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mmm ABSTRACT

Although many claims about the necessityestructure teacher education, not
least pre-service training at universities, areused here and there, few attempts are
made to update teacher education programmes thataponsive to the needs and
expectations of future teachers of English as @idorlanguage. This work tried to test
the adequacy of the pre-service training programmeuse at the level of the
Department of English at the University of Tlemclrattempted to limit the students’

needs to attain professional quality in teachinglish.

The researcher took many routes to fimgleers to all these concerns: First, the
students were observed during their performanceteahing; and then, they were
approached through questionnaires to stand onieditidual’s needs. To cross check
the results of the classroom observation and thestopnnaire procedures, the
researcher tried to collect EFL inspectors’ opisi@bout novice English teachers’

problems, through interviews.

The findings of the study revealed thadequate preparation of students in
terms of the English language itself, first- andosel- language acquisition processes,
assessment procedures, educational psychologyamkdolf teaching practice... are
among the major problems that should be treatecemder the actual pre-service
teacher training programme able to prepare a kingrofessionally qualified EFL

teachers.
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mmm GENERAL INTRODUCTION

Becoming a global language, English ingsogself in many fields. It became
economically a workforce, socially and politicallykey to international interaction
and integration. Competence in the English langusgeing more progressively vital
for many societies sustained economic and comniesciecess. In this way, the
profession of English teaching at all levels becansensitive issue in many countries
as well as Algeria. In such countries under rapidiad, economic and political
transformation, ELT is also to face the reform trajes that call for fulfilling the
needs of the whole society, not least enhancingigugarning. The very first step to
achieve the latter aim is to improve the professliaquality of teachers: competent

teachers wh&nowthe language, and especidtlyow howto teach it.

However, in Algeria, society is still cpfaining about the pupils’ low
proficiency level in English. It represents a frequ dilemma that pupils and their
parents face before each exam, namely the ofsiains such as BAC and BEM. And
among the common complains about the reasons béhmmdritical situation is “lack

of professional competence among EFL teachers”.

This problematic situation pushed theeagsher to investigate the issue of EFL
teaching professional competence among our teachighsthe aim to find any helpful
solution at the end of the study. The researchefiered to deal with this problem in
universities, where EFL future teachers receivé tA8 training.The goal of making
an investigation on the PS preparation of the stisdm the Department of English at
the University of Tlemcen is to cover the pitfaled the current PS training
programme, and therefore to define these studeetsis to be qualified for the EFL
teaching profession. In this way, this researchinsed to help to improve the quality

of teachers having their diplomas from this departtn




The importance of this research lies in the faat the PS training in universities is the
first preparation for the future EFL teachers tartiegrated in the world of their future
profession. Systematically, PS preparation willtle primary source of intuition for
novice EFL teachers before making any professiacéibn, and the premise upon

which they will shape their professional identitythe beginning of their career.

Taking the University of Tlemcen as aec&w study, this research is driven by
the following research questions:

1. Do EFL university students receive adequate trgiminbe qualified future EFL
teachers?

2. What are the EFL students’ needs, in terms of bHotbry and practice, in their

pre-service training?

Bearing in mind the importance of both ‘theory’ apdactice’ asmustconditions in
the training and development of EFL teachers, #searcher suggests the following
hypotheses:

1. The current PS training programme is not totallgqdate since it is mainly
based on theory instruction of EFL teaching inc¢barses of TEFL and psycho
pedagogy.

2. There is a sharp need to adopt a bi-directionalpR§ramme that would
emphasize both theory and practice focusing on HBidthodology, EFL
teaching skills, techniques of assessment, edunatsychology and L1 and
L2 acquisition theories.




Concerning the organization of this wadtkis divided into 4 chapters. The
first chapter is an endeavour to collect every wistifeoretical finding related to
the issue of EFL PS training and teacher educatiorgeneral. It contains
definitions and explanations about the topics aribities that should be taken into

account when designing EFL PS programmes.

The second chapter is devoted to the illustratioth® procedures followed in data
collection. It explains the research instrumentdus the study, while pointing to
the advantages and the drawbacks of each one. Tisrghapter deals with the
methods of data analysis and explains the mechaamshthe steps of each method.

In other words, the second chapter is concerndutivé design of the research.

As to the third chapter, it is meant to organizel amalyze the data collected
through the three research instruments used isttlty. The results obtained from
each tool are set forth and then discussed separAga cross-validating exercise,
these results are cross-checked with each counterp@ewise, this chapter
provides evidence to answer the initial researchstions, and to confirm or

disconfirm the proposed hypotheses.

Finally, the fourth chapter is an attempt to acclateupedagogical implications
and recommendations to enhance the adequacy &RhdS training programme
in use at the University of Tlemcen, in order tdphéds students to achieve
gualification in the EFL teaching profession. Theseommendations are collected
in accordance to both literature concerned with B3 _training and to the results
obtained in this study as well.
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1.1 Introduction

Though studies about EFL teachers’ preparation aashift of focus, in the
1990’s to the present day, from teacher ‘trainitogteacher ‘development’, pre-service
training preserves its paramount importance in matuydies as being the EFL

teachers’ first contact with their profession.

Pre-service training is expected to furnish EFlingas with the required specialized
knowledge to be able to enter the world of EFL k&ag, such as linguistics, EFL
methodology, assessment, teaching practice... ditiaal to knowledge, pre-service
programmes are to furnish the trainees with opmpitas to approach their future

profession in real settings by providing ample gpac teaching practice.

Therefore, the pre-service training s $itarting point for future EFL teachers to
learn about EFL teaching and learning: a fact tbatnpels the responsible of
programmes design to handle with care the pedagbgye-service education, and

well determine its purposes.
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1.2 The Need for Pre-service Training

The importance of PS training of EFL &nt$ lies in the fact that it prepares
them for the needs of schools and society in gén@iFL moves fast, and the
challenges of the ELT profession are changing dyickterms of both time and place.
Needless to recall that EFL PS training is the pgeron which teachers would tackle
these issues and challenges: it is the first ‘waookS to shape the teachers’
professional identity, and the source of intuitimn any future professional action.
Otherwise, as Britten (1988) makes clear that tlaeeestrong perceptions that novice
teachers would teach as they have been taughtlikewlise, the EFL profession may

become just a routine passing far from what is etqueby society.

In a similar vein, Loughran and Russel (1997: 68-@lain the importance of PS

training programmes as follows:

Pre-service teacher education programs are thegfase of contact
between beginning teachers and their prospectiodegsion. If

they are to value the pedagogical knowledge thatontinually

being developed, refined and articulated withinrtipeofession, if

they are to understand the complex nature of tegcind learning,
and if they are to be ‘teachers’ not ‘tellers’, aitrers’ or

‘programmers’, then this first contact through pegvice programs
IS crucial.

1.3The Difference between In-service and Pre-servicedgrammes

If it is aimed at distinguishing betwepre-service and in-service programmes
of EFL teacher development, it is very fruitfulsiirto differentiate between two main

processes: “training” and “education”.
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According to Widdowson (1990:62), “training is aopess of preparation towards the
achievement of a range of outcomes which are gpdaii advance”. In other words,
training is a goal-oriented process. The goalsnoEBL training programme are priory
defined. Training, in this way, tries to prepareLBEachers to solve issues that are
specified (either predictable or axiomatic aftereypous experiences of other
practitioners). Conversely, teacher education i4 bhased on predictability of
pedagogical issues. It is rather based on “thecatiappraisal of the relationship
between problem and solution as a matter of comgnenquiry and of adaptable
practice”. (bid.: 62)

Starting from this notion of “training” vSeducation”, a worth typology can be
made to well locate PS programmes and IS onesast fivst made clear that a PS
programme is to prepare future teachers by progiditem with the basics of their
professional activity. These basics are of two &iqpegdagogyandculture. According
to Widdowson (1990), the former is the preparat@nEFL novice teachers to
pedagogical issues mainly classroom managementthamdsupport to establish their
own identities in teaching by the development df-senfidence and consequently
security in the teaching profession; the lattears acculturation process that every
novice teacher should get through as a result cbibéng anew member in the

teaching staff.

Attracting the attention to the importancf theory as a credit to any EFL
teacher, in addition to what is previously statédddowson ipid.: 65) adds that:
“This does not to say that such courses [PS trgioourses] would not also encourage

an awareness of wider theoretical implications...”

In other words, the design of PS programmes istasepredicted issues, and this
makes PS programmele facto“training” programmes rather than “education” he t

case of IS programmes.
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1.4The Challenges of Non-native EFL Teachers

EFL teacher trainees for whom English is a fordemguage are
learning to do something very harder than nativeakmg trainees.

Britten (1988: 163)

The question which arises systematichlye is why? According to Britten
(1988), non-native teachers’ task is more diffichlin native speakers’, because they
have, first, to communicate in English (for the leolbeason to ensure maximum
exposure to the target language TL) with pupils whare with them the same L1, and
above all, to convince them to do so. This is v@tmer (2001: 131) calls the “Please
Speak English” issue. The second challenge — teeobtheory-is that non-native EFL
teachers should cover a set of ELT theories mabhyut linguistics and the nature of
language and second language learnipgn which they will build their teaching;
otherwise, their practice in classrooms will be enearbonic copies of the teaching
they experienced as EFL learners. In addition ts, tthey have to master specific
skills (practice) that qualify them for the professof ELT teaching as time and place

requires.

Many studies were made to trace in detal hurdles facing EFL teachers in
many non-native English speaking countries, nadtleathe Arab world. For instance
a study was undergone by Fareh (208épking for the challenges in EFL teaching, in
Arab countries, resulted in the categorization ofuwmber of problems in the

teaching/learning process:

m Inadequate adoption of EFL teaching methodologibghvis mainly due to the
inadequacy of teachers’ training. Fareh (2010:36@3ues: “... although many of
these teachers are BA degree holders, most of b@em no teaching certificates that

gualify them for teaching.”
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m EFL teaching is not learner-centred,; it is ratle@cher-centred: a fact that neglects

the different factors among learners which mayhbrttgood learning.

m Learners’ aptitude, preparation and motivation atker barriers facing EFL
teachers in the Arab world. In this study, not feaachers claim that students are

uneducable, impolite, unable to think, incapacdaiethey do not want to learn...

m English is taught as isolated skills (grammar ajoeading and writing, the same)
rather than integrated skills (for example, grammaeading). Fareh (2010) calls this

iIssueCompartmentalizations.Whole language approach.

m Lack of emphasis on developing skills, and the leesimple is EFL examination
which is based on rote learning with no room fagativity such as critical thinking

and problem solving...

m Many complains were made about teaching materiahlyngextbooks: the first of
these is that EFL textbooks are very large to e in one year, while their levels
are higher than the learners’ achievement. Alsmynt@oks are said to be culturally

inappropriate, with many irrelevant topics, whichynnfluence learners’ motivation.

m As a result of the ways of teaching, assessmanttiappropriate since two crucial
linguistic skills are not tested in most of theia#l exams in the Arab world (speaking

and listening).

m Learners do not profit from sufficient exposureBglish since the use of Arabic
is a frequent phenomenon in classes. In additiothiy teachers’ speaking time is

always superior to students’ speaking time.
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1.5The Importance of Theory and Practice in TEFL

It was overtly stated that both theord anactice are must components to make
a teacher qualified to practice his professionthin same way, Widdowson (1990:01)
presents teaching as “a self-conscious enquirintergmnse whereby classroom
activities are referred to as theoretical pringpdé one sort or another”. Therefore, in
this view, teaching is an enterprise where botlordtecal principles and practical
activities collaborate and complete each other.cfe hand, theory is a source of
intuition for first practices in teaching and alsc a power of judgement on it. On the
other hand, theory should be proved in practicéh€éeiexperience or experiment)
before being adopted. He adds thdteory needs to be explicit and public if its
relevance to pedagogy is to be effectively assé&sgdid..01). Paradoxically,
individual practice can also be a source of thgmvision if it is proved and well
evaluated. In addition to this, teaching practeeperience) is critical appraisal which

may lead to theory adaptation and adjustment tagda

Practically speaking, a qualified EFLdeer is to match between unitstb&ory
andpractice These units are respectiveprinciplesandtechniquesThe role of EFL
teachers is to find adequate actualisation of ppias as classroom techniques, taking
into account their specific context. Wallace (199%5) differentiates between two
kinds of knowledge in TEFL: received and experientiaEquipped with received
knowledge in TEFL, the trainee is to be familiatiwithe vocabulary of subjects and
matching concepts, theory and skills which are lyidecepted as being part of the
necessary intellectual content of the professi&@xperiential knowledge is developed

by practice of teaching and to less extent thraalggervation.
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1.5.1 Theory in EFL Pre-service Training

Needless to recall that theory isia qua nonpillar in the development of
professional quality in EFL teachers, and thereforgas to be dealt with carefully
when designing any EFL PS training programme. H@wnevhe question which

remains is: What kind of theory should be masténe&FL teachers?

According to Krashen (qtd. in Alatet al, 1983: 261):

The theory must be a theory of second languageisitgo not a
theory of grammatical structure, and it must besesiant with all
known research, not merely armchair speculation.

However, Widdowson does not share the same opitlerargues (1990: 34): “But it
becomes clear that Krashen is not thinking in thear general, that is to say a
theoretical perspective on pedagogy in general’erétore, it can be said that
Widdowson is calling for a general ELT theory andamprehensive perspective on
pedagogy in general. He argues that there is noryhieee of speculation. In other
words, the theory that is to be focused when pregdeFL future teachers should
provide them with a total coverage of pedagogy #@sdissues, not least ELT
methodology to arm teachers with flexibility to lB®Ecustomed easily with new

situations.

The following sub-sections will deal with what igraed on among specialists to
be crucial knowledge about language and its teg¢chie. knowledge which helps EFL

teachers to develop effective ways of teaching.
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1.5.1.1Knowledge about Language

Theory in EFL teaching profession is frently referred to as “Knowledge
about language” (KAL) (Bartels, 2005). According Thornbury (1997, qtd in
Andrews and McNeill, 2005: 160), KAL is “the knowlige that teachers have of the
underlying systems of language that enables thetesith effectively”.

In the same vein, Popko (2005) describes KAL asirabrella term that includes all
language aspects that EFL teachers should coveyui$itic, applied linguistic and
metalinguistic aspects (Linguistics, Applied Lingugs, Assessment, Second

Language Acquisition, and EFL Methodology)

a. Linguistics

Following what is stated before; linguistics is ajor component in preparing
future EFL teachers. As a result of a researchtalibu PS teachers’ KAL in China,
Andrews and McNeill (2005:159) claim:

... We have become increasingly convinced thatetttent and the
adequacy of L2 teachers’ engagement with languaggent in
their professional practice is a crucial variabiledetermining the
guality and potential effectiveness of any L2 teashpractice.

Briefly, linguistic knowledge including phonologmorphology, syntax, semantics and
pragmatics is primary and crucial in EFL PS tragnim addition, Attardo and Brown

(2005: 91) find out that novice EFL teachers “.ill weed to have some idea about
issues of prescriptive and descriptive grammargjdage use and variation, language

structure and the history of English.”
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b. Applied Linguistics

Applied linguistics enables EFL teachers to baseir tipractice on sound
theoretical beliefs not mere speculations. It isl ¢hat future teachers will improve
their teaching by the transfer of their knowleddmwt applied linguistics in their
teaching (Popko, 2005; Attardo and Brown, 2005; Badels, 2005). Explaining the
importance of applied linguistics in EFL PS tramimartels (2005: 405) argues that
“... courses in applied linguistics do seem to h#we potential to be successful in

changing novice teachers’ conceptions about largyaad language teaching”.

Applied linguistics is an inter-disciplinary fielehicluding all subjects related to real
world problems of EFL teaching. It includes psyahglistics, sociolinguistics,

language acquisition and language testing... (P,a3@5)

c. Assessment

Assessment of EFL classroom is a complex proces®sltgction, analysis and
interpretation of the teaching/learning procescauies. It is considered as evidence
of learners’ achievement, and at the same times & database for reflection and
change in one’s teaching (Remesal, 2011). Thishg assessment is seen by most
EFL teachers as a very difficult task. Stiggins889qtd. in Remesal, 2011: 472)

claims that:

Classroom assessment requires a great deal of amdeeffort;
teachers may spend as much as 40% of their tineethiirinvolved
in assessment-related activities. Yet teachers@ither trained nor
prepared to face this demanding task.
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It is to this end that many linguists and appligdjlists insist on the importance of
including assessment in EFL teacher education,cedfpein PS training, as being an
essential facet of a qualified teacher. For insgtaki¢iggins and Mc Tighe (1998: 159)
say that: “Good teaching is dependent upon goojleand a good teacher needs to

think like an assessor prior to designing lessons”.

Strictly speaking, the quality of well designingsing, and interpreting assessment is
as crucial as lesson planning and design, as welllather skills that are considered
as factors of EFL teachers’ qualification. This lrap that teacher-educators, or the
responsible of teacher education design, shoul@ gissessment its share in PS
training, and IS programmes as well. In this veirttmughts, Rhodest al. (1997:
413) claim:

Just as teachers need preservice and inserviceesgronal
development opportunities in new instructional tsfyées, they also
need opportunities to learn how to develop formp@fformance
assessment that reflect the new strategies and etlodving
curricular content. Teachers are eager to expltve wse of
assessment as a way of improving instruction amdesit learning.

d. Second Language Acquisition

Many a linguist insists on the creditapilof the knowledge about L2
acquisition (SLA) process in qualifying EFL teacheFollowing the words of Lo
(2005: 135):

Second language acquisition (SLA) is one of theuireqg core
courses in the majority, if not all, of Mastersbgrams for teachers
of English as a second language (MA TESOL) in théed States.
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This is why she urges EFL trainees to make resdaashd and experiment-oriented
readings about L2 acquisition process. Also, Freeama Johnson in their co-authored
book (1988, qgtd. in Lo, 200%) not neglect the necessity to address SLA theolRAS

training and also future training contexts shoukdtaken into account, for fear that

trainees might consider SLA irrelevant in ELT.

e. EFL Methodology

In its turn, EFL methodology is a pillar developing KAL that every EFL
teacher should cover. Its main concern is the ambres, methods, techniques...
followed in TEFL.

