205  

Appendices…………………………………………………………………222  

Appendix A……………………………………………………………...222 

Appendix B………………………………………………………….......226 

Appendix C………………………………………………………..….....229 

Appendix D………………………………………………………….......230 

Résumé……………………………………………………………..……231 

 

 

 

 

 

 

 

 

 

 

 



182 
 

Section Two 

Discussions, Implications, and Recommendations 

 

Introduction  

    The purpose of this chapter is to draw upon some significant implications held in the 

present study, along with possible suggestions and recommendations for further 

research in the area of enhancing EFL teaching and learning. The researcher starts with 

significant implications regarding reforming education, the development of the 

curriculum and its actualization, raising the English language awareness among 

learners, the professional development of teachers as well as the educational research 

setting. Research recommendations are then provided for an attempt to achieve 

strategic policy construction, on the basis of our study findings besides insisting on 

further researches in this field. We naturally end our section with a conclusive and 

recapitulative statement. 

1. Discussions/Implications of the Study 

    The present study dealt in focus with the challenges and problems that EFL teachers 

and learners encounter in the classroom, where we attempted to investigate/detect the 

nature of these hindrances. It also emphasised the necessity to overcome these 

obstacles trough suggesting practical solutions to better the situation. Informed by the 

research works on English language teaching/learning, our study holds some 

implications for educational authorities, administrators, teachers, and parents. 

    To begin with, the collected data in this study could be taken as a basis by EFL/ESL 

teachers in order to have clear ideas about the different challenges faced in ELT 

classrooms, and reflect upon the proposed solutions. Teachers and the civil society 

need to be aware of the importance of realising a suitable education reform to 

transform school structures with the aim of raising the quality of education in the 

country. The idea is greatly supported by Schleicher Andreas (2018) who values the 
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significant role of teachers and education staffs in making reform happen, when stating 

that: 

 Implementing reforms is therefore often impossible without the co-operation 

of education staff. They can easily undermine reforms in the implementation 

phase, while blaming policy makers for having attempted misguided reforms 

in the first place. And teachers in many countries are well organised. But in 

fairness, many teachers have suffered from years of incoherent reforms that 

disrupt rather than improve education practice because they prioritise variable 

political interests over the needs of learners and educators.       (p. 206) 

 

     Teachers are generally viewed positively by the public, even when there is great 

dissatisfaction with education systems. Thus, their contribution in making a purposeful 

education reform has positive influence on teaching practices, curriculum 

update/development and on enriching instructional materials (textbooks/course-books) 

that assist teachers as well as learners towards constructing a flexible, interactive, and 

meaningful teaching-learning environment. 

    However, EFL/ESL teachers‘ contributions to support new reform accompanied 

with the multiple changes depends highly on the nature of their pre-service education 

and training. That is to say, Teachers‘ Training College (TTC) graduates are, 

generally, favoured over University graduates for their balanced training from 

different angles: linguistically, didactically, and psycho-pedagogically. After 

graduation, TTC English teachers come to the field of ELT with higher rates of 

readiness than English university graduates do, because the former were fully 

immersed in/or concerned with the teaching-learning process. Respectfully, University 

English language graduates need much time to cope with the teaching-learning 

environment due to their irrelevant training. This point is highlighted by Don Skinner 

(2005) when he declares that: 
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  All teachers in training need to find out about how to succeed on teaching 

placements, plan lessons, manage classrooms, write educational assignments 

and apply insights from developmental psychology. All need to learn how to 

meet the nationally determined standards of professional knowledge, 

understanding and skill.   (p. 1) 

 

    Most of the training procedures mentioned in the quotation above are met by TTC‘s 

English language students during their pre-service education, whereas such kind of 

training is almost absent at University. Therefore, TTC EFL teacher-graduates seem 

ready to enhance EFL teaching/learning and to participate in enriching ideas like: 

education reform, curriculum update/development, syllabus design, teaching-learning 

materials diversifying, and English language awareness raising. 

    It was also revealed, nonetheless, that a gap exists between the theoretical 

knowledge, teachers gain from the curriculum, and the practical knowledge, which is 

supposedly constructed from on-going or in-service training experiences with 

colleagues/Inspectors, and such a gap was attributed basically to contextual problems. 

Schunk, Meece, and Pintrich (2012) suggest that in-service training programmes 

contribute significantly to improve the education system, while Zimmerman, Boekarts, 

Pintrich, and Zeidner (2000), see that a trained teacher is more effective and thus able 

to plan better strategies to assist learners in various aspects.  

    Furthermore, Marsha & Naftaly (1999, cited in Che Mohd Zulkifli Che Omar 2014, 

p.2), one of the important component to improve the quality of education is through in-

service training for teachers. Hence, the more in-service training sessions the teacher 

attends the better performance s/he gets. The fundamental purpose of in-service 

teacher training programmes, then, is to create an environment that enables the 

effective practice of teaching within a classroom, and provide the them with skill, 

knowledge, ability and confidence to facilitate, mediate, and guide learners to take 

care of their own learning (Sim, 2011 ; Essel et al., 2009)  . Findings such as these 
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raise implications for novice as well as experienced EFL teachers. In addition, teachers 

need to be acquainted with the knowledge rudiments necessary for their teaching 

profession, and more significantly for English language teaching-learning 

enhancement. 

    Having the importance of training seminars in mind, the data collected in this study 

show that EFL Secondary School teachers are not really motivated to attend them 

because, according to their views, they became useless as these training sessions with 

Inspectors focus much more on theoretical aspects of ELT and give little or no 

attention to practice. Therefore, training programmes are meant to maintain the 

intimate relationship between theory and practice, and equip teachers with new 

ideas/insights to be applied in EFL/ESL classrooms. Harmer (2007) strengthens: 

Teachers, like anyone else, need chances to discuss what they are doing and 

what happens to them in class so that they can examine their beliefs and 

feelings. However much we have reflected on our own experiences and 

practice, most of us find discussing our situation with others helps us to sort 

things out in our own mind.  (p. 418) 

 

    Conferences, meetings, and workshops enable teachers to get knowledge about the 

latest developments in the field of ELT, take part investigative workshops and hold 

debates about current issues in theory and practice.  

1.1. Necessity to Emphasise Learner-centeredness 

    Among the essential points tackled in this study on how to enhance EFL teaching 

and most importantly learning in the Algerian Secondary School, is viewing learners 

as active agents where they are placed at the centre and motivated to take charge of 

their own learning. Teaching-centeredness as an old or traditional belief should be left 

behind, in other words, a good teacher nowadays is the one who creates opportunities 

for her/his learners to teach each other, answer their peer's questions, and present the 

results of their works. Clay P. Bedford (1903-1991) once quoted: You can teach a 

https://www.searchquotes.com/quotes/author/Clay_P_Bedford/
https://www.searchquotes.com/quotation/You_can_teach_a_student_a_lesson_for_a_day%3B_but_if_you_can_teach_him_to_learn_by_creating_curiosity%2C/301907/
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learner a lesson for a day; but if you can teach him to learn by creating curiosity, he 

will continue the learning process as long as he lives (n.d.). 

    To reach English language independence, teachers are requested to smartly lessen 

their roles and let their learners take the initiative to interact freely in a fully 

purposeful communicative environment in which they are guided by their teachers 

towards achieving the designed goals. On this point, Weimer (2013) believes that: 

Teachers are doing too many learning tasks for students. We ask the questions, 

we call on students, we add detail to their answers. We offer the examples. We 

organize the content. We do the preview and the review. On any given day, in 

most classes teachers are working much harder than students. I‘m not 

suggesting we never do these tasks, but I don‘t think students develop 

sophisticated learning skills without the chance to practice and in most 

classrooms the teacher gets far more practice than the students.     (p. 1) 

 

    To reinforce this point, besides our study findings, a research done by Djalal 

Mansour (2021), University of Constantine, reveals that EFL teachers (based on his 

questionnaire with 17 teachers) still prefer teacher-centred classrooms because they 

think that the level of their learners is below-average which imposes the dominance of 

the teacher. His gathered results are adapted from his article as follow: 

Figure 35: Adapted from Djalal Mansour (2021), Internet Journal for Cultural Studies 

https://www.searchquotes.com/quotation/You_can_teach_a_student_a_lesson_for_a_day%3B_but_if_you_can_teach_him_to_learn_by_creating_curiosity%2C/301907/
https://www.searchquotes.com/quotation/You_can_teach_a_student_a_lesson_for_a_day%3B_but_if_you_can_teach_him_to_learn_by_creating_curiosity%2C/301907/
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    Having learners with below-average/poor command of English language never 

means that the teachers had/have no choice except the full domination of the 

classroom. Such behaviours indicates that most EFL teachers ignore the true 

application of CBLT in the class, and this again confirmed in our findings and in 

Djalal‘s research (question 10) as adapted below: 

 

Figure 36: Adapted from Djalal Mansour (2021), Internet Journal for Cultural Studies 

  

    Therefore, our study holds a significant implication for research on learner-

centeredness, and it is about EFL teachers‘ roles lessening in the classroom to be just 

guides, monitors, mediators, learning facilitators, and interaction/communication 

creators. This implication is compatible with the body of related literature, in which 

recent teaching methods and approaches, particularly CBLT, necessitates learner-

centred teaching that encourages collaboration and motivates students to reflect on 

what they are learning and how they are learning it by sharing power or giving them 

some control over the learning processes (Weimer, 2013). However, this goal is not 

easy to achieve the fact that some teachers find it hard to minimise their roles in ELT 

classrooms, but easy to go back to their more comfortable, teacher-centred practices. 

This is depicted in the words of Weimer (2013) who states that: 

 Research has consistently demonstrated that learner-centred teaching 

practices are more effective than traditional teacher-centred approaches, but 

unfortunately, the benefits may not be immediate or automatic. Indeed, many 



188 
 

teachers find it easier to revert back to their more comfortable, teacher-centred 

pedagog.    (p. 4) 

 

    The difficulty to make teachers favour learner-centred teaching and maintain 

autonomous learning is commonplace. Nevertheless, the possibility to effect a change 

in their traditional models of teaching remains standing. In our study, teachers‘ 

resistance to change refers to different excuses such as long syllabus and complex 

content, short time to cover the whole programme, and learners‘ inability to take 

charge of their own learning. Although these excuses do exist, EFL teachers have to 

take the initiative to adapt the syllabus, manage time, and train their learners to have 

some control over learning processes. 

    Again, a good will to enhance EFL teaching/learning is required along with a 

strategy to provide suitable contexts that bridge the gap between teachers and learners; 

this is on the one hand. On the other hand, the role of Educational Authorities, syllabus 

designers, administrators, and Inspectors need to be realized in practice to assist 

English language teachers, and sometimes force them to abandon traditional teaching 

practices through providing alternatives. Accordingly, EFL subject matters and 

curricular areas need to be framed and filtered by expert teachers to devise ways and 

methodologies that serve as models for other fellow and novice teachers.   

1.2. Importance of English language Learning 

    The findings of the present study reveal such a need to raise awareness of the 

importance of learning English, which became a global language, not only for 

Secondary School learners, but for all community members. According to the US 

Department of Justice (2000) a public awareness and education project is a way to 

bring a certain issue to the attention of a group of people. Thus, such process is a great 

way to highlight the need for teaching/learning English in our community so as to 

spread the use of this language nationally, and help/motivate English language learners 
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to miss no means or opportunity to achieve fluency under the guidance of the 

educational staff. 