Many specialists in the field of teacher educatiewvote large spaces, in their works,
to the subject of EFL methodology, and its effectjualifying EFL teachers especially
in earlier stages (PS training) (Shulman, 1987AvAght, 1988 and Freeman, 1991).

Larsen-Freeman (2000) discourse is overtly adddessteacher educators, enhancing
their awareness about the usefulness of teaching re€thodology to PS trainees;

usefulness which lies in five areas:

m Knowledge about EFL methodology is the basic grothmat every EFL teacher
should rely on when reflecting on his actions; othge, novice teachers will build
their teaching identity on their EFL experienceleaners, or on mere speculations.

Larsen-Freemankid.: 1X) explains this saying:
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Methods serve as a foil for reflection that can &edchers in
bringing to conscious awareness the thinking thatedies their
actions... When teachers are exposed to methodsasked to
reflect on their principles and actively engagehviteir techniques,
they can become clearer about why they do what teeyThey
become aware of their own fundamental assumptiaisies, and
beliefs.

m Likewise, EFL teachers become able to distinguistwben several methods of
teaching; and therefore, they will have plenty bbices to adopt depending on the
contexts they encounter. In other words, learnikd. Eeaching methodology ‘arms’

the novice teachers with a ‘repertoire’ of methadsl techniques useful in different

circumstances in EFL classrooms. Larsen-Freeibah:(1X) argues:

By becoming clear on where they stand, teacherscbaose to
teach differently from the way they were taughteytare able to
see why they are attracted to certain methods apelled by
others. They are able to make choices that arerm&d, not
conditioned... In other situations, where a mettsodot imposed,
methods offer teachers alternatives to what theseatly think and
do.

m As a result for the two latter gains of EFL methodgidgaching to EFL trainees,

Larsen-Freeman (2000: IX) claims that:

A knowledge of methods is part of the knowledgeehaisteaching.
With it, teachers join a community of practice.eify part of a
discourse community confers a professional idergitg connects
teachers with others so they are not so isolatélkin practice.
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In this way, novice teachers are not only to ps&céivery piece of information, related
to their profession, they perceive (in literaturdextbooks...); but, they can also shape
their own professional identity by professional logaue among their professional

community.

m Furthermore, Larsen-Freemahid.: 1X-X) adds that it is systematic that interaction
with other teachers, among the same professionaimity, will challenge their
conceptions about EFL methodology and consequémiywill push them to reflect
on their beliefs to switch from ‘routinized’ to ‘dpted’ teaching.

m Finally, Larsen-Freemarb{d.: X) concludes her discourse, about the importarice

EFL methodology teaching in PS training programrbgssaying that:

A knowledge of methods helps expand a teacher'sriape of
techniques. This in itself provides an additionaleraue for
professional growth, as some teachers find theiy W@ new
philosophical positions, not by first entertainimgw principles, but
rather by trying out new techniques.

In a few words, by covering such knowledge, EFLchems will acquire a
comprehensive set of best practices that enabdes th tackle numerous and diverse
“unique qualities and idiosyncrasies” among EFldsfuts.

As a conclusion to the usefulness and the poteggahs of teaching EFL

methodology, to EFL teachers not least PS trainessen-Freeman (2000: XI) says:
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A study of methods need not lead to the de-skilbhteachers
but rather can serve a variety of useful functiamen used
appropriately in teacher education. ¢an help teachers
articulate, and perhaps transform, their understgndf the
teaching/learning process. Methods can serve aglsotithe
integration of theory (the principles) and practi¢te
techniques). Their study can encourage continudhga&tion
in the lifelong process of learning to teach (Larfeeeman
1998).

1.5.1.2Texas Essential Knowledge and Skills Model

Many theoretical models of PS training arsed in EFL circles around the
world, and that could be taken as a kind of rejpaapproaching issues of PS training
of future teachers. In the current study, the netem adopts the model of Texas ESL
programme known as “Texas Essential Knowledge &ilts'S(TEKS). The choice of
this model was the outcome of the previous findiapsut the different facets of
theoretical knowledge that should be covered byye®-L future teacher. In other
words, the TEKS model is based on a number of ies each of which is aimed to
develop different teaching skills in order to aeleieteaching professional quality.

These principles are labelled as “standards”:

m The structure and conventions of the English laggua
m The foundation of EFL education

m First- and second- language acquisition processes

m EFL teaching methodologies

m EFL learners’ factors

m Assessment procedures and instruments

m Advocacy for EFL Students
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Standard I: The EFL teacherunderstandsfundamental languageconceptsand
knows the structure and conventionsof the English language.

TeacherKnowledge: What Teachers
Know

ThebeginningEFL teacheiknowsand
understands:

1.1k thenatureof languageandbasic
conceptof languagesystemge.g.,
phonologymorphology,syntax,and
lexicon);

1.2k functionsof languageandregistersof
languagge.g.,socialversusacadernc
language)n English;

1.3k therelationshipsamonglistening,
speakingreading,andwriting;

1.4k thestructureof the Englishlanguage
andconventionf written and
spokenEnglish;and

1.5k patternsof written andoral discourse.

Application: What TeachersCan Do

The beginningEFL teacheiis ableto:
1.1s useknowledgeof the natureof
languageandbasiclanguage
conceptdo facilitatestudent
learningin the EFL classroom;
1.2s applyknowledgeof the functions
andregistersof languageo develop
and modifyinstructionalmaterials,
deliverinstruction,andpromoteEFL
students’ Englistlanguage
proficiency;

1.3s usetheinterrelatednesef listening,
speakingreading,andwriting to
developESL studentsEnglish
languageproficiency;and

1.4s modelandprovideinstructionin the
structureandconventionf written
and spokerienglish.

k: Knowledge
s: Skill

Table 1.1 TEKS EFL Standard |

(www.sbec.state.tx.us/sbeconline/standtest/stastdies|. pdf
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Standard I1: The EEL teacherhasknowledgeof the foundations of EFL
educationand factors that contribute to an effective multicultural and
multilingual learning environment

TeacherKnowledge: What Teachers
Know

Application: What TeachersCan Do

ThebeginningEFL teacheiis ableto:
ThebeginningEFL teacheiknowsand

understands: 2.1s applyknowledgeof historical,
theoreticalandpolicy factorsin EFL
2.1k thehistorical,theoreticalandpolicy educatioto programplanning,
foundationsof EFL education; implementatiomndadvocacy;
2.2k typesof EFL programmege.g.,self- | 2.2s  applyresearcHindingsto assistin

containedpull-out, newcomercentre
dual languagammersion) their
characteristicgheir goals,and

[v)

planningandimplementingeffective
EFL programmes;

researctfindingson their 2.3s useknowledgeof thetypesof
effectiveness; EFL programmamodelsto
makeappropriate instructional
2.3k researcHindingsrelatedto EFL andmanagemendecisions;
educationjncluding effective
instructional andnanagement 2.4s createaneffectivemulticultural
practicesn EFL programmesand learningenvironmenthat
addressethe affectivelinguistic,
2.4k howto createaneffective andcognitiveneedsof EFL
multiculturalandmultilingual studentsandthatfacilitates
learning environmentncluding studentslearningandlanguage
knowledgeof diversity; acquisition;and
characteristicof effective learning
environmentdor EFL studentsand | 2.5s demonstrataensitivityto

waysto addresgheaffective,
linguistic, andcognitiveneedsof
EFL students.

studentsdiverseculturaland
socioeconomic backgrounds
andshowrespecfor language
differences.

Table 1.2 TEKS EFL Standard Il
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Standard I11: The EFL teacherunderstandsthe processe®f first- and second-
languageacquisition and usesthis knowledgeto promote students’ language
developmentin English.

TeacherKnowledge: What Teachers

Know

ThebeginningEFL teacheiknowsand
understands:

3.1k

3.2k

3.3k

3.4k

3.5k

theoriesconceptsandresearch
relatedto first-languagegL1)
development;

theoriesconceptsandresearch
relatedto second-languagg.2)
development;

theinterrelatednessf first- and
second-languagacquisitionand
waysin which L1 mayaffect
developmenof L2;

therole of thelinguistic environment

andconversationasupportin secondt

languageacquisition;and

commondifficulties (e.g.,syntax,
phonology L1 interference)
experienced b¥FL studentsn
learningEnglishandstrategiedor
overcomingthese difficulties.

Application: What TeachersCan Do

The beginningEFL teacheiis ableto:

3.1s applyknowledgeof theories,
conceptsandresearchrelated
to language learnintp support
studentslanguage
developmenin English;

3.2s helpstudentdransfedanguageskills
fromL1to L2,

3.3s useknowledgeof L1 andL2
acquisitionto selecteffective,
appropriate methodsnd
strategiedor promoting
studentsEnglishlanguage
development;

3.4s providearich language/print
environmentwith supported
opportunitiesfor communication
in English;

3.5s provideappropriatdeedbackn
responseo students'developing
English languagskills; and

3.6s applyeffectivestrategiegor helping
EFL studentoovercomedifficulties
(e.g.syntax,phonology,L1
interference)n learningEnglish

Table 1.3 TEKS EFL Standard Il
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Standard I V: The EFL teacherunderstandsEFL teachingmethodsand usesthis
knowledgeto plan and implement effective,developmentally appropriate EFL
instruction.

TeacherKnowledge: What Teachers

Know

ThebeginningEFL teacheiknowsand
understands:

4.1k

4.2k

4.3k

4.4k

4.5k

4.6k

factorsandproceduresn planning
EFL instruction,including
consideratiorof students’
developmentatharacteristicandthei
individual needs;

avariety of methodsandtechniques
appropriateor instructionin the EFL
classroom;

strategiedor fosteringEFL students’
communicativecompetence;

instructionalpracticesresources,
andmaterialsfor content-base&FL
instruction;

theuseof technologicatoolsand
resourcedo facilitateandenhance
EFL instruction;and

classroommanagementdtrategies
for avarietyof EFL environments
and situations.

Application: What TeachersCan Do

The beginningEFL teacheiis ableto:

4.1s useplanningprocedureso design
effective,developmentally
appropriateEFL instruction;

4.2s selectinstructionalmethods,
resourcesandmaterialsjncluding
thefine arts, appropriatéor various
goalsandsituationsin the EFL
classroom;

4.3s infusetechnologicatoolsand
resourcesnto theinstructional
process;

4.4s  usestrategieshatfosterEFL
students’content-aredearning;

4.5s engagestudentsn critical-thinking
processesand

4.6s applyprinciplesof effective
classroonmanagemenh arangeof
situationsin the EFL classroom.

Table 1.4 TEKS EFL Standard IV
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Standard V: The EFL teacherhasknowledgeof the factors that affect EFL
students’learning of academiccontent, language,and culture.

TeacherKnowledge: What Teachers
Know

ThebeginningEFL teacheiknowsand
understands:

5.1k factorsthatmayaffectEFL students’
learningof academiccontent,
language, andulture(e.g.,age,
personalityacademidackground,
socio-cultural
factors,homeenvironmentattitude,
exceptionalities)and

5.2k thenatureof studentvariationin the
EFL classroomincludingvariationin
developmentatharacteristicssultural
andlanguagebackgroundacademic
strengthsandneedsandpreferred
learningstyles(e.g.,visual,tactile,
auditory,cooperativdearning...)

Application: What TeachersCan Do

ThebeginningEFL teacheiis ableto:
5.1s useknowledgeof factorsthatmay
affectstudentsn orderto
facilitatetheir learningof
academiaontentlanguageand
culture;and

5.2s provideinstructionandexperiences
thatareresponsiveo diversityand
individual studentneeds.

Table 1.5 TEKS EFL Standard V
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Standard VI: The EFL teacherunderstandsformal and informal assessment
proceduresand instruments (languageproficiency and academicachievement)

usedin EFL programmesand usesassessmentesults to plan and adapt

instruction.

TeacherKnowledge: What Teachers

Know

ThebeginningEFL teacheiknowsand
understands:

6.1k

6.2k

6.3k

basicconceptsissuesandpractices
relatedto testdesign,development,
and interpretation;

typesof assessmentsedin the EFL
classroom(e.g.,recognition,
production, portfoliopbservation,
studentself-assessmenéndtheir
characteristicsyses, andimitations;

standardizedestscommonlyusedin
EFL programmes;

Application: What TeachersCan Do

The beginningEFL teacheiis ableto:

6.1s select,adapt,or developappropriate
assessmentsr differentpurposesn
theEFL programmee.g.,diagnosis,
programmeevaluation proficiency);

6.2s interpretresultsof standardizedests
commonlyusedin EFL programmes

6.3s useongoingassessments plan
andadjustinstructionthat
addresses individuatudentneeds
andenable€FL studentdo
achievelearninggoals.

Table 1.6 TEKS EFL Standard VI
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Standard VII: The EFL teacherknows how to serveasan advocatefor EFL
studentsand facilitate family and community involvementin their education.

TeacherKnowledge: What Teachers
Know

ThebeginningEFL teacheiknowsand
understands:

7.1k strategiedor effectiveadvocacyfor
EFL students;

7.2k theimportanceof family involvement
in the educationof EFL studentsand
waysto bridgedifferenceshetweerth
homeandschoolenvironmentsand
7.3k waysin which community
membersandresourcegan
positively affect studentearningin
theEFL programme.

Application: What TeachersCan Do

ThebeginningEFL teacheiis ableto:

7.1s advocatdor educationahndsocial
equityfor EFL students;
7.2s useeffectivestrategieso bridge

gapsthatmay existbetweerthe

homeand schooknvironments;
7.3s communicatendcollaborate
effectively with students’parents;

7.4s facilitate parentsnvolvement
in their children’seducation
and schoohctivities;and

7.5s accestommunityresourceso

enhancahe educationof EFL
students.

Table 1.7 TEKS EFL Standard VII
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Nevertheless, the researcher felt theesmty to alter this model according to
the general situation of EFL teaching in Algeridnotigh the model in question is
addressed to teachers of English as a second lgegtnere are some aspects that are

specific to the Algerian context:
m The influence of L1 (Arabic), since it is sharedvizeen teachers and learners.
m Unlike USA, Algeria isalmosta monocultural country.

m English in Algeria is considered as an FL2: a féett compels the teachers to

develop awareness about EFL teaching methodologgen

m Education in Algeria is totally funded by the gawerent, while social communities

and families have large shares in funding educatdsSA.

These facts pushed the researcher to make thevinjcadaptations:

m The omission of the point related to the EFL teashknowledge about how to
create an effective multicultural and multilingealvironment in teaching (point 2.4k),
and its replacement by “techniques to urge leartetse the TL (English) and avoid
using L1 (Arabic).

m The addition of a criterion devoted to teachersammess of the EFL methods in use

and their differences from methods experience@aners (4.7k).

mThe omission of the seventh standard related talffeand community involvement

in EFL teaching.

See the adapted final draft of the TEKS model atingrto all the previous alterations

in Appendix A.
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1.5.2 Practice in EFL Pre-service Training

As said by Wallace (1991: 03) “no teaghiakes place in a vacuum”. Learning
theory related to EFL teaching is not enough tormytice teachers in the right track;
EFL future teachers need to touch what they acduirgheory in concrete situations

(in classrooms, with learners). In the words oftBlar(2005: 408):

Helping teachers acquire knowledge and conceptiabsut
language learning and language learning alone isenough to
significantly change their teaching, perhaps beeahge learning
activities teachers engaged in were not analogotisose activities
they engaged in as teachers.

In other words, unless theory of EFL teaching ispted with practice, it is learned
aimlessly: teachers will risk that they cannot gpphat they know in real situations,

or these situations may be totally different frdradry they acquired.

This is why specialists in the field of teacher eation insist on a number of
crucial criteria to be dealt with in EFL teachePS training, such as observation of

other EFL teachers, EFL skills training and so on.

1.5.2.10bservation

According to Wallace (1991: 89), the véirgt step in EFL teaching practice
should be observation of others’ teaching, in whithe trainee has mainly
observational and analytic rolen other words, the first knowledge about EFL
teaching should be based on what he calls “printata”: data gathered through
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observation. He adds that this primary data whibbulkd be the basis of any

assumptions about EFL teaching practices can beedeirom three sources:

m “Professional action is directly observedThe trainee is to observe a real class in
which a teacher is doing his work with real leasndrhis kind of observation is very
fruitful since it furnishes the observer (the temh with a lot of details of what

happens in realistic settings of EFL teaching.

m “Professional action directly experiencedin which the trainee is the professional
and the observer at the same time. Here, the &aiperformance is recorded and then

analyzed.

m “Professional action indirectly observed or expered:to watch a teaching film or
any other professional recording, and this can lbe waluable in earlier stages of

training.

1.5.2.2EFL Skills Training

No one can deny that ‘professional compet’ (or expertise) is the major aim
of any novice EFL teacher; however, the problemlbis how to acquire the required

EFL skills to attain professional competence.

According to Wallace (1991), there are three modtielequip EFL teachers with the
skills that qualify them for their profession. Hays (1991: 06) thdthere are three
major models of professional education which havs&ohcally appeared on the

scene...”
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a. The Craft Model

This model requires the presence of apesex(teacher, trainer...) which is
considered as a source of instruction about EFthieg skills, and above all, as a
model to be imitated. M. Wallace (1991: 06) expdathe mechanism of the Craft
Model: “The young trainee learns by imitating theert's techniques and following

the expert’s instruction and advice”.

However, this model is static, in which the traineseto accept every instruction

without any complains; while, society, mainly tledegol, is very dynamic.