    The data gathered along this research show that though most of SE3 learners 

recognise the importance of English as an international language, the majority of them 

are not really motivated to engage in doing activities, tasks, or participating in the 

classroom. So, another need appears to enhance EFL learning is through looking for 

practical and efficient methods to raise learners‘ motivation. The latter is done by 

understanding thoroughly the kind of learners we have to select the appropriate type of 

motivation that suits their visions. Put differently, EFL learners can be motivated 

either intrinsically or extrinsically by their parents, teachers, school authorities, etc. An 

accepted distinction between the two terms is made by Jeremy Harmer when he 

mentions that: 

- Extrinsic motivation is the result of any number of outside factors, for 

example the need to pass an exam, the hope of financial reward, or the 

possibility of future travel;  

- Intrinsic motivation comes from within the individual. A person might be 

motivated by the enjoyment of the learning process itself or by a desire to 

make themselves feel better. 

(2007, p. 98) 

    It is brought to evidence by most researchers and methodologists that intrinsic 

motivation brings better results than its extrinsic counterpart (Harmer, 2007). Yet, both 

intrinsic and extrinsic, are key factors in the success of students at all stages of their 

education. So, it is the role of both parents and teachers to reinforce this side. On the 

one hand, parents can mix the two types to motivate their sons/daughters primarily by 

encouraging open and sincere communication where they feel comfortable to express 

their interests, and use their preferred learning styles to enjoy what they are doing.  

They (parents) can create a reward system in which learners will have something to 

look forward once study time is complete. The rewards can be as simple as allowing 
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sports practising once homework is done to limit stress, promising financial rewards 

after each study session, or permitting trips at the end of each semester. 

    On the other hand, teachers‘ mission is greater. They should adapt, modify, or even 

change the learning activities and make them enjoyable and purposeful for learners in 

a threat-free environment. One way to encourage students and teach them 

responsibility is to get them involved in the classroom by giving each learner a task to 

fulfil besides praising them for their efforts and hard work even when mistakes/errors 

occur. Further, everyone likes getting rewards and EFL learners are not an exception, 

so offering them the chance to earn prizes is an excellent source of motivation. 

Teachers also need to encourage balanced and fair group work for social interaction 

and cooperation can get learners excited about things in the classroom where they 

motivate one another to reach a designed goal. Anderson and Garrison (1998) contend 

that effective learning requires quality interactions between teachers and learners; 

interacting only with learning materials is not enough. Quality interactions between 

teachers and learners and among the learners themselves are the key factors for 

successful learning. 

    Interestingly, EFL teachers can help/train their learners find their own personal 

reasons for doing classwork and working hard (intrinsic motivation), whether because 

they get useful materials, wish to pass and join University, or just enjoy learning the 

language and the target culture. Doing so by teachers is considered one of the most 

lasting gifts they can ever give to learners to raise motivation and guarantee a 

continuous enhancement in EFL learning. Indeed, teacher should offer support no 

matter the final result is, and ensure that their learners are not anxious because of 

classwork to the degree that they just give up. To avoid such situations, teachers need 

to provide effective learning feedback to help students keep working hard, learn from 

their mistakes, and make improvements in the future.  

 

 

https://www.teachthought.com/pedagogy/20-ways-to-provide-effective-feedback-for-learning/
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1.3. Implications for Teaching English in Early Stages 

    It is implied in the present study that there is a foundation of belief, concerning the 

enhancement of EFL teaching/learning, which meets the evidence conveyed through 

the research literature about the opportunity to start teaching English at younger ages. 

    Educational specialists are increasingly suggesting that it is best to start teaching 

children a foreign language between the ages of 3 and 5, that is as early as in pre-

school (Cameron, 2001; Harmer, 2007). Thus, the teaching of English as a 

second/foreign language to young learners (TEYL) has grown in the last two decades 

to become a global phenomenon in which governments worldwide are prioritizing 

TEYL and is possibly currently one of the world‘s largest educational policy 

developments (Johnstone, 2009, cited in Rich, 2014).  

    Researchers always value findings on language teaching/learning enhancement as 

these serve novice as well as experienced teachers to have a handle on the knowledge 

base which is made possible through materials and activities on professional 

development. Hence, throughout this research a need for dedicating extra time to 

teaching English in High Schools imposes itself as learners are not really having 

sufficient time to learn/practice English. Our study, therefore, is in agreement with the 

research findings about enhancing EFL teaching/learning, in relation to sparing much 

time for English instruction. It was suggested by many researchers that the time factor 

plays an essential role in learning any language. As a result, suggesting TEYL seems a 

good solution as, according to Sarah Rich (2014):  

Lowering the age at which English is introduced into school systems has 

important implications for English language educators at secondary level and 

beyond. Not least this is because increasingly older learners will be those who 

have already encountered formal second and foreign language learning as 

children and will carry the impact of this, whether positive or negative, into 

their further studies.      (p. 1) 
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    Children, by nature, are honest competitors and curious learners. Therefore, when 

learning English in the early stages of language acquisition, they begin to acquire the 

language unconsciously motivated by necessities such as attracting the attention of the 

teacher, exchanging information, or participating and competing in a game. These 

practices help children to understand, feel comfortable, and get immersed to an 

English speaking environment. However, Primary School English teachers, based on 

Myles belief (2011), should be more concerned about children‘s rate (speed) of 

learning due to the implied pedagogical issues. Teachers need to carefully notice what 

makes their learners understand and learn/acquire the language faster and their 

aptitudes at certain stages of their development. Doing so, they will be able to adapt 

the route (nature of stages) of learning and select the most appropriate methodologies 

depending on the situation and circumstances. 