Study with ‘master’ practitioner:
Demonstration/Instruction

g

Practice

g

Professional Competence

Figutel The Craft Model
(Wallace, 1991: 06)

b. The Applied Science Model

In the late 19 century, the Applied Science Model emerged aslaboeated
method to qualify trainees, not least EFL teachkrs said to be instrumental and
relating any professional action to science. M. ¢ (1991: 08) claims that: “The
findings of scientific knowledge and experimentat@are conveyed to the trainee by

those who are experts in the relevant areas”.
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Scientific Knowledge

g

Application of Scientific Knowledge/Refinement by EKperimentation

g

Results Conveyed to Trainees

v

Periodic Up-dating (in-service) ﬂ

| Practice

v

g

Professional Competence

Figure 1.2 The App Science Model
(Idae, 1991: 09)

However, there are many risks that should be takenaccount: first, the trainee may
misunderstand the scientific findings in questiand consequently, this will lead to
ill- practices in teaching. Also, though a traimeay well acquire certain knowledge
about EFL teaching, he might ill-transfer it in thlassroom. Next to all this, one
cannot neglect the fact that many scientific theorin EFL teaching proved to be

incorrect or incomplete after a period of practice.
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c. The Reflective Model

Schon (1983) is considered as the fountihis model. He claims that there are

two kinds of “professional knowledge™:

m Research-based knowledgeé:is formed by the acquisition of facts and thesr

introduced in research such as linguistics, appireglistics, science of assessment.
m Experience-based knowleddeis acquired from professional experience.

According to Sch61§1983, 1987), this second kind of knowledge, whsctihe concern

of this sub-title, is derived from two phenomena:

m “Knowing-in-action”: to know what is appropriate or inappropriate inpecsfic
teaching context as a result of knowledge acqun@d experience, not from research.
In other words, without having any previous tragnin some areas in EFL teaching,

many practitioners could judge their actions ircheag.

m “Reflection”: it is the act of many teachers who reflect onrtpegvious actions in

the classroom, especially when these actions forraxgerience which is considered
by the teacher as bad. It is the action to asksoself about what was appropriate
among one’s professional actions, and what was gyramat to repeat in the future,

and what to avoid.

Research-based knowledge and experiesmedb knowledge are called by
Wallace (1991) respectively: “received knowledgeddexperimental knowledge”.

He represents the Reflective Model in the followiigyire:
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Received Knowledge Previous Experiential Knowledge

\ 4
Practice

‘Reflective Cycle’

Reflection

\4
Professional Competence

Figure IrBe Reflective Model
&Wace, 1991: 15)
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1.5.2.3Assessment in Teaching Practice

Far from being merely a ‘necessary evil’, assessrman play a
positive role in a teacher education course, foangde, by
integrating various areas of the course and by Idpiey the
trainees’ powers of analysis and reflection.

Wallace (1991: 126)

Following Wallace’s words, assessmenERL teachers’ preparation, not least
PS training, is a crucial activity in the subjeagsfalification. However, assessment is
to be based on the specific aims and objectivélseotourse, to avoid making it a mere
routine. It is to this end that Wallace (1991: 1IZ&) suggests a number of principles
that are to be taken into account when designisgsasnent for EFL trainees, either in

theory or practice:

m Diagnostic and Formative Assessmemd: provide the trainee with positive
feedbacks if his performance realizes the coursgcbbes, and to help and

consolidate the trainee when necessary;

@ Summative Assessmeassessment should be valid and reliable to whatleant

in class;

m Assessment as an Integrative Deviaezaluable assessment is to integrate all the

components of the courses, with equal distribubietween all points;

m Varied and Progressive Assessmeriie responsible of the trainees’ evaluation

should take into consideration the diversity of B¥. course and its level; and finally

m The trainer should make attention for assessmext &nd progress, and time of

reading, analysis and reflection.
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1.5.2.4Britten’s Teacher Training Model

Taking into consideration the previougits that are agreed on to be important
activities in teaching practice for future EFL tears, the researcher chose another
model which introduces these activities and také&s account many other criteria that
are related to the practical side in EFL PS trginiithis model is presented by Britten
(1988) in his article “Three Stages in Teacher fing” published INELT Journal

This model includes a number of topics arrangeflésys:
m Guided Observation

m Skills Training

m ELT Approach

m Evaluation of Teaching Performance

m Methodology Components

m  Working Mode

However, he insists (1988:165) that “theare several pairs of apparently
contradictory requirements that have to be recedtilin other words, the approach to

the topics in training changes regarding the stdgeaining achieved.

As far as “classroom observation” is caned, it should be practised at two
different stages. Britten (1988) claims that EFudsints (trainees) should first focus
on directly noticed teachers’ behaviour (smilingpeating, and speaking loudly...),
and then EFL students are to be guided to notee éasily observed behaviour (for

example, good organisation, and sensitivity to etus! feelings...)
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In what concerns “skills training”, EFltudents have to cover the widely
conventional and standard techniques and proceduwrds-L circles, that should be
considered as the cornerstone in the preparati®&fbfteachers, in terms of practice.
However, this does not mean that these studentsoar® be given a chance to unveil
their teaching identity and be provided with anrappate atmosphere to explode their

potential.

In addition to this, in the early stagégsany PS programme, the focus of the
“ELT approach” should be on the teacher/trainer tfaming purposes. Then, there
should be a move toward a more learner-centredoapprfor more creative, and

therefore, better learning.

As to “the evaluation of the teachingfpanance”, Britten (1988) argues that it
is crucial to shift from teacher-made assessmerdarly stages of PS training, to self-

assessment practised by the students themselves.

Regarding the teaching of “ELT Methodoésj, Britten (1988) does not
neglect this important knowledge, yet at the samme the insists on the practice of

knowledge acquired in real situations of teaching.

In “Working” all this, he favours a modbat begins with small groups to
discuss methodology and to study lesson planning ewaluation, then moves
gradually to more autonomous approaches. BritteB8&)L gathers all these

requirements of teaching practice in PS traininthenfollowing table:
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Topic in training 1st
desideratum

2nd
desideratum

Guided Observation Directly
observable
behaviours

Skills training Prescriptive
approach to
basic skills
(lockstep
training)

ELT approach Focus on the
teacher (for
training
purposes)

Evaluation of teaching performanc Assessment
made or
checked by
trainers

Methodology component Need to impart
knowledge
(lectures)

Working mode Small groups
for attitude
development

More significant categories

Exploratory approach to
develop individual teacher’s
potential

Learner-centred teaching ( for
better learning)

Practice in self-assessment

Reflexive principle: practice
what you preach

Individual for self-reliance

Table 1.8 Contradictory Requirements in PS Trairfinggramme

(Britten, 1988: 165)
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In addition, Britten (1988) points to timeportance of progression in PS training
programmes and the difference between earlier stagé advanced stages of training.

Also, he insists on progression as a crucial elemmetiealing with trainees’ autonomy.

a. Progression in Pre-service Training

It is very obvious that the practicestlod ‘first desideratum’are designed for
early stages in the preparation of EFL teacherdgewviheir counterparts in thesecond
desideratum’are proposed for later stages. The move from iis¢ to the second
desideratum needs a special approach from EFL tisid€his is what Britten (1988)
calls the incremental approachwhich is based on three progressions — in scale,

integration and autonomy. According to Britten (29866-167):

The first progression — that of scale- is a matfecontrolling the
risk level in practice teaching... [Then] the teenprogresses from
this initial stage of skill-getting (thehatof a teaching skill) to that
of skill-using (the why, when and with whon)... The third
progression — in autonomy- concerns attitude dewveént and the
individualization of the trainees’ teaching style.
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Here is a table for illustration:

Progression of From To

Full classes. Whole

—+

Small learner group. Shor
Scale _ lessons and lesson
teaching encounters.
sequences.

Isolated skills or lesson | Skills integrated to
Integration segments. Skills achieve learning

objectives. objectives.

Lesson planning and o _
_ _ Individual planning and
Autonomy evaluation by trainer or

group.

self-assessment.

Table 1.9 Progressions in PS training

(Britten, 1988 167)

The noble aim behind making teaching practice msgjve is to make it less risky and
less costly, especially in the beginning of thénirey programme as the trainees are in
their very first experience of teaching. In the sdme of thoughts, Wallace (1991: 88)

claims that:

The range of contexts [of learning for languageh@zy trainees]
should be such that it can gradually bring thentas from a
position of minimum risk and cost, through incregty realistic
(and risky, and costly) contexts to the ‘real thing
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He illustrates all this by the following figure:

Beginning of Training End of dining
Maximum
A
Continuing
fisk/cost (autonomous)

[ professional
development

v

Minimum

Figure 1.4 Cline of Learning Contexts

(Wallace, 1991.: 88)

However, the question which is still without answere is: how can teaching practice
be risky and costly, and for whom? Wallace (199aints that risk and cost is for (a)

the learner, and/or (b) the trainee:

a. Being taught by an ‘incompetent’ teacher, thera Hgh risk for the learning/

teaching process; and even the learner may feelhisas wasteful.

b. Unlucky experience in the beginning of the careaymmhibit the trainees’
motivation and self-esteem. As an example giveMajlace, there are many
trainees who decided to abandon the teaching miofeafter bad experience in

PS training, especially in teaching practice.
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b. Autonomy in Pre-service Training

Individual autonomous teaching should the final phase in PS training
programmes, in which the teacher (he can be camsldas no more a trainee) is

normally apt to shoulder the responsibility of oven class (Wallace, 1991).

As stated before, Britten (1988) insists that athties in PS programmes should be
dealt with careful progression (gradual self diactin lesson planning, in teaching
practice time volume, and in self-assessment)hénstame line of thoughts, Kennedy
(1993) warns from sudden direct move towards autuns approaches in PS training
programmes; she rather calls for more guided tmgino put the programme in the

right track.

1.5.3 Linking Theory and Practice in Teacher Training

As in all professions (such as pharmauysing...), there is always a gap
between ‘theory’ and ‘practice’ in EFL teaching (Ndae, 1991); while, it is not an
easy task to bridge this gap especially by noweeehers. This issue is known in EFL
circles aknowledge transfeBartels (2005: 406) claims that “... a high legEKAL,
while helpful, is not necessary to be a good LZhed'. Therefore, the problem does

not lie in knowledge only, but in its transfer iraptice also.

After editing a number of researches about KAL #@adusefulness in EFL teaching,
Bartels (2005) limited a number of problems thameoin front of successful

knowledge transfer:
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m In many cases, “course work” is not designed tayaeropriate with “class work”.
In other words, KAL trainees deal with before taaghpractice is not related to the

real teaching activities;

m Some trainees may find it difficult to transfer kvledge that is not compatible
with their previous knowledge, their personal antiural conceptions of language and

language teaching, and/or their preferred leargtgilg; and finally

m Bartels claims that “there is some evidence thanes&inds of KAL are more
difficult to transfer than others”, such as compteihographic errors identifying vs.

simple errors.

In a nutshell then, in the words of Bartels (20088): “Even if something is learned...
for transfer to occur, this knowledge must be eedad such a way that it can be used

in the target domain”.
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1.6 Conclusion

The literature concerned with the PS training ol E€achers unveils the fact
that this issue is very complex and thorny. Thesgime nature of the subject of PS
training does not lie only in its importance asngethe first occasion for EFL teachers
to discover their prospective profession and belmg starting point to form their
professional identity, but also in the fact thas tbrofession requires diverse and large
knowledge: novice teachers need a comprehensigggimone that covers all subjects
related to the English Language and its teachinguistics and its levels, the hybrid
applied linguistics, educational psychology, EFLtmeglology, the role of L1 and L2

acquisition processes, lesson design and planmid@gssessment procedures.

In addition to this, EFL trainees neednagre as possible teaching practice
chances to see the relevance of theoretical kngeledhey acquired, as real
experience in the field. Experience helps novicaclers to materialize their
conceptions about English teaching in classroom,camsequently to well understand

these conceptions.

The nature of the EFL teaching profesdioat could be influenced by the
smallest differences among individuals (either neas or teachers) makes attaining
professional quality a real challenge. Likewise LEprofessional quality could be

described as the horizon that people can move tsngrbut never totally attain it.
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2.1 Introduction

The second chapter is devoted to theamgpion of the nature of the present
research (needs analysis) and the illustrationsodesign and the procedures followed

in data collection and analysis.

In this chapter, the reader will follotletdesign of the present research step by
step: research questions around which this studgriigen, hypotheses that were
proposed by the researcher, research instrumeattgvére followed to collect data and
the subject populations addressed through each Eaadlly, this chapter provides
explanations for the methods used in data analysi®ach step of this work, the
researcher attempts to justify every choice he mpdmting to the advantages and

drawbacks of each research tool and data analyisoah.

In a nutshell, this chapter is to help thader to understand the research design

and therefore its findings: a fact that may urgéhreplication of the study.
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2.2 Research Questions and Hypotheses

The study of EFL PS training seems tautgeent meanwhile, especially because
English is progressively getting higher status im society, while unfortunately the

programmes of teaching and teachers’ developmemdirestatic.

The PS training programmes are the cornerstoneveldping qualified EFL teachers
to well supervise EFL learners of different levedspecially when these times, many
claims are aroused that pupils’ level of achievemerow in foreign languages, not
least English, in official exams such as BEM and®Béxams. Taking the PS training
of EFL future teachers as one possible reason isf ghoblematic situation, the

researcher asked the following research questions:

1. Do EFL university students receive adequate trgimonbe qualified future EFL
teachers?
2. What are the EFL students’ needs, in terms of Hutbry and practice, in their

pre-service training?

Taking into consideration the importamméeoth ‘theory’ and ‘practice’ in the
training and development of EFL teachers, the rekea puts forward the following

hypotheses:

1. The present PS training programme is not totallggadte since it is mainly

based on theory instruction of EFL teaching inc¢barses of TEFL and psycho

pedagogy.

2. There is a sharp need to adopt a bi-directionalpR$ramme that would
emphasize both theory and practice focusing on mEkéthodology, EFL
teaching skills, techniques of assessment, edunadtsychology and L1 and
L2 acquisition theories.
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2.3 Research Methods and Design

The present research is a needs anahessis analyses are procedures followed
to accumulate information about students’ needseims of their learning. In this
study, the researcher attempts to arrive to a gérra about what EFL students need

to meet at the level of university to be profesaltynqualified teachers.

Needs analysis emerged asiaqua norof the advent of ESP in the 1960’s (Richards,
2001), then it was adopted later in applied liniess EFL teaching programmes are
said to be designed aimlessly, unless they aredbasesound knowledge of what
learners are supposed to be able to do after ingsthis programme. This is what
Richards (2001: 51) points to:

If providers of training programs wanted publicather sources of
funding in order to provide different kinds of maig programs,
they were required to demonstrate that a proposegkgam was a
response to a genuine need.

Likewise, the purpose of the needs analysis coeductthis research is to identify the
possible gap between whaf gear EFL students, at the university of Tlemcee, a
able to do and what they need to be able to ds.tdt this end that it could be said that
at many times learners’ long-term needs are dediolethem, not by them. Richards
(2001: 53) comments on this point: “Needs analysisludes the study of perceived

and present needs as well as potential and unreagneeds”.

As an answer to the question of what aeeds, Brindley (1984, qtd. in
Richards, 2001) claims that this term does not gdmafer to what it superficially
means: EFL learners’ needs may be wants, desiresjanlds, expectations,

motivations, lacks and requirements... This is tlue¢he fact that there are always
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several views on needs, which could be differeefulssources of information when
conducting needs analysis: teachers, learners #teass and other “stakeholders” as
called by Richards (2001). Likewise, there will &ievays different target populations
in needs analysis, while the opinion of each ofrtte®uld form a crucial facet of the

needs under investigation.

2.3.1 Instruments

As to the procedures for making needdyars|a many choices are available to
the researchers in the field (questionnaires, radiligs, interviews, meetings,
observations, learners’ language samples, casésiud However, no one of these
tools is without drawbacks; a fact that compelleel tesearcher to follow‘aiangular
approach: This approach is the use of multiple researchhodg (two or more) to
explore the same issue, to increase the levelafracy of the research. It is the major

means of validating any research, especially im$sciences.

Campbell and Fishe (1959) were the first to devetbp idea of “multiple
operationism”which is explained as the necessity of the useakrthan one research
instrument to ensure the validation of the resifliisgreement between the instruments

used is obtained.

Seriously considering the issue of tridagon, the researcher used three
different research instruments to look for EFL s’ needs in terms of PS training:

classroom observation, questionnaire and interview.
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Questionnaires and interviews are considered asspective research instruments,
where the respondents are asked directly to tedit\itey think, do, or believe about
the subject under investigation, either verballynon-verbally. Bartels (2005: 05)

claims that:

This type of data [data gathered through introspedbols] is
an ideal compliment to observation data becauieitses on
the participants’ “insider” perspective on what mpithe task
entails; perspectives which observation data selciv®al.

2.3.1.1 Classroom Observation

Classroom observation, which has beeraydwconsidered as a major data
collection tool in qualitative research, permitsthe researcher to collect data about a
phenomenon with many contextual variables, reggrdiis presence in the realistic
setting of the classroom; however, this may malkerdsearcher bias to one side or
another. Also, the presence of an observer may #ie subjects’ behaviour and
consequently this raises many questions aboutalhdity of the results. Nevertheless,
to avoid the latter problem, researchers can takerdings of classes without being
there. However, they should have the subjects’ @mion because taking secret

recordings is considered as unethical (Wray andmkr, 2006).