    Policy makers and Educational Authorities in the country are invited to include 

English as a subject in the general curriculum of Primary Schools. Of course, besides 

designing a careful syllabus that suits children‘s cognitive abilities, authorities should 

provide these schools with skilful English language teachers who have met a special 

training and orientation to deal with this sensitive category of language learners.  

Harmer (2001, cited in Prayatni, 2019, p. 108) clearly states that young learners learn 

differently from adult learners because they easily get bored, lose interest after a short 

period of time. It is recommended, then, that teachers keep children active and 

motivated by using enjoyable tasks such as storytelling, cartoons, and games.  

    Syllabus designers, in particular, should build a progressive English learning 

process along the different educational stages ensuring that connection and 

coordination exit among them. This progression has to consider that every stage is 

preparing learners for the next coming one, and that the repetition of the same content 

learned previously is avoided. 

    This research gives much importance to TEYL as one of the main suggestions to 

improve EFL teaching/learning quality in the Algerian Secondary Schools. Special 
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care should be given to pre-primary (critical period) and primary schooling as they are 

two crucial stages for language acquisition. Through introducing English at this 

period, pupils will be offered a solid foundation that enables them later to learn this 

language comfortably in higher stages. 

 

1.4. The Need to Use ICTs in ELT Classrooms 

    Generally speaking, it is quite difficult to teach a language if there is not good 

enough or suitable teaching materials and skilful teachers. Fortunately, e-learning 

courses make it easy for students learning both languages and cultures via Information 

and Communication Technologies (Chang, 2009, p. xvii).Throughout this study, it has 

been revealed that there is a great need to modernise the teaching materials and devise 

a flexible procedures to integrate ICT usage in EFL teaching and learning in regard to 

time and space. This new tendency would help bridge the gap between educational 

theory and classroom practice where learners find a fertile environment to think 

independently and communicate creatively. Littlewood (1981, cited in Chang, 2009, p. 

25) stresses the need to give learners extensive opportunities to use the target language 

for real communicative purposes and believes that the ability to communicate 

effectively is more important than perfect mastery. So, education authorities should be 

wise enough in implementing the strategies to empower ICT in supporting the teaching 

and learning process in the classroom. Henderson (2020) confirms that: 

Nowadays Information and Communication Technology (ICT), in the 

education sector plays an important role, especially in the process of 

empowering the technology into the educational activities. The use of ICT in 

education adds value to teaching and learning, by enhancing the effectiveness 

of learning. Technology in another side can be the most effective way to 

increase the students‘ knowledge. Also it helps them to think independently 

and communicate creatively.    (p. 51) 
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    Information and communication technology in schools can be used as a school 

communication tool to improve students‘ learning and better teaching techniques. 

Therefore, EFL teachers on their side are required to look at ICT as strong supporting 

material that helps them effectively reach their educational goals in the class 

considering teaching-learning and assessments. They need to miss no opportunity to 

attend/enrol in ICT‘s training courses to boost their skills for the benefit of their 

careers as well as their learners, especially with a new generation that proficiently 

master the use of different smart technologies including: computers, tablets, smart 

phones, data show, etc. 

Again, the appropriate use of ICTs in ELT classrooms can have concrete benefits like 

the ones mentioned by Henderson (2020, pp. 52-53): 

 Improve Engagement 

When integrating ICT into lessons, learners are expected to be more interested 

in the subjects they are studying. Technology provides different opportunities to 

make learning more fun and enjoyable in terms of teaching same things in new 

ways. 

 Develop Knowledge Retention 

Technology can help to encourage active participation in the classroom which 

also is a very important factor for increased knowledge retention. Different 

forms of technology can be used to experiment with and decide what works 

best for students in terms of retaining their knowledge. 

 Encourage Individual Learning 

Technology supplies great opportunities for making learning more effective for 

everyone with different needs as none learns in same way. For example, 

students can learn at their own speed, review difficult concepts or skip ahead if 

they need to. 
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 Support Collaboration 

Learners can collaborate by getting involved in different in-class/online 

activities. For instance, they may work on different projects by collaborating 

with others on forums or by sharing documents on their virtual learning 

environments in the same schools or with different schools. 

 Students can Learn Useful Life Skills Through Technology 

Modern learning is about collaborating with others, solving complex problems, 

critical thinking, developing different forms of communication and leadership 

skills, and improving motivation and productivity. These skills essential for the 

21
st
 century can be developed through the flexible use of ICTs. 

 Benefit Teachers 

Teachers can use different applications or trusted online resources to enhance 

their teaching practices and to keep learners more engaged. Virtual lesson 

plans, grading software and online assessments can help teachers save a lot of 

time. This valuable time can be used for working with slow learners. 

 

    In this study, we tended to show that the vast majority of EFL teachers are still 

reluctant to integrate technology in ELT classrooms either because they lack skills in 

using ICT or they believe it is not really helpful and time consuming. Such a point was 

made evident through classroom observation sessions with SE3 learners in the three 

selected Secondary Schools. Thus, the implication of this procedure is the necessity to 

integrate ICT usage in the curriculum besides training teachers to use technology in 

classrooms because of its significant role in education that becomes unavoidable.  

    Moreover, the rapid changes in technology are indicating that the role of ICT in the 

future will grow tremendously in the education systems worldwide. By observing 

current activities and practices in EFL classrooms, we can say that the development of 

ICTs within education can have strong effect on what is learned, how it is learned, 

when and where learning takes place, who is learning and who is teaching. In addition 
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to classroom teaching, teachers will act as virtual guides for learners who use 

electronic media. Ultimately, the use of ICT will enhance the teaching-learning 

experiences and helps learners achieve independence and autonomy.  