It is not always easy to expect how the observer influence the subjects or the
classroom at all, since this depends on many aspeldted to the observer such as
status, age, dress, sex... (Wragg, 1994). Thisnes af the disadvantages of this
instrument, while there are many other things tmkthabout before conducting a
classroom observation. Following Wragg (1994) anégy\and Bloomer (2006), here
Is a summary of what should be taken into accoefirke, when, and after classroom

observation:
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m Phenomenon to be observed should be precise éinedierior to observation. The
observer is to be very sure of what he is lookioglfefore getting in the classroom,

instead of seating and waiting that something terast will happen!

m Secret recordings in classrooms are unethicaled&ebers should get the subjects’

consent in advance or parents’ consent if the obsien is related to child subjects.

m In order to minimize his influence, the observieowdd put the subjects at ease by
being a full participant of the class. A good olksershould be counted as one of the
subjects by joining them in their activities withamying to draw their attention to

what is really his primary purpose in the classroom

m Returning to previous researches may be very lisefsearchers could devise a
checklist of categories based on previous studidsetcompared with data they will

collect during observation.

m The observer should always return to his prima&search questions when taking

remarks and when drawing conclusions from the tesldtained.

In the present research, the design efcthssroom observation grid was based
on the two models presented in the review of litewa The first one is TEKS Model
which is devoted toheoryof EFL teaching (See section 1.5.1.2), and therodime is
Britten’s 1988 Model which is related to EFL teadhpractice (See section 1.5.2.4).
However, the two models in use were adapted to Havdinal observation grid. This
is due to the impossibility of observing some tspipresented in the models, in a

teaching performance (mainly some areas of thealknowledge).
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The outcome was the design of a classroom obsernvagtid containing nine items

divided into two parts: knowledge and practice.

I.  Knowledge:l. The structure and basic concepts of English

2. Awareness about lee’nfactors

3. Assessment procedures

[I.  Practice 1. EFL skills training

2. Being given a chance txtefreely

3. Evaluation of the teachprgctice by the trainer
4. The trainee’s self-evaiomat
5. Practice of EFL methodaésgn teaching

6. Lesson planning

Here is a model of the final draft of the grid usedaking remarks during classroom

observation:




mmm Chapter Two Research Design and Procedure

Classroom Observation: Session # Date:
I. Knowledge:
Subject Mastery Comments

Low | Moderate High

The structure and

basic concepts of
the English
language

Awareness about
learners’ factors

Assessment
procedures

Il. Practice:

Topic Use Comments

Yes No

EFL skills training

Being given a
chance to teach
freely

Evaluation of the
teaching
performance by the
trainer

Self-evaluation

Practice of the EFL
methodologies in
teaching

Lessons planning
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2.3.1.2 Questionnaire

Questionnaires are at the top of the ngostmon instruments used in needs
analysis. They are easy to prepare, in comparisitim @ther research instruments,
while the results are easy to tabulate and analpsaddition to this, questionnaires
can survey a large population in different locagiowhich make the results more
uniformed. Moreover, respondents have ample timehtok before giving their
answers, in comparison with interviews for instarased while anonymity is assured,
respondents may share sensitive information masiyahan in other tools (Wray and
Bloomer, 2006). Questionnaires also help to gattaga that could not be observed
(introspection): data that reflect the respondehitsider’ view of the issue under
study (Bartels, 2005).

However, questionnaires are not withbeirt problems: at times, questions are
not clear for some subjects. Unlike interviews,réhes not any kind of interaction
between the respondents and the researcher inauestes: a fact that makes follow-
up questions impossible. To be sure of the goodingnof the administration of the
questionnaires, it is advisable for the researdioetbe present the time of the
administration, since the pressure of the resedscheesence is the only way to insure

that the target subjects themselves answer theigues

According to Richards (2001), there are many thitggbe taken into account when

designing a questionnaire:

a. Preliminary Questions:

m The usefulness of adopting other research instritsrigefore the questionnaire, to
get an idea about the appropriate design of thetmqummaire.

m How large is the sample? Does it represent theevpopulation?

m The way of the pilot study.

m The way of the administration (mail, self- admirasion...)
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b. Types of Information Asked for:

m The necessity of each question in the questionaaidethe information it provides.

m The possibility that the respondemisn answer the questions (to take into account
their age, level...)

m The possibility that the respondemtdl acceptto answer the question: (sensitive
guestions such as “Does your teacher know howattht&nglish?”)

m IS the question biased in one direction at the esp®f other (s)?

c. The wording of Questions:

m The possibility of understanding the questions liy tespondents. (Is the question
clear? Does it contain vocabulary that is unfamit@ the respondents? And many
questions of the like)

m Can the question be shortened?

m The influence of the question on the following gimess.

d. Items Forming the Questionnaire:

m Open Question: a question that it is to be answéesly without choices to be
limited to.

m Closed question: respondents are just to chooseebatthe alternatives provided.

m Checklist: a set of terms that describe differetnitautes or values.

m Scale: the respondent is to give a value in a geade between ‘strongly agree’ and
‘strongly disagree’)

m Ranking: Items are ranked according to some caitgrig. from 1 to 9)

m Inventory: a list that the respondents mark or khec
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As far as the form of questionnairesasaerned, researchers should consider
that questionnaires are either based on structilests (close-ended questions) in
which the respondent is to choose from a limitethber of answers, or unstructured
items (open-ended questions) which gives the redgrtra free space to give his own
answer. However, the former type of questions @eedo analyse, yet limited; while
open-questions may reveal unexpected data. Thidysa questionnaire could result
in both qualitative and quantitative data: a fdwttobliges the researcher to think

about the type of data he needs at the end oblitsction.

In the current study, the researcher &atra questionnaire based on both close-
ended questions and open-ended ones. This meassra vesult of the researcher’s

belief that this mixture will yield different anchexpected data, as mentioned before.

As to the design of the instrument, the questiaenaias divided into two parts: The
first dealing with students’ theoretical knowledglee second with teaching practice.

Part | was completely built on two close-ended taes:

a. To what extent do you know and understand theviotig?

b. How useful do you find the following to enhance yteaching?

The participants had five choices ranging betweenry low’ and ‘very high’ for
question (a), and between ‘not useful’ and ‘veryefub for (b) (Likert Scale
Questionnaire). These two questions were askedt alveuaty five areas, supposed to
cover EFL teaching, classified in their turn ini@ subrics, according to the TEKS

model:

Fundamental Language Concepts.

The Foundation of EFL Education.

First- and Second- Language Acquisition Processes.
EFL Teaching Methodology.

Factors Affecting EFL Students’ Learning.

o o~ DR

Assessment Procedures.
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Concerning Part I, it contains three questionse Tho first ones are about whether
the participants attend the teaching practice sessor not, and how often. The last
question is designed in the same way questionsauflpare: a close-ended question
with five choices ranging between ‘never’ and ‘aj@a about seven activities in

teacher training, adopted from Britten’s Model:

Classroom Observation for other Teachers Practisieig Profession.
EFL Skills Training.

Being Given a Chance to Teach Freely.

Evaluation of the Teaching Performance by the Enain
Self-evaluation of the Teaching Practice.

Practice of Teaching Methodologies in Teaching.

N o o bk wDd R

Self-reliance in Lessons Planning and Evaluation.

Finally, the students were asked about sugges(reeds, remarks...) they could add
in what concerned their PS training, if they had.afbee the final format of the

questionnaire schedule in Appendix C)
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2.3.1.3 Interview

The interview is a research tool to abtaformation by actually talking to the
subjects. It is a good instrument to gather inddeptformation providing the
respondents with a flexible and a free space tavansHowever, it could not be
denied that interviews are time-consuming and gatetviewing-skills- demanding
which might require extensive training (Wray an@&her, 2006). In addition to this,
answers may be affected by the relationship betwtwn interviewer and the

interviewee, suckalo Effect andSubject ExpectanéyBrown, 1988).

Concerning the forms of an interview,e@ghers, on the one hand, can adopt
open (unstructurednterviews which are not based on pre-plannedtmpres while it
gives the respondents great freedom of expressioichwmay result in in-depth
incidental information. On the other hamstkucturedinterviews are based on an exact
number of planned questions with no elaboratio #ms systematically results in
uniform information. There is a third type of inte@ws, thesemi-structured (semi-
open), which is formed by a number of specific core quest which could be
elaborated within limits (Seliger and Shohamy, 198® be moderate in his approach
when designing the interview, the researcher predea semi-structured interview. On
one hand, this approach limits the canons of thegiso data through the core
questions; and on the other hand, it permits foremelaboration and explanations

through follow-up questions.

! According to James Dean Brown (1988), this variable concerns the subjects’ attitudes towards the researcher
(interviewer, observer...). The halo effect is when some subjects’ tend to positively respond the researcher, if
they know or like him. In others words, the answers will reflect the respondent’s feelings not what they really
know, especially if the questions matter their own teacher.

’ This effect is related to the Halo effect with the intrusion of another variable, which is the subject of study.
Respondents may infer what the researcher wants to arrive to as a result of his work; consequently, they may
try to help the researcher with artificial not real information to obtain the hoped-for results.
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Since the issue of PS EFL teacher training is songh the main questions of this
semi-structured interview were designed to cover snportant areas in the

development of EFL teachers (according to the TEKSel), which are:

m The structure and conventions of the English laggua
m The foundation of EFL education

m First- and second- language acquisition processes
m EFL teaching methods

m EFL learners’ factors

m Assessment procedures and instruments

In this way the final draft of the interview was:

Starting from the fact that EFL studefwsuld-be teachers) necessitate a good
preparation at university level to practise thewfpssion, could you please shed light
on the common areas in which novice EFL teacherswertier problems when

teaching?

As the EFL teaching profession demands severdbskild qualities, this question is

preferable to be discussedd#terent levels

1. The problems they face at the level of #teucture and conventions of the
English language.That is, the phonology, grammar and semanticshef t

language, language registers , language skills ...

2. At the level of knowledge about the foundation=biL educationfrom history

and theory of EFL education to types of EFL progras.
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3. Do they know and understaride processes of L1 and L2 acquisitidheir

interrelatedness, and their use in EFL teaching?

4. What abouEFL teachingmethodsand techniquea

5. After this, what to say about their awareness efftittors that may affect EFL
students’ learning like personal differences amt@ayners (age, personality,

socio-economic background), variations in learrgtydes ...

6. Finally, the last question is devoted to an imparfaofessional quality in EFL
teachers which is the design, development andprettion of formal and
informal assessment procedures and instruments
What are the recurrent difficulties that novice Et&lachers encounter at this

level?

2.3.2 Subjects

The subject population approached in tesearch is different from one data
collection instrument to another, as an attempnftbe researcher to have all possible

useful opinions concerning the issue in question.

a. The Questionnaire Population:

The population to be addressed through the questionis 4 year EFL students
enrolled in the department of Foreign Languagegyfish Section’, at Abou Bakr
Belkaid University of Tlemcen, during the academgmar 2010-2011. It is worth
mentioning that the number of"4year EFL students enrolled this year is 158,

according to the lists furnished by the adminigbrat
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b. The Classroom Observation Population:

The population which is going to be subject to obston is made of EFL students

in the same establishment as well. However, tlegument is concerned just with the
ones who take part in ‘teaching practice’ sessidiiese sessions are a programme
made at the level of the department to train thedestts on the EFL teaching
profession. However, this does not mean that adlestts participate in this programme
since it is not obligatory. According to the trainen charge of the programme, the

number of trainees for the year (2010-2011) was 36.
c. The Interview Population:

As to the interview, it is meant to approach EFlspectors. There are four EFL
inspectors covering the ‘Academie’ of Tlemcen; dioe secondary school EFL
teachers and the rest for middle school teachérs.akis of the inspectors’ mission is
to observe and qualify novice EFL teachers, andesomes to organize in-service

training programmes for practising teachers.

2.3.3 Procedure

After designing the three research imatrnts to be used in collecting data, the
following step was to approach the subject poporeticoncerned with each tool in
this triangular approach. However, it was of paramtamportance to try out these
research tools with some subjects before startiegotoper study. The following two

sub-titles will deal with all these processes itads.
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2.3.3.1 Piloting the Study

The single most effective strategy to minimise peais is to
make sure youwilot your instruments. Test them first by
having colleagues read them. Following that, usenthvith a
small group of people from the population you waat
sample. Ask them to provide feedback on the instninand
test the instrument statistically to see if there @ny unusual
response patterns that could indicate that ceftains have
not been properly understood.

Daniel Muijs (2004: 51)

Bearing all this in mind, especially wiglnestionnaire and interview schedules,
the researcher tried out in advance the studemnisstgpnnaires and EFL inspectors’
interviews in order to reveal any source of misustdnding or bias before using them
for real.

As to the questionnaire addressed™year EFL students, it was piloted with
three students to be sure that they would interfiretquestions in the same way
intended by the researcher, and to check the obness of the wording of questions
to the subjects and its appropriateness to thedl [eActually, the three students made
a number of remarks about some questions that depd®e explanation, which
pushed the researcher to re-think about the wordfnilpese questions. Finally, it is
worth mentioning that the three students who toakt pn the pilot study were not

subjects of the present study.
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Likewise, we tried out the interview witime of the EFL inspectors. What was
of paramount importance is the pilot of technologsed in the interview: The
recording of the interviews was made by means dfi@i-cassette Dictaphone, the
researcher attempted to precise the best positiothedo microphone, taking into
account the appropriate distance between it anddhece of sound as well as the level
of volume to ensure high quality of sound, free mufise that might be in the

surroundings.

2.3.3.2 The Study Proper

The researcher began classroom obsemnvdto teaching practice sessions
programmed for 4 year students as early as they started in Jar2@dry, in order to
gather maximum possible data. Observing such kihclasses required a total
concentration from the researcher on what was hapgein the trainees’

performances.

The researcher preferred, every timehaee a seat near to the trainer, at the
back of the classroom, in order to ask him questimen necessary and discuss
comments and remarks before being taken down. fivesiigator stopped observing
teaching practice sessions in April 2011 as hetlfelt almost no new data was to be
collected after this period of observation; i.e.this stage, the researcher could
formulate a clear idea of what is taking placeha teaching practice programme in

use at the department of English at the Univerditilemcen.
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As a second instrument, the investigagmproached all"2 EFL students (not
only trainees) through a questionnaire designdddk for their needs to be qualified
for the EFL profession. The administration of theestionnaires was planned to take
place till April 2011, to let the subjects accumal&nowledge as much as possible

before assessing their needs, especially becaegevidre in their final year of study.

Since 4 year students were divided into four groups, iensed preferable to
administer the questionnaires for each group seglgrto manage easily the process.
The researcher took the permission of the teaobietee module of TEFL of each
group to take the students either at the beginaimipe end of a session. He chose to
administer the questionnaires during classes fer shke of ensuring high rate
response, regarding the considerable presenceidérdss; and also to realize that the
target population filled the questionnaires thensl The procedure took in all cases
between 15 and 20 minutes.

Finally, after the two first proceduréswas time to interview EFL inspectors.
After designing the interview schedule, the redearcwas always to prepare the
Dictaphone before each recording, and explain &itlerviewee the way it better
works and especially the appropriate position efriicrophone and the distance that
should be kept to ensure good quality of sound.ittpthe interview schedule in hand,
the interviewer read the questions and the inspeatswered. The use of the
Dictaphone did not forbid the researcher to takmesaemarks that could not be
recorded, mainly body gestures such as hands gestuwdding and smiling. Directly
after finishing the interviews, the researcher dmaibed the recordings

orthographically (See appendix D).
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2.3.4 Data Analysis

The first question which arises when meawith data analysis is what are
gualitative data and what are quantitative data, toeir analysis; and what is the

difference between the two?

2.3.4.1 Qualitative Analysis

Following Seliger and Shohamy (1989),|gatve data are collected mainly by
unstructured research instruments, and throughubege records. They describe it to
be “usually in the form of words in oral or writtenodes” (1989: 205)According to
Seliger and Shohamyib{d.: 205), qualitative data analysis is a difficulska“...
especially since there is only limited literatunewhich the principles of such analysis

are described in sufficient detail”.

Nevertheless, there are some techniqué® tused in qualitative analysis: On
the one hand, researchers can follow an “inductmetedure in which they derive
categories from a sample of data, and then lookcémnmonalties in the remaining
data. Since this technique is based on the explarand description of data, other
categories may be discovered, later on, in theyarsabf the remaining data. In this
case, the researcher is just to add them to tké dategories. On the other hand,
qualitative data analysis can be based on an aheadting ordering system of
categories (either in literature, or in previousdsts). Following this, data is collected,

then explained and confirmed in comparison withatiepted system.
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In addition to this, Seliger and Shoha@®89) insist on the necessity of
assessing reliability of qualitative data. Theyimlathat there are two levels of
reliability assessment depending on the kind ofadahder study (records of

interviews, remarks taken during classroom obs&msat.):

a. Inter-rater Reliability:to give a random selection of data to a profesdiam the

field of study (a second rater) to analyze andgmiee it. Then, the results would be
compared with the researcher’s analysis and caggon; the highest agreement is
achieved between the researcher’s results ancetumd rater’s ones, the more results

are reliable.

b. Intra-rater Reliability: it is the process of re-rating (second analysaj of the
samples, by the researcher himself, after a pesfoime in order to compare the

degree of agreement which exist between the firdtthe second analyses.

Finally, this space devoted to the exatem of the qualitative method in data
analysis can be summarized by some common featgatsered from Seliger and
Shohamy (1989), which researchers should takeaotount when dealing with such

kind of analysis:

m Qualitative analysis is a systematic and orderbcess which requires discipline and

organised mind.

m Comparison is the fundamental tool of qualitatwelysis. It is based on a search of

similarities and differences among data.

m In order to make comparison easier, data shouldubemarized or condensed. In
other words, data collected during procedures shbel converted to a number of

categories.

m Analysis of qualitative data is not to be undergase final phase. Analysis should
start as the first data is collected. Data coltectand data analysis should take place

concurrently.
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m It is beneficial to accompany qualitative reseabgha “reflective activity”: the
researcher should take notes about anything whagipdn during the process of data

collection and that may help in analysis.

m Qualitative analysis demands the researcher’'s degivement and wide range of
personal powers, while all biases should be checkked researcher is considered as

an ‘instrument’ in qualitative analysis.

m Finally, no one can claim that there is just ong weaanalyze qualitative data: there

are plenty of possible ways to analyze data of#rae issue.