2. Limitations and Recommendations for Further Studies 

    With reference to educational research, some implications and recommendations are 

discernible in this respect. 

    A call is made to enhance quantitative-qualitative investigations that are framed by 

constructivist, interpretive models within the educational research communities in 

Algeria. Emphatically, the recognition of the various realities of researchers and 

participants requires facilities to make them build their own knowledge and deal with 

their practice in a reflective way. Dependently, the use of research methods such as 

interviewing, classroom observation backed up with stimulated recall, as well as the 

open-ended items of the questionnaires, all help in the understanding of the relevance 

and adequacy of the mixed method research to explore such issues, and also help in 

understanding the complexity of the teaching-learning process in an Algerian 

Secondary school setting, particularly ELT classrooms. 

    As concerns the need for research on enhancing EFL teaching-learning in 

Secondary Education, the implication is that the enhancement factor was viewed, in 

our study, in a general sense to include core ideas, away from small details, as 

solutions in order to overcome the detected challenges faced by teachers and learners. 

Besides, the suggested steps to better English language teaching/learning are proposed 

in accordance to the current research findings based on teachers as well as learners 

answers of the questionnaires plus what was observed by the researcher when 

attending observational sessions with SE3 EFL classrooms.  

    The obtained results in this study gave insights into the teaching-learning practices 

inside EFL classrooms and unveil the cover on the challenges/obstacles that Secondary 

School teachers and learners face day-to-day under CBLT. Yet, the results obtained in 

one place or region related to our case study may be the same or partly/wholly 
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different from another. Therefore, a recommendation is made to undertake similar 

studies to come to standardised suggestions that lead to a general impression about the 

appropriate procedures that should be applied to enhance English teaching/learning in 

Secondary Education. Moreover, the research‘s findings in this thesis cannot be 

generalised because the sample population was small (9 EFL teachers and 325 SE3 

learners) and honesty through surveying questionnaires is debatable, as such cannot be 

considered representative of English language teaching/learning community in the 

Algerian Secondary Schools. 

    Again, the researcher pretends not that the detected constraints are the only ones that 

exist in this field or the suggested solutions are ideal. They remain insufficient and 

incipient since the researcher has only skimmed superficially through the issue under 

investigation. Certainly, ELT classrooms suffer from other obstacles and hurdles that 

hinder the teaching-learning process and thus additional solutions and supplementary 

actions can be suggested to better the situation. It is worth reminding that the 

observational sessions in our study took place fortunately before the appearance of 

Covid-19, whereas interviews with school administrators and some Inspectors were 

cancelled because of the terrible spread of this pandemic. So, it is recommended to 

launch researches in this domain where this category is targeted since their opinions 

will bring about useful remedies.  

    Another recommendation regarding both SE3 Teacher‘s Book and Learner‘s Book, 

the researcher followed a descriptive analysis where he picked out some mistakes, 

errors, and weaknesses based on his experience as a previous Secondary Education 

English teacher and on teachers participants‘ responses, besides providing the exact 

pages that are related to different units in both books to help in reconsidering and 

correcting their contents. For future research, a team work is recommended to make 

thorough analyses to both books targeting the general contents, linguistic 

competencies, receptive as well as productive skills, and pedagogical objectives to 

come back with the necessary adjustments. Further, SE3 syllabus contains long units 
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that teachers are required to cover by the end of the school year, which is in practical 

terms, very difficult and paves the ways towards teacher-centeredness. 

Recommendations are made to syllabus designers to reconsider SE3 Course-Book 

content in collaboration with experienced teachers to construct a balanced programme 

that contains meaningful activities which prepare students for real life situations, and 

to create enough space for learners to take charge of their own learning. 

    Foreign language teaching is by nature a complex process and EFL teachers were 

shown, throughout this study, to have faced a variety of challenges and problems when 

trying to transmit knowledge in classroom practice. These problems and challenges 

were viewed, nonetheless, as signs of change and awareness of the teaching-learning 

process. Therefore, the teachers‘ views and actions to solve problematic issues reflect 

a cognitive and conscious response to the challenges encountered in the profession. 

Additionally, EFL teachers‘ reluctance to attend training courses is another important 

point of change because most of them believe that these seminars turned useless in 

almost a total absence of workshops and practical teaching models in most sessions. 

The Educational Authorities, then, represented by Inspectors are highly recommended 

to create equilibrium between theory and practice in language teaching. Especially, 

when planning seminars, conferences and workshops to regain teachers‘ confidence, 

besides programming training courses on how to integrate ICTs in ELT classrooms. 

Technology has to be used profitably and efficiently in EFL classes in order to create a 

motivating atmosphere. The latter helps to enhance the teaching-learning process and 

leads to better achievements. 

    Finally, one practical solution is related to revising the weaknesses in the 

educational system in Algeria. There must be coordinated efforts between the Ministry 

of National Education, Directorate of Education in every Province, Secodary School 

Authorities, and civil associations such as parent-teacher association to find out 

practical solutions for the different problems at roots. Experts worldwide agree upon 

the good qualities of Competency-Based Approach (CBLT in our research) as well as 
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its ideal conditions and objectives. Thus, our Educational policy needs to be 

reconsidered because what happens in the EFL classrooms does not seem in harmony 

with CBA‘s principles. 

 

Conclusion  

    The second section in this last chapter has been devoted to general discussions on 

the obtained results throughout the research. Also it suggested implications and made 

recommendations for further studies. And finally we mentioned the limitations of our 

study as an unavoidable part of any type of research.  
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General Conclusion 

     From a minority language on a small island which was threatened to vanish to 

gaining an international position as a means of communication that almost everyone 

needs to survive: this is the status of English that is currently leading the world as a 

powerful language of science, politics, economy, art, technology, and education. Such 

reality has been recognised by many countries around the globe where they have 

started making English their first, second, or just a foreign language that must be 

taught in schools at early stages so as to train competent learners who will be able to 

act/react and adapt with the world. Similarly, different theories, methods and 

approaches have been and are still being designed by linguists, psycho-pedagogues, 

and education experts in search for appropriate styles and strategies to help both 

teachers and learners achieve good levels as well as fluency in foreign language(s) 

learning, as far as English is concerned.  

    The Grammar Translation Method (GTM), the Direct Method (DM), the Audio-

lingual Method (ALM), the Communicative Approach (CA), the Objective-based 

Approach (OBA), and the Competency-based Approach (CBA) are some examples of 

methods and approaches to (foreign) language teaching/learning designed for the sake 

of enhancing the performance in this highly complicated process. Regardless their 

limitations or drawbacks, and after approximately seventy years since their invention 

these language learning methods/approaches are still being used universally in 

private/public Schools, Institutions, Colleges, and Universities. As a part of this world, 

Algeria has implemented many of the above mentioned theories, especially during the 

last two decades, which have been characterised by the adoption of the Competency-

based Approach to a step to excel the quality of education besides stressing the 

importance of English language teaching and learning. The main objective is preparing 

well-educated, conscious, and highly competent learners in multiple domains and 

constructing responsible citizens who can flexibly reflect upon the know-how to 

appropriately serve their society.   
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    Having the internationality/universality of the English language in mind, Education 

Authorities in the country made efforts to better its usage among learners starting from 

Fundamental School. Since 2003, many textbooks have been published, several 

teaching materials have been introduced, conferences and meetings organised, and 

agreements with the British and US Embassies launched in an attempt to arrive at 

useful methodologies to enhance English language teaching and learning. Yet, all 

these procedures proved to be insufficient in which both teachers and learners, chiefly 

in High Schools are still facing a lot of hindrances and hurdles that stand against 

attaining fluency in English under the Competency-based Language Teaching (CBLT) 

principles. Daily complaints are raised by the vast majority of EFL teachers claiming 

issues such as textbooks in compliance with CBA, timing dedicated to the English 

subject, pre/in-service teachers‘ training, crowded classrooms, and many other 

problems which do not seem simple or easy to solve.  

    Learners, on the other hand, though they are aware of the importance of the English 

language on the international level and showed positive attitudes towards learning the 

target culture, most of them remain demotivated in the classroom and accept to be 

treated as containers to be filled with information from the teachers‘ part. 

Unfortunately, the collected data in our study gives the impression that the situation is 

more complex because neither the teachers nor the learners are ready to adapt to their 

roles. Classroom observation showed that EFL teachers cannot really play the role of 

mediators and language facilitators where they still prefer traditional models of 

teaching through dominating their classes behind excuses like lengthy programme, low 

learners‘ level, and time constraints. In contrast, learners seem to be comfortable with 

the passive roles assigned/imposed by their teachers, and only the minority struggle to 

survive through creating some teacher-learner and learner-learner interactions in order 

to have more freedom for English language practice. 

    Therefore, looking for an effective pedagogy and ways to enhance EFL teaching 

and learning in the Algerian Secondary School is a gigantic task, and needs a team 
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work that includes experts and experienced teachers to be realised. Many areas require 

a thorough study including the social and linguistic context, the goals and proficiency 

of the learners, the foreign language requirements of the country, and the proficiency 

and experience of the teachers. In this modest research, we attempted to suggest some 

practical solutions to contribute or help EFL/ESL teachers overcome the different 

challenges/obstacles faced daily in their ELT classrooms. But, it is still not enough 

because of the great diversity of the teaching contexts of English as Second/Foreign 

Language.     

    As a reality, English language teachers are the ones able to provide explicit and 

thorough views about how to better English teaching/learning practices, and 

demonstrate how teaching can be modelled by taking the initiative to update their 

knowledge, attend workshops/trainings, and integrate technology for the sake of 

making the process of language learning more enjoyable. Further, experienced 

teachers know more than anyone else the nature of the daily challenges and problems 

that stand as roadblocks against the true implementation of the Competency-based 

Approach, particularly CBLT to achieve fluency in English language with SE3 

learners. Thus, Educational Authorities should not ignore the major role that 

experienced teachers can play to help curriculum/syllabus designers make the 

necessary updates and adjustments for more flexibility in the programme. 

    Back to the findings of our study, they highlight the nature of some common 

obstacles and constraints that EFL teachers/learners meet in the classroom. Again, our 

work demonstrated the basic areas of the teaching-learning process with a typical 

emphasis on the teaching materials, ICT integration in the class, and learners‘ 

motivation. Moreover, the results in this study represent a local Algerian EFL context 

under the CBA (or CBLT) principles and these findings are made accessible to the 

educational community to gain an understanding of the multiple issues, which 

concerned the basic areas of theoretical as well as practical knowledge necessary for 

the EFL teachers, the sources shaping this knowledge, the possible ways to enhance 
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both teacher‘s and learner‘s performance in ELT classrooms adapting to the different 

teaching/learning contexts.  

    The current study findings confirmed the hypotheses raised by the researcher in the 

general introduction and showed that obstacles and critical problems seriously exist 

within English language teaching classrooms. Thus, this modest work aimed at 

providing purposeful/practical solutions to make a radical change in ELT through first 

and foremost reforming the education system, updating the different teaching 

materials, raising awareness of the importance of English language internationally, 

train teachers to focus on learners‘ motivation and learner-centeredness, and most 

importantly integrating ICTs in classrooms for more flexibility and knowledge 

transferability.   