2.3.4.2 Quantitative Analysis

According to Aliaga and Gunderson (20§, in Muijs 2004: 01), quantitative
research is “explaining phenomena by collecting ewical data that are analyzed
using mathematically-based methods (in particukatissics)”. In this respect, one can
say that quantitative data is based on a kind td tlaat is numerical, which include
mainly structured forms collected from especialgsigned instruments such as
questionnaires and interviews schedules, scalasd. therefore it can be subject to

statistical techniques manipulation.

Muijs (2004) claims that there are fousimtypes of research questions that a

quantitative approach is more suitable to answaan #my other approach:

m When the research question requirasuenericalanswer Questions, such as: How

many...? How much...? ..., cannot be answered ghrawgualitative approach.

m Quantitative research is the only way to studynerical changelike the study of

falling or rising of a phenomenon, or going up owa...
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m Quantitative approach is helpful to define a pheaoom or explain it, since there
are many statistical techniques which help to mtedcores on a variable (e.g.
students’ scores in oraxpression) from the scores of other variablestedléo the

same phenomenon (“number of equipments”, “numberoofms”, and “number of

students in group”...)

m Quantitative approach is also helpful in researt¢hasrequire testing of a number of
hypotheses: for example, we can test “if the le@'rechievement in French is related

to social background”.

After collecting data that is amenableqt@antitative analysis procedures, two
things should be decided by the researcher befamting analysis: first, what he
intends to measure (categories); next, what unfitsneasurement he should use
(variables). Graham (1990) explains this sayingh@i¢as categories are labelled with

names, variables are measured with numbers”.

As to the adoption of these two kindsdafa analysis in educational research,
what is preferable? To choose between qualitativé guantitative methods or a

mixture between the two approaches?

Not little literature was devoted to this issuewkwer, with different standpoints.
From one side, for instance, Smith and Heshes&6)Iclaim that qualitative analysis
and its quantitative counterpart are contrasted ahduld not be combined in
educational research. From another side, it isrdlea much of current educational
research combines qualitative and quantitative au=hof analysis in various ways
and to different degrees. For example, Muijs (200@), talking about common

misconceptions beginner researchers do share, says:
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Qualitative and quantitative research are incorbpgtiaren’t

they? Not necessary. Qualitative and quantitatsearch can
be usefully combined in mixed methods designs, wioiten

produce a lot of useful information.

Following the latter opinion, the researcher badgthat a combination of quantitative
and qualitative data will enrich the current studya high extent; then, agreement
between varied kinds of data will strengthen theusacy of its results: facts that

increase the credibility of the research.
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2.4 Conclusion

This study is a needs analysis fdf ear EFL students. It is an attempt to
investigate what these students need to meet im tbdiary studies, which are

concerned as PS training, to become qualified EBchers.

The study was aimed to involve the whalenber of students enrolled irf' 4
year (2010/2011 academic year). However, regardbagences, the research covered
108 students out of 158 through questionnaires, sinde the teaching practice
sessions were not obligatory, only 36 students {mank in this programme and were
subject to observation. In addition to this, 4 EREpectors were also involved in the

present study through an interview.

For better results about what are stiglemteds, the researcher followed a
triangular approach to collect data, adopting thmesearch instruments (classroom
observation, questionnaire and interview), in ortdegather all possible helpful views
(personal, introspective and professional). As #@iadanalysis, it was a mixture
between qualitative and quantitative methods wialttays lead to useful additional
results. Both methods were adopted when analyzireg results obtained from
classroom observation and questionnaires, while ititerviews were analyzed

qualitatively.

The following chapter will deal with datollection and analyses in more

details.
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3.1 Introduction

After designing the research and its procedurefdhewing step was to collect
data that will help the investigator to answer t@search questions. Therefore, the

following chapter is devoted to data collection andlysis.

The nature of the variable under investigation (ESEkdents’ PS needs) pushed
the researcher to follow a triangular approach aitecting evidence to answer the
questions. In the beginning, the researcher obdedleyear EFL students during
teaching practice sessions held at the level oflé@partment of English, for the sake of
discovering the problems they face during teaclpadormance. This first instrument
was complemented by a questionnaire addressed gos#ime population. The
guestionnaire gave the studetits opportunity to share their opinions about tlo&n
needs; and actually, this second instrument pexchitd unveil many facts that could
not be observed directly by the researcher. Thenerrich the study with a
professional view on students’ PS needs, we toeabproach EFL inspectors through

an interview.

Finally, the results of the three instruments wgathered and discussed to stand
on a final idea of what are EFL students’ needgeirms of PS training, at the

University of Tlemcen.
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3. 2 Analysis of Classroom Observation

Classroom observation is one possible tealiave a clear idea about the PS
training EFL university students receive, and cquasatly to determine the future
EFL teachers’ needs in terms of professional quakind these are the issues
intoduced before in the research questions. Thiem, results obtained from this
research instrument will be compared with theirrtetparts from the other sources of

data: the questionnaire and the interview.

3. 2. 1 Description of the Classroom Session

The students (the trainees), who wergestito observation, weré"4ear EFL
students. It is very worth to recall that not al ylear students attended the teaching
practice sessions held at the level of the departnidey had a free choice between
making teaching practice and developing a researeim extended essay. Therefore,
the number of trainees to observe was small (36etes) in comparison with the total
number of 4 year students (158 students). Furthermore, manthef preferred

working in pairs.

The researcher observed 10 sessions, while theritgagb sessions were presented by
two trainees. To obtain uniformed results, remanestaken according to the number

of sessions, not the number of trainees.
The performance of the trainees included:

a. A Talk: This normally took 15 minutes in the beginningttod training session.
It was an oral presentation of a topic to the sttgle
b. Lesson PresentatiorA lesson was to be planned and presented in tbtite

peers. Though the lessons were designed for segosclaool pupils, they were
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performed inside university, having the peer tragplaying the role of pupils.
This took 45 minutes in average.
c. Discussion: This happened at the end of each teaching prasgssion. It

included mainly the trainer’s evaluation of thect@iag performance.

3. 2. 2 Reliability of the Instrument

Though the classroom observation was eglidby a prescribed grid of
observation (See section 2.3.2.1), the observértli@k he may unintentionally be
biased and consequently impose his impressionseonliserved situations. Therefore,
to avoid any possible inaccuracy of the resultsioled by this research instrument,
the researcher estimated iit¢er-rater reliability. This was aimed to examine whether
another rater (here, an observer) would agree erd#ta collected by the principal
observer. However, there was no need to invitelematbserver to do the task, since
the trainer was available all times of observaturing the teaching performance, the
trainer was taking a seat near the observer, wigste the opportunity to the latter to
compare his observations and remarks with the ohdlse trainer. Next to this, the
comments made by the trainer during the performaveduation were all taken into
account by the observer. Consequently, it coulddd that the subjective nature of
the classroom observation procedure was minimined lower level, and therefore,

there was less reason to suspect inaccuracies.
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3. 2. 3 Validity of the Instrument

The researcher also realized the negetssitbtain evidence on the procedure’s
validity, though this latter cannot really be prdven order to know whether the
observation research instrument was correctly desigo measure the variable of EFL
PS training, it is practical to test tikentent validityof the instrument. For this to be
proven, it should be showed that this procedure avgsod representation of the issue
of PS training which was aimed to be measured;toactsng the grid of classroom
observation was based on the two models mentiorefdréo (TEKS Model and
Britten’s Model), and normally this would cover #ftle dimensions of EFL teaching
(the pre-acquired EFL teaching knowledge and skalfgl the mode of EFL teaching
practice), as the choice of the two models wasfigdtin the review of literature. In
this way, it could be said that the procedure iesfon is content valid to a large

extent.

3. 2.4 The Results

As shown in the design of this instrumehe adopted classroom observation
grid was divided into two parts, each part contagna number of items (See section

2.3.2.1). In this way, the results obtained arepizged in the same scheme.

The remarks taken down during classroom observaéssions are attached to this

work in Appendix B.
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Part One: Knowledge

Item One: The Structure and Basic Concepts of Bhgli

After finishing ten sessions of classroobservation, the researcher stood on
the fact that many"4year students are still facing problems at thelle¥ the structure
and conventions of the English language. They emeoed problems in common
areas mainly pronunciation and grammar and todgsmt spelling. After revising the
comments made about all the linguistic levels, wald quantify the results in the

following table:

N° of sessions (out of ten) in whighN°® of sessions (out of ten) in which
students faced problems in: students seemed qualified in:
Grammar 06/10 04/10
Pronunciation 07/10 03/10
Spelling 05/10 05/10

Table3. 1: Results of Trainees’ Language Observation

It is obvious from this table, that trainees dtlte problems in the linguistic level. The
first common problem among trainees was pronumativhich was a real hurdle in
front of them when facing the audience. Then, gratrcal mistakes were another
factor which characterized many of the traineesfggenances. In addition, problems

in spelling were the common feature in half of skessions observed.
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Iltem Two: Awareness of Learners’ Factors.

It is not an easy task to measure all ithgables related to teacher/learner
relationship (here, trainee/student), especially affective variables. However, what
was clearly noticed during the observation sessisnthe interaction between the
trainees and the students, and the learning stylstyles) addressed in the trainees’
teaching. On the one hand, most of the trainee® (sessions /10) showed a great
ignorance of the fact that the learning style midfgdfrom one learner to another, and
from one subject to another one. In other words, rttajority of trainees used one
single teaching strategy; yet, they had problem8nid the right way to address the
target learning style. On the other hand, manyhés (in 7 sessions) could not
overcome their psychological constraints and seemed lot of situations shy,
confused and not self-confident ... which affectece thtudents’ interest and
concentration. Consequently, there was a bad ttterabetween the two sides of the
classroom. In the same way, the results conceritbdlhis item are summarized in the

following table:

N° of sessions (out of ten) in which students® of sessions (out of ten) in which students

faced problems in seemed good in:
Interaction | 07/10 03/10
Learning 09/10 01/10

Style

Table 3. 2: Results of Trainees’ Awareness of Lexa'r-actors
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Iltem Three: Assessment Procedures and Instruments.

What could be observed in the teachingtpm@ sessions, in what concerns
assessment procedures, is the assessment desigiseand/e could not take remarks
about the interpretation of the results of evabratmade during the lectures. This is
due to the mere fact that the trainees could hasteone chance to teach; therefore, the
possibility to see the effect of assessment ingggtion on their following teaching

was null.

The first remarkable feature with all the trainéeshat no one of them designed his
assessment instrument. They all relied on readyengdluation instruments taken
mainly from ELT textbooks. Despite the fact tha¢ tinainees easily adopted ready-
made assessments, the majority of them did notthesa in the right way (lot of

remarks about this were made during the obsenjatiomumbers, in all the sessions
observed (10 out of 10), the trainees did not detgir own assessment instruments;
while just in 02 sessions, trainees seemed to krdmw to use assessment

appropriately.

N° of sessions (out of ten) in whighN°® of sessions (out of ten) in whigh
students faced problems in: students seemed qualified in:
Assessment | 10/10 00/10
Design
Assessment | 08/10 02/10
Use

Table 3. 3: Results of Assessment Procedures Cligerv
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Part Two: Practice

Items One and Twd@&FL Skills Training, and being Given a Chance tadreFreely.

These two topics go hand in hand withheather. Trainees are either to be
trained on a number of target EFL teaching skélsesately, or given a chance to teach
freely without following a specific skill (or skd). However, in all the observed
teaching practice sessions, there was no oriemgedirtg or teaching; the trainees

performed their lessons freely.

Items Three and FouiThe Trainer’'s Evaluation, and the Trainee’s Selilaation.

At the end of every session of teachirarfice, the trainer used to evaluate the
trainees’ performance. He used to go through tmearks taken down during the
lecture. His remarks were mainly about the languaggakes made by the trainees in
(grammar, pronunciation ...), the choice and the ofs¢he teaching material and
interaction with students. However, there was nb-esaluation of the teaching
experience by the trainees themselves. This didanbid the occurrence of evaluation
made by the trainee’s peers. In general, peersanenwere nearly the same as those

made by the trainer.
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Item Five: EFL Teaching Methods.

From the beginning of the teaching practsessions in January 2011, the
purpose of training was ‘simpler’ than making thiairtees practise a target EFL
method or approach. The training focused on thgulstic side and the affective
factors that stand as a hurdle in front of novie&chers. They tried just to overcome
the feeling of being in front of an audience, tgyto adequately use the language they
learned during four years. In other words, it seghoebe as if it was so early to tackle

the issue of EFL methods.

Item Six: Lesson Planning.

It could not be denied that the trained dot have a share in choosing and
planning the lessons. The trainees had a totatiéraeo choose their lesson topic and
to plan it. However, few trainees designed theituees individually. In fact, most of
them adopted lectures from specific EFL textbodkse first question asked by the
trainer in his evaluation was: From where did yome by the lecture? In Sessions
out of 10, trainees answered that they chose liggson from an official EFL textbook,
while the others had another source from whereetoere their teaching material

which was the internet.

In addition, some other problems appeared and stepged at by the trainer such as
the appropriateness of the choice of the teachiagemal, time management, and
preparation of the lesson before the performante. ffequency of these problems

was different from one session to another.
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Figure 3.1 Observations about Lesson Planning areséntation

3. 2. 5 Discussion of the Results

Classroom observation was aimed to givelaa about the training programme
in practice, and to unveil the common areas in Wwhibe trainees need more
knowledge and/or practice. After a deep analysithefresults obtained through the
classroom observation procedure, the researched sto the fact that the difficulties
and problems which EFL trainees encountered ardaltyeo main reasons: either lack
of theoretical knowledge, or lack of practice. Qrewide, the trainees showed a total
ignorance of some areas, such as assessment dasigise, and learning styles ...; on
the other side, they seemed to cover the areaastigm to a certain extent, but they

could not transfer or properly transfer this knayge to practice.
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In addition, as shown in the results, tkey noticeable feature is that marly 4
year EFL students are still facing linguistic prins. Pronunciation comes in the first
place: the trainees were still making mistakesrohpnciation, and sometimes of very
common words. Then, grammar comes as a secondehwhat was very noticeable
and always referred to by the trainer is the misafigenses and mistakes in word order
in sentences ... If we take this issue from the maitdack of theoretical knowledge’
point of view, it should be said that this situatis not just the result of the final year;
it is rather the outcome of a whole career of fge@rs in the department of English.
Nevertheless, when asked by the trainer, aboutigkeof tenses, many of the trainees
answered correctly: they showed a general covarbgeth form and use of tenses in
English. This could be explained only by the trasidack of teaching practice which
resulted in many psychological barriers like shgnasd confusion ... It should be

stated, here, that it was the first lesson perfocador nearly all the trainees.

As to the learners’ psychological andgb®y¢pedagogical factors, the trainees
seemed to ignore, to a high extent, what are theders and especially how to take
them into account when teaching. For instancetf as$ found in the results of the
classroom observation, trainees in 9 sessionsfal® @nore what a learning style is,
or at least, do not know how to address this or lderning style (both cases lead to
the same result); this means that the EFL studentoncern are not theoretically
aware of this crucial factor in the process of BBaching and learning. Therefore, it
can be said that the trainees’ actual teachingopeence is drawn on their experience
as EFL learners. In other words, their teaching e¢epy of what they experienced with
their EFL teachers, since they have no sound thieafgground on which they can

build their own teaching identity.
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Many other results of the observationcpure can also be justified by the need
of more coverage of theory related to EFL teachi§the trainees observed in the
ten sessions did neither design the teaching raatirey used nor their assessment
instruments. Their teaching and evaluations wesed@an ready-made materials. They
are not qualified to adapt what they need as nadte¢hiey blindly adopt what they can
find.

In addition, there were some ill-pracsida the teaching performance mainly
because of the need of more chances of teachingt Wés also noticed, during some
sessions, is that the trainees did not deal withestactors in the appropriate way: not
few of them who did not well manage the time avaddafor the lecture (either could
not finish the lesson or could not give ample tifoe more important elements).
Furthermore, the ill-preparation of lectures appdasbviously in half of the number
of sessions. It should be stated, here again, thetEFL trainees need more time

allocated to teaching practice to develop profesdiexperience.
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3. 3 Analysis of the Students’ Questionnaires

The general aim behind this questionn#rdo collect data to answer the
research questions (If EFL students do receivewstedPS training, and what are their
needs), and set out to test the proposed hypotk8seghe questionnaire administered
to the students in Appendix C). The choice of thesgionnaire as the second research
instrument was based on the fact that it is arosmective data collection tool; it
focuses on the population’s insider perspectivas ihwhy it is thought to be an ideal
complement to classroom observation (tfierdsearch instrument) which provided
data from an outsider angle. In other word$, year EFL students also have the
aptitude and the ‘right’ to show their own ideaatbwhat are their needs in PS

training.

As stated before, the population conagrwith this research instrument i&' 4
year EFL students. In the academic year 2010-20%re were 158 EFL students
subscribed at the University of Tlemcen. The regdearhad the intention to work with
the whole population; however, there were somerateseduring the administration of

the questionnaire, which enabled him to gatherdr@vers out of the total number.

The administration of the questionnai@svnade till the first week of May, to
enable the students to cover the new subjectsckelat EFL teaching such as TEFL
and educational psychology... before testing the kedge they accumulated.
Knowing that 4' year students are divided into four groups, tiseaecher preferred to
administer the questionnaires to each group seggraiuring one of their classes, and
to take the answers immediately to assure thaivti@e number would give back the
guestionnaire. Therefore, the researcher took #renigsion of a teacher for each
group to administer the questionnaire, either atidginning or the end of the session.