    Ultimately, we would like to conclude with some reflections about the general 

research experience. 

    It should be admitted that we opted for this area of research for its worthiness as 

well as our curiosity to gain an understanding about the different challenges/problems 

that are met in the teaching profession. Furthermore, we were really motivated to 

explore the nature of the different obstacles and hindrances which face both teachers 

and learners through having a deep access to ELT classrooms in the three Secondary 

Schools, in the Wilaya of Chlef. We were also interested in issues related to the nature 

of teaching, under CBLT, along with the relevant scientific and interpretive 

methodologies that underlie educational research. 

    We would be satisfied if we could claim that EFL teaching and learning, under the 

CBLT, provided us with an insight into the teaching tradition, requirements and 

improvements needed in the Algerian context. We should also add that this study gave 

us a chance to develop our qualitative research skills and gain knowledge about 

analytical and interpretive procedures. Like any other researcher, we felt a sense of 

improvement and development in skills and general knowledge. Concerning the 

development of our skills, it was at the level of setting priorities, handling time and 
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task, acquiring tolerance, involvement into productive and intellectual debates, with 

experienced teachers, and learning how to solve problems in contextual situations. 

Data gathering tools were also profitable and helped us externalise thoughts and 

explore visions.  

    What was felt, at the end of the work, was that the research journey is not over and 

remains open to further exploration. Such a work represents a starting experience into 

the wealthy realm of the daily challenges in ELT classrooms, and how to enhance both 

teachers as well as learners‘ performance. Naturally, we cannot admit that our work is 

flawless and, like any other research attempt, it is meant to contribute to the general 

research agenda with the best we could. At the level of clarity, our work was gradually 

developing its form, in spite of the many constraints and challenges encountered in the 

course of its fulfilment, and bit by bit we became knowledgeable about its orientation 

till we reached the final version.  
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Appendix A 

Questionnaire 1:            Directed to SE3 English Teachers 

Dear Teachers, 

    I would be thankful if you spare some of your priceless time to respond to this 

weighty questionnaire. Your positive reaction towards these questions will be of 

great benefit on the research output, the field of education in general, and on the 

EFL teaching-learning process in specific. 

    Thanks for being honest, patient, and optimistic. 

Usefulness of New Prospects Teacher’s Book (Year three) 

(Tick the right box) 

1. How long have you been teaching English? 

a) 5 years or less 

b) 6 to 15 years 

c) 16 to 25 years 

d) More than 25 years 

 

2. Have you ever taught third year classes? 

                 Yes                                        No 

 

3. Were/Are you using New Prospects Teacher’s Book? 

                Yes                                         No 

4. If the answer is ‘Yes’, in term of practicality, is this book: 

a) Very good  

b) Good  

c) Somehow good 

d) Other…………………………………………………………………

………………………………………………………………………

…………. 

5. Do you find this book beneficial? 

……………………………………………………………………………………

……………………………………………………………………………………

………………………………………………………….. 

 

 



223 
 

6. Does it contain /or you came across mistakes? 

                 Yes                                   No 

 ?Could you please give examples/pages٭

……………………………………………………………………………………

……………………………………………………………………………………

………………………………………………………… 

 

7. Do you think that the provided instructions in the teacher’s book are in 

harmony with CBA principles? 

                Yes                                 No                             No idea 

8. Are these instructions really helping you create an interactive and learner-

centred atmosphere? 

                Yes               Not much                     No                  No idea  

 

9. How do key to tasks and explanations in this book seem? 

a) Difficult  

b) Somehow easy 

c) Easy  

d) Other………………………………………………………………

………………………………………………………………………

……………. 

 

10. Concerning Written Expression (Think, pair, share), how can you 

describe the suggested essays/paragraphs? 

             Long                              Acceptable                       Short 

             Difficult                         Comprehensible               Easy  

11.  Do you just keep using those suggested essays/paragraphs or you 

insert modifications? 

……………………………………………………………………………………

……………………………………………………………………………………

…………………………………………………………… 
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12. Does the teacher’s book guide you to present, evaluate and assess the 

project work and the knows respectively at the end of each unit? 

            Yes                          No                                          No idea 

13.  The lessons & tasks are enjoyable, aren’t they (you and the 

learner)? 

           Yes                           To some extent                        No 

14.  What about the repetition of lessons and tasks? Is it found in this 

book? 

                             Yes                                            No 

- If the answer is ‘Yes’, such process, according to you, is: 

a) Useful  

b) Not much 

c) Useless  

d) Other………………………………………………………………………

……………………………………………………………………………

………….  

15.  Do you think that the number of lessons as well as tasks (within the 

teacher’s book) can be covered through the season, and digested by the 

learner? 

................................................................................................................................

................................................................................................................................

................................................................................................................................

............................................................................................ 

16. Feel free to add any queries, suggestions, or solutions to better the 

Teacher’s Book which is considered an important teaching material, 

especially for novice teachers (beginners). 

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………
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……………………………………………………………………………………

………………………………………………………………………………… 

 

17. In-service training seminars with Inspectors 

Item1: Tick the number of in-service training sessions you attended during the last 

13years. 

 0 1 2 3 4 5 6 

20142015         

20152016 

2016-2017 

2017-2018 

2018-2019 

 

Item2: The training focuses on……………………….? 

a- Theoretical aspects 

b- Practical aspects 

c- Both, theoretical and practical aspects 

 

 

Thank you dear teachers and colleagues  

for your valuable contribution.  
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Appendix B 

Questionnaire 2                                                                           2 الاستبيان رقم                   

Directed to 3rd year learners.             .                السنة الثالثة ثانويتلامٍذ موجـــــه الى 

(Please, honestly tick the right box) /  مه فضهك، ضع وبكم صدق علامة في انمربع

 انمناسب 

Section 1: learners’ attitudes towards English Language learning. 

 انقسم الأول: موقف المتعلمٍن من تعلم اللغة الانجلٍزٌة.

Attitude 1: I consider English an important 

language                                  

            

 

 

Attitude 2: Learning the English Language 

interests me      

 

  

  

Attitude 3: English as a subject is ‘EASY’               

  

  

 



227 
 

 

Attitude 4: I would like to learn about the 

English Culture 

 

---------------------------------------------------------------------------------------- 

Section 2: Learners attitudes towards the English Language teacher 

Attitude 1: The teacher does the warming up 

before each lesson       

 

Attitude 2: The teacher explains & simplifies 

things for us   

       

 

Attitude 3: The teacher encourages 

pair/group work    
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Attitude 4: The teacher spares enough 

time for thinking and doing tasks     

 

 

 

 

 

Attitude 5: the teacher encourages 

project work presentation 

a- Very much                                                                          كثٍــــــــــــــــرا   -أ

b- Not much                                                                            لٍس كثٍـــــــرا   -ب

c- Little                                                                                     قلٍـــــــــــــــلا  -ج 

d- Never                                                                                   لا أبـــــــــــــــدا  -د

    

Attitude 6: the teacher trains us 

to use portfolios    

        

 

 

Thank you very much dear learner /شكرا جزٌـــــــــلا عزٌزي المتعلم 
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Appendix C 

Classroom Observation 

School: 

Class: 

Date:         /           / 2019 

Time: from………..to............ 

-Teachers’ Behaviour in the EFL Classroom 

Teacher’s behaviour  

Always 

 

Often 

 

Sometimes 

 

Rarely 

Gives control over the 

classroom to her/his learners 

    

Permits learner‘s initiatives     

Spares sufficient time for 

thinking 

    

Uses cognitive terminology      

Encourages autonomous 

learning 

    

Supports discussions among 

learners 

    

Feeds learner-learner 

interaction 

    

Peer teaching is allowed     

Tolerates errors     

 

plays the  

role of a(n) 

guide     

controller     

assistant     

facilitator     

promoter     

Uses ICTs     

Assessment takes place while 

teaching 

    

Activities & 

experiences are 

authentic     

motivating     

Useful in 

real life 
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Appendix D 

Classroom Observation 

School: 

Class: 

Date:         /           / 2019 

Time: from……………..to............ 

-Learners’ Behaviour in the EFL Classroom 

                    Frequency  

 

    Behaviour 

 

Always 

 

Often 

 

Sometimes  

 

Rarely 

 

Never 

Lessons‘ objectives are 

discussed with learners 

     

Learners prepare the lecture at 

home 

     

Learners select the appropriate 

material to use 

     

Learners are interested in the 

lesson 

     

Learners seem motivated and 

participate  

     

Learners interact with the 

teacher and ask questions 

     

Learner-learner interaction is 

present 

     

Learners work in pairs      

Learners work in groups      

Learners are calm      

Learners are noisy      

Learners are disruptive      

Error  

correction 

is  

made by 

 

The teacher 

     

The learner      

peers      

The 

project  

work is  

Assigned to 

students 

     

Presented in the 

class 
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Résumé 

 

    Deux décennies, c'est à peu près la période écoulée depuis la dernière réforme de 

l'éducation en Algérie. Elle s'est notamment caractérisée par l'évolution vers l'adoption 

de l'Approche par Compétences comme nouvelle méthode d'enseignement-

apprentissage. L'objectif était de réagir aux multiples lacunes résultant de l'approche 

basée sur les objectifs (OBA) pour une approche meilleure et flexible afin d'améliorer 

la qualité de l'éducation dans le pays, de répondre aux attentes des enseignants et des 

apprenants pour des classes modernisées et centrées sur l'apprenant. , et vivre en 

harmonie avec ce monde très avancé/globalisé. Pourtant, à jour, la plupart des objectifs 

conçus n'ont pas vu le jour dans les écoles où les enseignants et les apprenants d'EFL 

ont beaucoup de problèmes et de contraintes qui s'opposent à l'obtention de résultats 

satisfaisants en matière de maîtrise de l'anglais. 

    Notre étude vient donc détecter et identifier un certain nombre de défis, problèmes 

et obstacles possibles qui empêchent les enseignants EFL de l'enseignement 

secondaire ainsi que les apprenants (principalement de 3e année) 

d'enseigner/apprendre l'anglais de manière appropriée dans le but d'atteindre de bons 

niveaux. Cette recherche cible trois lycées algériens de la Wilaya de Chlef et propose 

des procédures et des solutions pratiques pour aider à surmonter les différents 

obstacles détectés grâce aux outils de recherche de collecte de données 

(questionnaires, observation de classe et analyse du livre de l'enseignant et du livre de 

l'élève, année 3). Et améliorer les pratiques d'enseignement et d'apprentissage de l'EFL 

dans le cadre de l'ABC, précisément du CBLT. Les données recueillies ont été 

analysées quantitativement et qualitativement. La triangulation des résultats a révélé 

que les salles de classe ELT souffrent vraiment d'obstacles sérieux et font face à de 

nombreux défis qui empêchent les enseignants/apprenants d'atteindre la maîtrise de la 

langue anglaise. En conséquence, cette étude met l'accent sur des mesures immédiates 

pour résoudre ces problèmes en plus des solutions suggérées dans notre travail qui 

pourraient bien aider à améliorer la situation non satisfaisante dans ce secteur sensible 

(l'éducation). 

Mots clés : Amélioration - EFL - Lycée - CBLT - Enseignement – Obstacles-

Apprentissage - Solutions. 

 

 