Filling the questionnaires took between 15 and Zfutes.
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3. 3. 1 The Results

This space is devoted to set forth theults obtained from the students’
guestionnaires. Since the questionnaire contairfezteht parts and numerous details,
the researcher thought it would be preferable tal eath each rubric of each part

separately, to make the outcome of the questioaméarer and the discussion easier.

Part |

Rubric 1: Fundamental Language Concepts.

After reading the answers concerning this firstriwlof the questionnaire, the
researcher gathered all the results in the taldldSee the following page). The first
remarkable feature is that the highest percentafjfee students’ answers about their
knowledge about the nature of language, functidnegisters in English, the structure
of the English language and patterns of oral anttemrdiscoursevere in the column
‘moderate’; Respectively, 51.85%, 52.77%, 43.51%g 43.51% thought that these

former areas as ‘useful’ in their EFL teaching.

As to ‘the relationship among listening, speakiregding and writing’ (1.3), 37.96%
of the respondents considered their knowledgeisédtea as ‘high’, and 64.81% saw

it as ‘very useful’ in their future career.
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Extent of Knowledge

Usefulness in Teaching

Very low Low Moderate High Very high Not useful <« Useful — Very useful

. AF 00 11 66 26 05 02 07 56 06 37
1.1 The nature of language and basic|
concepts of language systems. RF 00.00 10.18 61.11 24.07 04.62 01.85 06.48 51.85 5505  34.25
1.2 Functions of language AF 02 30 40 31 05 13 07 57 07 24
registers in English. RE 01.85 27.77 37.03 28.70 04.62 12.03 06.48 52.7f 4806  22.22
1.3 The relationships among listeningj, AF 02 06 26 41 33 01 00 27 10 0
speaking, reading and writing. RE | 0185 | 0555  24.07 37.96 30.55 00.92 0.00 2499 5002 64.81
1.4 The structure of the English AF 02 10 45 40 11 04 06 47 12 39
language and conventions of written
and spoken English. RF 01.85 09.25 41.66 37.03 10.18 03.70 05.%5 43.51 1111 36.11
1.5 Patterns of written and oral AF 03 08 48 37 12 04 02 a1 17 38
discourse. RF 02.77 | 07.40 44.44 34.25 11.11 03.70 01.T5 4351 7415  35.18

* AF= Absolute Frequency (out of 108); RF= Relatimequency (%)

Table 3.4: Rkés of Fundamental Language Concepts
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Rubric 2: The Foundation of EFL Education.

Table 3.5 illustrates the results obtaifredn the students’ answers about their

knowledge in the area of EFL education.

As to ‘knowledge about EFL education foundatiotie tstriking result was that the
number of students whose knowledge in this arélmws and ‘moderate’ was equal
(40 students), which represented 37.03% for eaohpyrLikewise, there was not a
great difference between the percentages of timnelents having ‘low’, ‘moderate’,
and ‘high’ knowledge about ‘types of EFL programiné29.62%, 35.18%, and
28.70% respectively).

Concerning research findings related to EFL edanai#3.51% of the students have
‘moderate’ knowledge in, while the following larggeercentage (34.25%) represented
the ones who have ‘low’ knowledge in the area. Theh.40% estimated their

‘knowledge about techniques to urge learners tollisether than L1’ as ‘high’.

As to the second question, the three first areas wensidered, by the majority of the
respondents, between ‘useful’ and ‘very useful',ilsththe last as ‘very useful’
(55.55%).
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Extent of Knowledge

Usefulness in Teaching

Very low Low Moderate High Very high | Not useful — Useful — Very useful
AF
04 40 40 17 07 17 20 35 13 23
2.1 EFL education foundation.
RF 03.70 37.03 37.03 15.74 06.48 15.74 18.51 32.40 0313. 21.29
AF
02 32 38 31 05 10 13 40 13 32
2.2 Types of EFL programmes,
their characteristics, and goals ...
RE 01.85 29.62 35.18 28.70 04.62 09.25 12.03 37.09 0313. 29.62
AE 05 37 47 15 04 12 11 38 23 24
2.3 Research findings related to
EFL education.
RF 04.62 34.25 43.51 13.88 03.70 11.11 10.18 35.1§ 221,  22.22
AF 07 21 29 35 16 11 06 20 11 60
2.4 Techniques urging learners tg
use TL not L1. RF | 06.48 19.44 26.85 32.40 14.81 1018 0565 1851 181G, 55.55

Table 3. 5: Results of the foundatd EFL Education

* AF= Absolute Frequency (out of 108); RF= Relatmequency (%)
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Rubric 3: 'and 29 Language Acquisition Processes.

From one side, the students’ answers talibair knowledge about L1
acquisition process (3.1) were divided betweenetlo@umns ‘low’, ‘moderate’ and
‘high’ by the percentages of 26.85%, 34.25%, an@ 2% respectively. This is while
their answers concerning knowledge about L2 actuisiprocess (3.2) were more
discriminate by 37.03% for ‘moderate’ and 35.18%‘fagh’.

As to 3.3, the interrelatedness of the two processe TEFL, 43.51% of the

respondents have ‘moderate’ knowledge, followed lgroup representing 27.77% of
the respondents who thought their knowledge tddw in the area; nevertheless, this
number was not very far from the one which represkthe respondents considering

their knowledge as ‘high’ in the same area (22.22%)

Concerning the role of the linguistic environme®#], two groups of respondents of

36.11% claimed that they have ‘moderate’ and ‘higilowledge in this subject.

Paradoxically, there was no clear-cut between thdesits’ answers concerning 3.5,
since while 46.29% of them were ‘moderate’, 25.92a¥d 20.37% were respectively

‘low’ and ‘high’.

From the other side, the researcher waake a long stop at the fact that the
respondents did not see much usefulness when Ldisstaon process is mentioned
(either in 3.1 or in 3.3). It is very noticeableath21.29% of them considered
knowledge about L1 acquisition (3.1) as ‘not usefaihd 15.74% as ‘less useful’ in
EFL teaching/learning; also, the respondents seemhddss in the question of the
interrelatedness of the two processes L1 and LZdoxically, two groups of 15.74%
thought that the usefulness of this issue is eithet useful’ or ‘very useful’, and
while 36.11% considered it as ‘useful’, there was a very considerable difference

between the two remaining counterparts.
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Needs Analysis

Extent of Knowledge

Usefulness in Teaching

Very low Low Moderate High Very high | Not useful — Useful — Very useful
3.1 Theory related to L1 AF 09 29 37 26 07 23 17 50 10 08
development. RF 08.33 26.85 34.25 24.07 06.48 21.29 15.74 46.20 2504, 07.40
AF 01 15 40 38 14 05 10 41 17 35
3.2 Theory related to L2
development. RF 0.92 13.88 37.03 35.18 12.96 04.62 09.25 37.956 4157 32.40
3.3 Interrelatedness of L1 and LR AF 03 30 47 24 04 17 15 39 20 17
processes. RF 02.77 27.77 4351 22.22 03.70 15.74 13.88 36.11 5114, 15.74
L AF 03 13 39 39 14 09 09 34 16 40
3.4 The role of the linguistic
environment in L2 acquisition. "5 02.77 12.03 36.11 36.11 12.96 08.33 08.83 31.48 814, 37.03
— _ AF 03 28 50 22 05 09 11 43 10 35
3.5 Difficulties in learning
English. RF 02.77 25.92 46.29 20.37 04.62 08.33 10.18 39.81 2509  32.40

Table 3. 6: Results of'land 2 Language Acquisition

* AF= Absolute Frequency (out of 108); RF= Relatime2quency (%)
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Rubric 4: EFL Methodology.

Next to the fact that 42.59% of the ansnabout the extent of knowing EFL
instruction planning (4.1) were ‘moderate’, theraswot a great gap between the ones
with the answer ‘low’ and the others answering Higince the former represented
24.99% of the total answers; the latter, 23.14%.

As to techniques and methods in TEFL (4.2), theonitgj of the answers were limited

between ‘moderate’ and ‘very high’.

Then, it could not be denied that the majority lbé trespondents had ‘moderate’
knowledge about strategies to foster communicatovapetence among EFL learners
(4.3); however, there were other numbers that coatdbe neglected as well: 23.14%
answered ‘low’, and 26.85% claimed that their krexfgle in the area is ‘high’. In this

way, the results were balanced to a high extent.

As to the use of technology in EFL instruction, wistracted the researcher’s
attention was the remark that there were just eéight differences between the five
groups of answers, though the answer ‘high’ washigbest with 28.70%. Likewise,

these results made the decision very difficult drethier the target population really

covered the area in question or not.

Concerning strategies for classroom managementlyrieslf of the answers (48.14%)
poured in the column ‘moderate’, while the follogimargest percentage (27.77%)
represented the ones who thought that they ‘highigi'ster classroom management

strategies.

Again, in the question devoted to the issue of oettransfer, it was not so easy to
categorize the students in a precise position tdsvireir awareness of the problem of
methods transfer, since 36.11% of them claimed tthgit awareness of the issue is
‘moderate’, while 25.92% did not denied that theyd ‘low’ knowledge in this area;
and with a slight difference, 26.85% estimatedrtkeowledge as ‘high’.
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Finally, answers for question (b) wersieato be classified since the majority
of the respondents considered the six areas inm&ithodology as ‘useful’ or ‘very
useful’, with less considerable percentages ofaedents who thought the reverse.

See table 3.7 for more detalls.
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Needs Analysis

Extent of Knowledge

Usefulness in Teaching

Very low Low Moderate High Very high Not useful > Useful PN Very useful

4.1 Factors and procedures AF 03 21 46 25 07 07 10 44 21 26
in planning EFL instruction. RF | 0277 | 2499| 4259 23.14 06.48 06.48 09.p5 4074 4419,  24.07
4.2 Methods and techniques for EALAF 03 11 39 35 20 04 09 28 12 55
Instruction. RE | 0277 | 1018] 3611 32.40 18.51 03.70 08.83 2588 1111l 50.92
4.3 Strategies fostering AF 01 25 43 29 10 04 13 42 10 39
communicative competence. RF 0.92 23.14 39.81 26.85 09.25 03.70 12.03 38.8 509 36.11
4.4 The use of technology in EFL AF 13 22 23 31 14 11 15 25 14 43
teaching. RF 12.03 20.37 21.29 28.70 12.96 10.18 13.88 23.1 9612 39.81
4.5 Strategies for classroom AF 02 17 52 30 07 06 09 32 22 39
management. RF 01.85 15.74 48.14 27.77 06.48 05.55 08.83 09.6 3720 36.11

AF 06 28 39 29 06 07 15 51 14 21
4.6 The issue of method transfer.

RF 05.55 25.92 36.11 26.85 05.55 06.48 13.88 47.2 9612 19.44

Table 3. TResults of EFL methodology

* AF= Absolute Frequency (out of 108); RF= Relatfequency (%)
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Rubric 5: Factors Affecting EFL Students’ Learning.

Extent of Knowledge Usefulness in Teaching

very Low | Moderate| High Vgry Not > Useful > very

low high useful useful
5.1 Factors that may AF 00 15 37 40 16 11 09 42 14 39
affect students
learnin RF| 0.00 | 13.88 34.25 37.08 1481 10.18 08|33 38/88 612.29.62

g.

52 The nature of AF | 02 27 36 33 10 04 10 48 14 37
students’ variation
in the EFL RF| 01.85| 24.99 33.33 30.5p 09.2% 03.70 09|25 44|44 9612.29.62
classroom.

Table 3. 8: Results of Students’ Learning Factors

* AF= Absolute Frequency (out of 108); RF= Relatimequency (%)

As shown in table 3.8, more than 37%hefriespondents answered that they are
‘highly’ aware of the factors which may affect EBtudents learning (5.1); however,

exactly 34.24% recognised that their understandirtge issue is still ‘moderate’.

Concerning the question about the nature of stgteatiation in the EFL classroom,
the answers were nearly equally divided betweemw’ ‘1¢24.99%), ‘moderate’
(33.33%), and *high’ (30.55%).
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Rubric 6: Assessment Procedures.

As to the questions related to assessmemedures, the answers were in the
same interval with small differences in percentages the question 6.1, which deals
test design and interpretation, nearly half of admswers (47.22%) were ‘moderate’,
followed by a percentage of 29.62% of answersow’] In the same way, students
who did not denied that their knowledge about ‘t/pd assessment used in EFL
classroom’ was ‘moderate’ and ‘low’ representegeesively 44.44% and 29.62% of
the total number. The same remark was made in tnestign that concerns
standardized common tests, in which the choice aramig’ covered 37.96% of the

answers, and ‘low’ represented 31.48%.

Asked about the usefulness of knowing anderstanding assessments, very
few of the respondents denied it; while, more tthaee quarters of the answers ranged

between ‘useful’ and ‘very useful’. Table 3.9 illtetes all these facts:
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Extent of Knowledge

Usefulness in Teaching

Very low | Low Moderate High Very high Not useful > Useful <~ Very useful
AF 02 32 51 20 03 12 09 48 18 21
6.1 Test design, development
And interpretation. RF 01.85 29.62 47.22 18.51 02.77 11.11 08.83 44.44  66186. 19.44
AF 05 32 48 19 04 06 10 42 28 22
6.2 Types of assessment used i
EFL classroom. RF 04.62 29.62 44.44 17.59 03.70 05.55 09.25 38.88 9225, 20.37
AF 06 34 41 22 05 06 11 49 20 22
6.3 Standardised common tests )
RE 05.55 31.48 37.96 20.37 04.62 05.55 10.18 45.37 5118. 20.37

Table 3Results of Assessment Procedures

* AF= Absolute Frequency (out of 108); RF= Relatime2quency (%)
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Part I |

Questions of the second part of the questionnaieeewoncerned with the
teaching practice sessions organized at the depattriihe results were summarized

in the following:
1. Attendance in the Teaching Practice Sessions
As stated before, the researcher coytcgeh 108 respondents through the
guestionnaire. As an answer to the question ohdtece, 36 respondents out of

108 claimed that they attend the teaching pracdessions; a number which

represents 33.33 % of the total number of respasden
2. Frequency of Attendance
Among the 36 students who take part & tdaching practice sessions, 20

respondents answered that they ‘always’ attendséssions, while the remaining

16 respondents’ answers were in the column ‘sonestim

Frequency of Attendance
AF* RF*

Always 20 55.55
Sometimes 16 44.44
Rarely 00 00.00

Table 3. 10: Frequency of Attendance in TeachirgcBere Sessions.

* AF= Absolute Frequency (out of 36); RF= Relatiseequency (%)
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3. Frequency of Topics Practice in Teaching

The first attracting result was that 19 out of 8&irtees respond that they
‘sometimes’ practice guided classroom observatwhich is contradictory with
what was observed by the researcher from the begjrof the sessions. Actually,
the trainees used to observe their peers’ perfocedmwever, they never observe
a qualified teacher practising his profession as$ patheir teaching programme.
This can be explained by possible misunderstandirtge question; nevertheless,
12 respondents did not deny that they never pegiided classroom observation.
In addition, the majority of the trainees’ answelput the practice of EFL skills
training, self-evaluation and EFL teaching methodgl were between ‘never’ and
‘sometimes’. Conversely, the highest percentageth@fanswers to the questions
that concern trainer’s evaluation and lesson plamgraded between ‘sometimes’

and ‘always’.
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Frequency of Practice
Never > Sometimes > Always
1. Guided Classroom 12 03 19 00 02
. AF

Observation.
RF (33.33%) (08.33%) (52.77%) (00.00%) (05.55%)
AF 09 07 14 04 02

2. EFL Skills Training.
RF (25.00%) (19.44%) (38.88%) (11.11%) (05.55%)
AF 07 07 10 05 07

3. Teaching Freely.
RF (19.44%) (19.44%) (27.77%) (13.88%) (19.44%)
AF 03 02 14 10 07

4. Trainer’s Evaluatio
RF (08.33%) (05.55%) (38.88%) (27.77%) (19.44%)
AF 14 05 12 04 01

5. Self-evaluation.
RF (38.33%) (13.88%) (33.33%) (11.11%) (03.60%)

08 08 15 04 01

6. EFL methodology i AF

Teaching. RF (22.22%) (22.22%) (41.66%) (11.11%)| (03.60%)
AF 00 05 13 08 10

7. Lesson Planning.
RF (00.00%) (13.88%) (36.11%) (22.22%) (36.00%)

3. 11 Frequency of Topics Practice in Teaching

* AF= Absolute Frequency (out of 36); RF= Relatimequency (%)
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As to the last question in which resporidenvere given a free space to add
anything they thought they need or wished to seagduheir years at the department
of English, it resulted in a number of needs aesalvlevels, which were categorized

as follows:

a. Linguistic CompetenceéSome of the students wished if they worked mor¢hen
four skills, not least the oral/aural.

b. Communicative Competencevlany of the respondents agreed that their
knowledge is passively accumulated without findamgy environment where to
practise their English.

c. Theoretical Side in EFL Teachings considerable number of students claimed
that what they have seen in TEFL and Psycho-pedag@s not sufficient in
terms of volume; consequently, they wished if theere more sessions in these
two important modules.

d. Practical Side:Nearly all the students signalled their sharp Heednore teaching
practice before being put in real situations. Tlsepposed some activities and
practices such as:

» The organization of guided classroom observatibleast in videos.

* New organization of the teaching practice sessionsise, by increasing the
number of trainers and sessions and making thedatee obligatory for all.

* Providing opportunities for trainees to make teaglpractice sessions outside the
department (in middle and secondary schools).

e. Psychological SideNot few were the students (trainees) who did restydthat
they needed to be helped to overcome their psygiuab constraints when
teaching like shyness, stage-fright ...

f. Extensive ReadingShis remark, or rather piece of advice, was adectss the
students themselves who are asked to develop a tagure in ELT, at least to

overcome specific individual lacks.
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3. 3. 2Discussion of the Results

It is true that the classroom observation (th& résearch tool) and the
guestionnaire were meant to measure the same ka8 Training), and contained
nearly the same elements; nevertheless, the goeatre went into details which
many of them could not be observed in the classrolbns to this end that the
students’ questionnaire revealed many other fatisutathe PS training in the

department; and furthermore, it provided the opputy to quantify the results.

The first of these is that the percentafjstudents who do not well knothe
structure of the English languaggrammar, pronunciation, spelling...) was not as
important as its counterpart in classroom obsesaain other words, according to the
students themselves, problems in the linguistie sade less serious. This cloudy
situation can only be returned to a psychologi@dkiground: knowing the language
does not always mean that the trainee would wafisier this knowledge in teaching
practice, mainly because it was the first time thattrainees present a lecture in front
of a class. However, this does not mean that tiwere no problems at all in this side,
since the numbers obtained from the students tHeessshowed that the level in this

side is almost moderate.

As to theory abouhe foundation of EFL Educatipmvhich was not so easy to
touch among trainees in one session for each,uhwers translated the fact that this
culture is almost strange to the EFL students ufogrs. This systematically means

that this facet is totally neglected in the curréBttraining programme.
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Then, there is no problem if the majonfythe respondents claimed that their
knowledge abouthe importance of L1 acquisition process in L2 ardevelopmenis
low or moderate; the problem lies in the fact that students do think this issue is not
useful in EFL teaching/learning. This implies théft year EFL students lack
knowledge about, or rather ignore, the fact thalt E¢arners’ L1 may interfere, and
may often negatively affect the development of fects that seemed also neglected in

the PS programme in use.

ConcerningeFL teaching methodologyhere again appears the problem of
theory vs. practice: in the questionnaire, a carsidle number of students showed
that they cover a lot of areas related to the sibjef EFL teaching methodology
(definitions, concepts, strategies...); but, durihg sessions of teaching practice the
researcher could hardly notice this knowledge. Asws) in the results of the
classroom observation, the majority of sessionsevedraracterized by ill classroom
management, lack of communication and interactietwben the trainee and the
audience, and especially no obvious EFL approadmeihod was adopted, while in
the questionnaires the students claimed that tloeered these issues to a certain

extent. Likewise, it can be said that the issuBif methodology isle factopractical.

The same difference is recorded in thaulte of the fifth variable under
investigation Factors affecting EFL students’ learningWhat was thought by the
respondents’ beliefs and what was on the stage wasdly different. Students
accumulated some ideas about factors among EFlerssidvhich may affect their
learning, yet this knowledge was not really actedi during their performance of
teaching, especially the awareness about studefisations in personality and

learning styles...
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Nevertheless, the results of the questior in what concernassessment
proceduresgo hand in hand with what was observed duringté@ehing practice
sessions: the majority of EFL students theoreficadhore many questions about
evaluation (how and why to make assessment ? hdeato from assessment? ...),
which was clearly seen through the activities magethe trainees during their
performances. Here again, it should be said thaknmportance could be given to

these crucial skills in the EFL teaching profession

The main problem which floated on thefate was the lack of teaching
practice. This situation was translated to numbetke results of Part II: two thirds of
EFL students did not participate in the teachingcpce programme held at the level
of the department, while nearly half of the tramdee. the remaining third) did not
attend the sessions regularly. This situation i, @s mentioned before, to the fact that
attendance in teaching practice is not compulgbtie students develop an ‘extended
essay’ instead. However, we are not to forget thagjlgeria, new EFL teachers may
be recruited without taking into account if they deaa training programme or a
‘memoire’ in their university studies. Consequentiyany novice teachers find

themselves in front of pupils without any previqueparation.

As to the topics and activities adoptedrdy teaching practice, it seemed that it
was aimed just to give an opportunity to the futig@chers to live the experience of
being in front of a class, which is very importahtearly stages. However, what about
guided classroom observation, EFL methodology, @aay other activities that are
considered by specialists as cornerstones in EFlrd8ng (See section 1.5.2.4)? The
researcher wonders why these topics are negleantedyhat are really the goals of the

teaching practice programme in use?
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3. 4 Analysis of the Inspectors’ Interviews

While 4 year EFL students are apt to give an opinion aimit own needs in
the PS training, they are not necessarily the pelyple to know about their needs. As
a cross-validating exercise, the researcher toekdhbte of asking another population,
which is highly concerned with the issue of EFL cte&xrs’ development; this
population is EFL inspectors who were approachedutih a semi-structured
interview (See the interview schedule in sectioB.23). Collecting a number of
opinions from such academicians seemed very usefohving an idea about EFL
novice teachers’ problems, regarding their expegewith this portion of teachers.
Therefore, the general objective of EFL inspectangerview is to arrive to an idea
which may cover what is missing in university TEPIS training, which is the issue

raised in the second research question.

It is of paramount importance to remihdttthere are four EFL inspectors at the
level of the Wilaya of Tlemcen (one for secondachaol teachers, and the rest for
middle school). Inspectors’ interviews were recard®y means of a mini-cassette
Dictaphone and then orthographically transcribetipéving Wray and Bloomer model

(2006) of audio data transcription (See Appendix D)

3. 4. 1 Reliability of the Instrument

After inducing the results from the tapeeorded-and-then-orthographically-
transcribed interviews, theintra-rater reliability was evaluated by the researcher re-
rating of the interviews after a period of time éoweek) had elapsed from the first
classification of the results, for the sake of canmg the degree of analogy between

the first and the second analyses. High agreemest obtained, with just some
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remarks that were taken into consideration, argldbuld be taken as an indication of

the reliability of the interviews analyses.

3. 4. 2 Discussion of the Results

The interviewing of EFL inspectors wasad to see the issue in question by a
specialized eye, which would help to cross-check& thsults of the classroom
observation and students’ questionnaire. Nearlthallinterviewees agree on a number
of problems that face novice EFL teachers, witHighs difference concerning the

importance of the problem.

First, as to the question about the maisl at the level of the structure and
conventions of the English language, all of the Efdpectors agreed on the fact that
newly-recruited teachers are still ‘suffering’ fraims side. Two of them agreed that
pronunciation comes as the first hurdle in frontnolice teachers; grammar comes
after, then stress and intonation to less extenbtlier informant added that novice
EFL teachers have a better grasp of written acaddiglish rather than spoken
English. He claimed that their conversational Esiglis low. However, the fourth
interviewee claimed that this issue is not daéy to lack of knowledge of these areas,

but rather to lack of practice.

When asked about the novice EFL teachHerswledge about the foundation of
EFL education and types of EFL programmes, thrabe@EFL inspectors believe that
the problem is not only in knowledge, but how t@ tikis knowledge. One of them
called it a superficial knowledge: that they maypknmany concepts, but they fail to
see the relevance of this mere theory in teachagadoxically, the last interviewee

thought that there is no use of this knowledgehih Eeaching.
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In what concerns the understanding ofpfeezesses of L1 and L2 acquisition,
their interrelatedness, and their uses in EFL tegchhe first interviewed inspector
saw the issue more complex than that. He claimatle should be aware that the
linguistic situation in Algeria obliges us to taketo account L1 (Arabic), FL1
(French), and FL2 (English). Consequently, this mlagd not only to Arabic
interference in the teaching/learning of the TLgksh), but also to the interference of
French which may result in negative transfer (tho&mglish and French have many
cognate forms in common). The others claimed sinthpt novice EFL teachers
cannot differentiate between L1 and L2 acquisitiomghich always leads to
pedagogical translation: that is the teaching aflish in the same fashion Arabic is

taught.

The first remark made by one of the witavees, when asked about novice
teachers’ knowledge of the EFL methodology, is #sr@EFL teacher is practitioner
not a theorist. They all shared the same opini@t tiewly-recruited teachers may
have a sound theoretical knowledge about the diftesubjects of EFL methods;
however, this was acquired just by rote learningdss exams, not to be practised in
classrooms. One of them added that he had no ditildt EFL students have never

met a situation where to put theory in practice.

Different opinions, about the novice Efelachers’ awareness of the factors that
they may affect EFL students’ learning, were exgeddy the interviewees: one of the
inspectors said that he found them completely iosthis field, which made him
believe that the psycho-pedagogical side in EFlchem/learning is completely
neglected at the level of university; the otheq@hens were similar, since all of them
recognized that novice teachers have some bitswoivledge about affective factors,
differences among learners in the level of achiex@m. but they cannot materialize
this knowledge in class; they may know what a legyrstyle is, but not how to

address it.
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According to all the interviewed EFL imgpors, assessment procedures and
instruments is really a dilemma for all novice teas. First, they do not know how to
design a test: they either follow textbooks slaljisbr take their peers’ ready-made
evaluations. In other words, they claimed that ESkidents were not trained to adapt
assessment instruments with their local situateons needs, and for special levels and
goals, and this leads systematically to blind adoptThen, they added that novice
teachers do not know the rationale behind makingssessment in an EFL class, its
uses, goals and interpretation that could be madefat: they do evaluations just for
the sake of giving marks. One of the EFL inspectatded that novice teachers are
capable of assessing linguistic mastery (gramn@aalbulary ...); while, they are not

apt to evaluate language skills such as readingn\aitidg ...

These are the results that were categifiom the EFL inspectors’ interviews.
Common remarks were gathered about each area iBERhePS training. What was
agreed on, by all the interviewees, is the ‘lackpadctice’. To say that future EFL
teachers are still having linguistic problems, aftaur years of studies in university,
implies that there is something really abnormalwideer, we have to remember that
EFL students have nearly no extensive linguisticirenment where to practise the
language they learn, namely as the status of tigigenanguage in our country as an
FL2. In addition to this, almost all the exams Estudents sit for are non-verbal. In
other terms, all the knowledge these students exqabout the structure and
conventions of English is just a process of infaroraaccumulation; and it is till they
face their pupils that they bring what they accuated out of the vacuum, and then the

problems occur.

Then, we noticed that all the interviewiedpectors did not deny that EFL
students cover, to a certain extent, the areas-bffgundations and programmes, EFL
methods and L1 and L2 acquisition processes, theagtetimes not enough, still they

cannot transfer all this knowledge in their teaghifihe problem lies in the system of
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teaching and assessment experienced by EFL stu@entse level of university: they
found themselves learning by heart several defimtiand concepts, not to see their
practical relevance in EFL teaching, but simplyreeexport their knowledge to their
teachers in written exams. Strictly speaking, Efldents maknow but they lack the

know-how

Awareness about the factors that may influence E@ltners and knowledge about
assessment procedures seem to be the last thingdktabout in the current EFL
formation. Even theoretically, EFL students needanknowledge about these two
important issues in EFL teaching/learning. It seémas these two areas are considered
as advanced stages in EFL teaching that could diethduring or after a period of

teaching: this is the only evidence to explain whgse crucial points are neglected.

3.5 Discussion of the Main Results

In the beginning of this research, it vsaggested as a first hypothesis that the
EFL PS training programme in use at the UniverstyTlemcen is not entirely
adequate, since it depends mainly on EFL teacliegry embodied in the modules of
TEFL and Psycho-pedagogy. After analysing the datidected through the three
research instruments, the present research revd@eédhis programme lacks many
facets of EFL PS training, not least a compulseaching practice programme. It is to
this end that the current PS training cannot bd satally adequate: a fact which

confirms the first hypothesis put forward by theearcher.

In the second hypothesis, the researshggested that EFL students need a PS
programme that provides them with training on EElaching methodology, EFL
teaching skills, assessment, educational psychaogylanguage acquisition theories.
After the procedures of data collection and analythe findings of this research

revealed that this hypothesis is true to a higher@xtThe topics and the activities
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suggested in this hypothesis were proved to beairiuc EFL PS training. However,
this does not forbid the emergence of other resutich represent other areas to be
introduced in the students’ PS training, or thednee foster some already existing

areas.

First, it cannot be denied that the current PSiimgi programme provides the students
with some courses in EFL methodology and educatipsygchology (in the modules
of TEFL and psycho-pedagogy); however, the studee#s with these subjects ‘only’
theoretically. They have no occasion where to ntleist abstract knowledge in real
situations. The research shows also that EFL stadeannot benefit from these
courses without seeing their relevance in EFL ctasss. In other words, EFL
methodology and educational psychology were presely the researcher to be
useful courses in EFL PS training, but the reseadtis that it is of paramount

importance that these two areas need also to red¥rom a practical side as well.

Also, it is true that the researcher pointed to ithportance of teaching L1 and L2
acquisition theories to EFL future teachers, in terond hypothesis; but he
discovered after categorizing the research reshds there are other factors to be
taken into account. The first of these is that stusl need to see, in real situations, how
their L1 (Arabic, that they share with pupils) cafluence the teaching of English
(FL2). Future teachers should cover this highly amignt knowledge to avoid any
negative influence of Arabic on EFL teaching andpkay any possible positive
interference in facilitating English teaching. ldd#ion to this, the research unveils
another fact, which is dependent to the Algeriamext, and which also influences the
teaching of English. The Algerian linguistic coritéx characterized by the existence
of the French language (FL1), which is taught irgeklan schools before English.
French is known among linguists to have plentyirguistic similarities (also known
as linguistic affinities, or cognate forms) with dghish, with also many linguistic
“false-friends”. However, these facts, which arghy influencing in TEFL, seem to
be totally neglected meanwhile. Therefore, theentriPS training programme lacks

the introduction of the importance of the Frenahglaage as a crucial subject in EFL
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teaching, and also it needs to foster the teachfngl acquisition theories and its

influence in TEFL.

As to assessment in TEFL, the results obtained ayod hn hand with what was

mentioned in the hypothesis. This area is almosingd among EFL students save for
some few accumulated theoretical definitions. 8yispeaking, the research provides
evidence that teaching techniques of assessmenéwaidation to future teachers is
very important and should have its share in thepR#ramme in use, as it was

suggested by the researcher in the beginning.

Likewise, the study reveals the absence of a casopylteaching practice programme,
which implies the absence of any space for studentse trained on EFL teaching
skills: an activity that was pointed to its weightPS training, in the second hypothesis

as well.

However, there was a striking new result that apggbafter the analysis of the data
collected is that newly recruited teachers aré ifitirained at the linguistic level. In
addition to what was introduced in the second hypsis, this research also revealed
that the linguistic level need to be more fostenedthe EFL students’ training,
especially the phonological level since the thresearch tools overlapped in the

students’ weakness in conversational English ingaommon with their written English.

In a nutshell, one can say that the EFFLtRiining held at the level of the
University of Tlemcen is to be enriched from twales, depending on the area in
guestion: theory and/or practice. As it is mentdbadove, the current study reveals a
number of theoretical areas which are totally netgld, and therefore, that should be
introduced in the current PS programme to be atléliel of EFL future teachers’
needs and expectations to be professionally ged/iind others that are dealt with but
need to be more fostered either in theoretical sgEsior in practice. This latter fact
makes clear the importance of teaching practicehéntransfer of student-teachers’
knowledge and the practice of many activities akitlssthat qualify them for EFL

teaching profession.
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3. 6 Conclusion

The current study was developed as dtresthe doubts about the adequacy of
the EFL PS training at the University of Tlemcerhather this programme enables

EFL students to meet their needs to be qualifiedHe teaching profession.

Bearing these questions and the suggdstpdtheses in mind, the researcher
tried to compare between the results of the threstruments, and to limit the
overlapping of these results to decide exactly vidatissing in the PS programme in
use. The researcher arrived to a general idea &felustudents’ PS needs: a number

of results that validated to a high extent the aesd®er’'s hypotheses:

m EFL students still have problems in the languaggfifgrammar, pronunciation, and
to less extent spelling). Also, it is of paramoimportance to state that these students
need linguistic environments where to practise rthenglish, because they have

problems mainly irspokenEnglish rather thawritten English.

m EFL students, in the University of Tlemcen, facemes problems in many areas
that seemed to be neglected in the courses (théwaystudents received during their
studies. First of all, the students showed a tigiabrance of the psycho-pedagogical
side in EFL teaching such as: learners’ variatiolegrning styles, classroom
interaction... Also, they thought assessment a meuméne which takes place after
teaching a number of courses. They have nevershsduthe issues of test design, use,

and how to interpret results that could be veryulde enhance one’s teaching.

m When asked about second-language acquisition th#wrymajority of the students
agree that they have met this useful subject duheg studies. However, they totally
dismissed first-language acquisition process amdidered it as not useful in teaching

a foreign language. This critical situation is aarl evidence that EFL students lack a
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lot of work in the area of the influence and inéeeince of L1 (Arabic) and FL2

(French) in teaching English.

m In addition, this research unveils that the teagtpractice programme needs to be
fostered by many activities. Students need, fitst, follow guided classroom

observation of practising EFL teachers either imid outside the department. Next to
this, the students are to be trained on separaltet&dehing skills in early stages of
training; then, they need to practise EFL methodeaching. Also, the students lack

more practice training in classroom planning, temel classroom management.
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4.1 Introduction

In this study, using a multi-method neadalysis approach, the researcher tried
to examine the adequacy of the EFL PS training naroghe, held at the University of

Tlemcen, to the students’ needs to be qualifiedHeir future profession.

The results of the investigation indicated the feti&EFL teachers’ need for more
training on the language itself (especially thekgpomode), lesson design, assessment
procedures, EFL methodology, and more awarenesat ahe psycho-pedagogical
factors in EFL teaching... In addition to this, yfheeed more chances in teaching
practice to be trained how to transfer all thesasirand to see their relevance in real

circumstances.

The following chapter will deal with whigie current PS training programme, in
use at the University of Tlemcen, needs to foregdon order to maximize future EFL
teachers’ professional quality. However, thesemenendations are to be made also in
accordance with previous researches and literamateglirectly on the results obtained

in the current study.
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4.2 Principles for Change in Teacher Education Pragammes

The results of the current study gavéeardmage about what EFL students, at
the University of Tlemcen, need in order to atgaiofessional quality in TEFL. These
needs where classified into two categories: needsrims of theory related to EFL
teaching and needs in terms of practice. As tostbdents’ needs in terms of theory,
the results of the present research were analogows high extent to what was
introduced, in the review of literature, to be dalldkknowledge in the preparation of
future EFL teachers. Needless to recall that thdr&8ing programme in use at the
University of Tlemcen need first to foster the taag of the language itself
(pronunciation, grammar...) and to help the stuglémffind linguistic environments to
practise what they learn. Also, what was touchetthe@tend of this research is that the
students need a great work at the level of edutatiosychology and TEFL, since the
results showed that these students could acqustelijtie knowledge in these two
important subjects in the form of abstract defornis and concepts, while ignoring lot
of other crucial areas. In addition to this, firstad second- language acquisition
theories seemed to be neglected among these studesitwell as assessment

techniques which are totally dismissed in the curRS training programme.

Generally speaking, the results of this research foa the adoption of a PS
programme which, on one hand, assures a good difidiesu preparation in the
English language in all its levels and which preadample space for language use
(linguistic environments); on the other hand, ieg a share for all knowledge areas
that are considered among specialists as musttcamslin the ‘building’ of competent
EFL teachers: EFL teaching methodology, educatiopsychology, assessment

techniques and L1 and L2 acquisition theoriesee(®e review of literature)
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However, the researcher arrived to amothet that even assuring all these
issues in a PS training programme will not be abvaufficient, since there are
frequently new emerging demands and needs amoingésa The last question in the
guestionnaire, which provided an open space forrédspondents to mention any
individual need or problem, was the source of aolotinexpected data (See section
3.3.2). It revealed the fact that each individualdent has his own needs and
problems. It is worth recapitulating what the studesummoned for to be more

fostered:

m Linguistic competence

m Communicative competence

m Theoretical side in EFL teaching methodology
m Practical side in EFL teaching methodology

m Psychological side

m Extensive readings

Every subject in the questionnaire could deternhiiseown area of weakness; and at
many times, these areas create no problem amoeg #iers. This fact implies that a
well designed PS training programme is not to lallypbased on prescribed courses
and activities; yet, it is to let a margin to death any possible emerging individual

needs. Likewise, it could be said that the focuthefPS EFL training programme is to
be made on the student/trainee rather than thé&colum. In other words, the trainers

are not to follow a PS EFL training programme shiy, but they have also to take
into account each student current needs. All tHasts related to the design of an
effective PS EFL training programme are summariredhe following principles,

according to Korthageet al. (2006).
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As a result of their study on the cenpahciples that can shape PS training
programmes to be responsive to nowadays EFL stidaohers’ needs and
expectations, Korthagemt al (2006) construct seven interrelated fundamental

principles for change in teacher education prograsand practices.

Principle 1: Learning about teaching involves conmusly conflicting and competing

demands

First, Korthageret al. (2006) come into a point that all teacher edocagrogrammes
that are based on a “theory-into-practice” approaehinevitably inadequate, since it
Is not always an easy task for EFL trainees tosted@ theory into practice. According
to Korthageret al. (2006), the solution is the shift from the deperaeon prescribed
training activities to adapted programmes on irtiiali needs and demands. In other
words, the design of the PS programme should gd mahand with training; trainees
are to see their actual problems and needs in ttlewing of their training
programme. They (2006: 1025) claim that:

. Teacher preparation needs to focus on how &onldrom
experience and on how to build professional knogéedin so
doing, there is a need to respond to a range ofliciomy and
competing demands.

Principle 2: Learning about teaching requires awief knowledge as a subject to be

created rather than as a created subject

The second principle deals with some misconceptankill-practices in PS training
programmes. Korthagest al (2006: 1027) see that:
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The doctrine that teaching is telling has deeplyuenced both

teachers and teacher educators. The idea thatetsaehe to be
taught the results of research carried out by rekees (who are
not seen as teachers) helps to account for thespiidad sense of
irrelevance of courses in schools of education.

What can be understood from the latter claimsas Korthageret al. (2006) consider

the view of knowledge in PS programmes as a creatdgect as inappropriate;
knowledge should be approached by PS traineessabjact to be created. In other
words, they insist on the role of individual exeeice in attaining professional quality,

without which learning will be mere passive accuatioh of knowledge.

This advocated approach has many advantages @fftfotiveness of EFL PS training
programmes. First, trainees’ reflection on theirfgenance will generate in ‘theory’
that is more related to their own problems and seédso, getting used to this
process, the future EFL teacher will be trainethévidually solve his problems in his

professional career which will always result infelient approach to TEFL.

Principle 3: Learning about teaching requires afslm focus from the curriculum to

the learner

It is obvious that the first two principles recommdethe dependence on the trainees’
experience to well learn about the EFL teachingfgasion. Systematically, this
‘experience-based’ approach requires a shift iugoltom the curriculum of the PS
programme to the trainee himself. Following the agoof Korthageret al. (2006), this
approach will provide the trainees with opportwestito share, and therefore, to
understand the trainer’s thoughts and deeds, tlsgrand purposes in TEFL. They
(2006: 1029) claim that:
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... Student teachers need opportunities to unaetstdat is
involved in planning the teaching, doing the teaghiand
reflecting on the teaching... [linking] all of thego the
relationship between the teaching and the conculeaming.

Principle 4. Learning about teaching is enhanceabtigh (student) teacher research

The fact that each EFL trainee has his own ind&iduruggles and needs obliges the
community of EFL trainees to be more active in whkahcerns their individual
development. Teacher educators are only a sourgaidance and modelling, and it is
the trainee who should shoulder the responsibdityhis own problems mainly by
doing researches on their own teaching and writanmgecdotes”, better than waiting
the trainer to solve all emerging problems. In &ddito this, it is impossible for the
trainer to predict all his students’ needs, or noWw what is struggling in their minds
when teaching. (Korthagest al. 2006: 1030-1031)

Principle 5: Learning about teaching requires anggrasis on those learning to teach

working closely with their peers

What is more pleasant than being able to tell youn story to
people who have as much expertise as you, but \gbacstuggle as
much as you do, and who are trying to help yothanéxpectation
that you will be helping them next time.

Kristel Peters (University of Utrecht)

This is a reflective report of one of the PS stuslevho were subject to the research of
Korthagenet al. (2006: 1033). These claims show the importancepekf-supported
learning” to PS trainees: an approach which enatilestrainees to supervise each

other, and then to write reports about the neesldtieg from their experiences to the
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trainer. This approach is so time-saving and itpkethe trainer to design the
curriculum of PS training with assertion that thrainees’ needs will be met. In
addition to this, supervision skills acquired frépeer- supported” approach will also

help these future teachers to supervise theirdéuaarners in schools.

Principle 6: Learning about teaching requires mewagiul relationships between

schools, universities and student teachers

The only way to make PS EFL training programmesniversities precisely meet

what is expected in the profession in schools isnéke close connections between
university and practice at schools. What is the @immaking PS training programmes
at the tertiary level if they are not to be usefuschools? (Northfield and Gunstone,
(1997, qtd. in Korthageet al, 2006); Wallace, 1991)

Korthageret al (2006: 1035) comment on the latter point:

Despite their naturally different perspectives, engnced
teachers in schools and teacher educators in witresr are
accustomed to coming together to talk about theldgwment
and progress of the teacher candidate who has mivued
university to school in order to gain firsthand expnces of
teaching, but they seldom have this conversatigatteer with
that teacher.

This implies that “close cooperation” in PS EFLirtrag should not dismiss any one of

the following three main perspectives:
a. EFL trainee/student
b. Teacher educator/trainer (in university)

c. EFL (practising) teacher (in school)
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Principle 7: Learning about teaching is enhancedewtthe teaching and learning
approaches advocated in the program are modellethbyteacher educators in their

own practice

Korthagenet al (2006: 1036) warn that:

So long as teacher educators advocate innovatactipes that they
do not model, illustrate, and read as text in theam teacher
education classrooms, teacher education reform euititinue to
elude us.

Successful modelling of EFL teaching, by the teadch@ucators, will furnish the
trainees with evidence of the application and Usefs of what they are learning in
their PS programme. In addition to this, providinginees with models of teaching

will help them to well understand what they enceuin theory.

(This aspect is dealt with in more details in thace devoted to Principle of Pedagogy

in Teacher Education.)
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4.3 Allowing for Teaching Practice in Pre-service Taining

Needless to recall that EFL students’ PS needsdaee to either lack of
theoretical knowledge or lack of practice. Fireg turrent research makes it clear that
many EFL students do not well cover the Englishylege as it is expected from a
study of 4 years at university. However, this cdnm® said to be a result of lack of
theoretical courses only, but it is also due tofdet that students have few chances
where to practise English (either in communicatieations regarding the lack of
linguistic environments where to practise Englidhicli is considered in Algeria as a
second foreign language (FL2), or in teaching #ibna since teaching practice is
neglected in the current PS training programme)aWWas observed during teaching
practice sessions about the trainees’ performamcé&snglish was obvious evidence
that they have almost never stood in front of & aegience while speaking English.
Likewise, the EFL inspectors who were interviewedhis study did not denied that
EFL students may know some definitions and concepisut EFL methodology,
educational psychology, assessment procedurest.thby were all convinced that
these students have never met a real situationhiohwthey can practise what they
have theoretically acquired. The classroom obsenvairocedure reveals the fact that
teaching practice is considered as ‘optional’ ia turrent PS training programme at
the University of Tlemcen. It was realized that naire than a quarter of the students
who chose to attend teaching practice sessionde e others preferred to develop
extended essays. And even the ones who took p#rese sessions had only a single
chance of one hour to present something in frondarofaudience. One chance for a
trainee in a whole academic year lets no roomHent to reflect on their actions and

to correct their ill-practices in future chances.
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Therefore, what is to be summoned fothis adoption of a comprehensive,
intensive and extensive teaching practice programhieh should be compulsory for
all EFL students. This programme should providereEFL teachers with ample time
and maximum chances to see the relevance of thin@y acquired in all what
concerns TEFL, while it furnishes them with ‘modets imitate and to well
understand how to transfer all these activitiesead settings. In addition to this, a well
designed PS training programme is the one whichdémargin’ for the discussion of
emerging individual needs (a programme not totadllgpendent on prescribed
activities). Finally an effective PS training pragime is to be developed in
accordance with future professional environmentghdsels and their local
communities). It should facilitate the traineesifisfrom university to schools, and an
opportunity to discover the nature of real learnecslleague teachers and

administration.

Likewise, talking about the aims of teiaghpractice in the EFL PS programme
adopted in the UK, Brandt (2006) wonders on thesaoh such short (6 hours),
intensive teaching practice, while PS trainees haeaty of things to discover and
practise. She argues that PS teaching practicergmoges should provide the EFL
trainees with ample time to try and apply theorgytlacquired in their classroom
teaching, and therefore, to develop the EFL teachkills they need. She (2006: 362)
adds:

It is suggested that conceptions of learning howetrh need to
move away from a ‘being-toldransferapproach, which is expert-
directed, subordinating, replicating, dependentd arational,
towards an exploratory ‘finding out’ #ransformativeapproach... it
builds on existing knowledge, allows for differdatirning styles,
provides opportunities for problem-solving, encges autonomy,
and is reflective.
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In other words, Brandt recommends a new ELT appraateaching practice which is
based on trainees’ autonomous exploration and @noifsiolving, rather than easy
acceptance of knowledge. Consequently, conceptiohallenge leads to reflection
(questioning rather than accepting knowledge). Wike, EFL trainees will have
teaching practice as a non-risky and non-costlyodppity to make errors: an
experience which enables the trainees to stanti@ndifferent individual needs, and

therefore, to discuss them with their peers anddra

4.3.1 Organization and Management of Teaching Praice

According to Wallace (1991), teaching gbie should be well organized,
controlled and carefully graded. He distinguishesmeen four common terms that
should be well covered by all individuals who havehare in EFL PS training (teacher

educators, trainees, practising teachers...) Tiees® are:

a. Teaching Practice
b. Professional Action
c. School Experience

d. Placement

As stated before, ‘teaching practice’ representoramfuture EFL teachers an
opportunity to improve one’s professional practig@mmetimes in real settings;
however, this occurs always under a teacher edutratoer’ supervision. As to

‘school experience’, as its name denotes, it isféloethat EFL teachers practise their

profession in a real classroom and within a relbset It is a chance given to EFL
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trainees who are on ‘placement’ in a particularosthoutside university, as a stage in

their PS training.

The final assumption that could be driven from \&ed’'s claims is that effective
teaching practice should be varied between uniyerrsiensive training and extensive
training in schools. However, he (1991: 121) irsstbiat teaching practice should be a
“controlled and carefully-staged practical expeceh He recommends three stages in

practical experience:

a. Serial School Experience

Serial school experience is a number of sessiorisamhing practice inside a school
that goes hand in hand with university intensivegpamme. Wallace (1991: 122)

says:

The school experience runs parallel with, and igalig closely

integrated with, college training. Serial schogbesience is usually
organised on a basis of one or two days per weik, perhaps an
occasional half-day. Generally, the first schoopexence in a
course will be arranged in a serial basis.

b. Bloch School Experience

Wallace (1991) claims that trainees, after pasaipgriod of serial school experience,
will be able to spend longer and uninterrupted qusiof training in a school to

facilitate the final integration in the professibeavironment. Nevertheless, this does
not forbid the trainees to have some sessionsiaénsity to discuss their experiences

for reflection.

124




mmm Chapter Four Recommendations for Effective EFL Pre-service Training

C.

Internship

Finally, in advanced stages of PS training prograsyntrainees can spend a longer

period in a school (till one year), but they shoblel still under the supervision of

practising teachers who work in liaison with unsigr. From this latter idea, one can

assume the importance of co-operation between rgilyeand schools in forming

future EFL teachers. In this vein, Wallace (1992)1says:

Liaison between the training institute and the sthe clearly of

crucial importance. Sometimes the relationshipuiely formal and
administrative, and communication is solely withe tischool
principal or the head of the department. This &y wften proved
to be unsatisfactory, since there may be no maghioesnsure that
the training objectives of the college and the sthawincide, or
even that the school sees itself as a partneeitrédming process.

4.3.2 The Move from Training Course to Workplace

Effective teacher training does not always showb#sefits on the trainees directly

after the end of the programme, but one should thait to happen after a period of

professional practice in a real school. This is tlu¢he fact that there are different

cultures between the training place (university)d athe workplace (school).

Commenting on this, Britten (1988: 05) says:

Since in practice, working teachers seldom havekthd of peer
group support found on training courses, trainingusd help to
prepare the teachers, as trainees, to make theirdewisions and
judgments, and to be better equipped to suppomtsbbres.
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Then, it could be said that future EFL teacherstarbe prepared, in parallel with
teaching practice, for their future workplace ansl community (learners, peers,

administration...).

4.4 Principles of Pedagogy in Teacher Education

One of the attracting demands of mangaerdents of the questionnaires, in the
last open question, was a call for more importandee devoted to the psychological
side among students/trainees. These students didemy that they frequently face
many psychological constraints during learning @edforming, and that they have
many problems to be easily integrated in the conitywof their peers and teachers.
Consequently, this implies that an effective P$ning programme is to take into
account all these individual factors among EFL ffatteachers that may inhibit their
learning, and that calls for elevated relationstipsveen teachers and their students
based on mutual respect and trust. These valuE&Thare considered as one of the

noble principles in teacher education, not leastr&8ing.

Not few literature was devoted to thesseies in EFL pedagogy pointing to their
importance and influence in preparing future EF&cteers. For instance, as Brandt
(2006) recommends for a “finding out” and creategproach to teaching practice
rather than a “being-told” approach, Loughran ()9@8ists that teacher education,
not least PS training, should be *“teaching” rathlean “telling” to assure the
effectiveness of the programme. Bearing this indniboughran (1997) suggests a
number of principles that he considers as the baoikbof effective pedagogy in

teacher education.
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4.4.1 Relationships

Loughran (1997: 58-59) claims that “Teaching isetationship. Without building
relationships the purpose of teaching is diminish&dilding relationships with EFL
trainees is the only way for the teacher educataiher to understand and even
discuss their problems and needs. Likewise, theeracan adapt his programme in
accordance to individuals’ and group needs. Lough#097) adds that the main
relationships between the teacher educator/traindrthe students/trainees are: trust

and independence.

a. Trust

Trust in EFL teacher education is to be mutual betwthe teacher educator and the
students. From the teacher’s perspective, they tedme convinced that their work
with the trainees will be the premise upon which lditer will build their professional
identity; and from the students’ perspective, tiegd to be assured that their ideas
and questions will be taken into account, and atetm be considered as personal by
their peers and/or trainer. Pointing to the issueust in PS training, Loughran (1997:
59-60) says:

As a teacher educator | need to be confident tlydearner will see
my pedagogy as a starting point for engaging thdmor students
to be able to genuinely raise issues and conctdrag,must be able
to trust that in so doing their queries will berfaiaddressed.
Without such a trust, there is little incentivetéadie the risk to speak

up.
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b. Independence

The feeling of independence among trainees urges thot to hesitate to take the
possible occasions of participation in the classraxtivities and interaction. If there
IS no independence for trainees in the pedagogyheaf PS programme, there is no
room for these trainees to share their ideas amuagtiits or to make individual choices

in their own training.

To sum up all this, one should say that the dom&iBFL education requires a lot of
noble values from both teachers and learners. Laungfi997: 60) says:

The need to withhold judgment, to be consciousn&®own wait-
time and towant to hearfrom others is a key to building
relationships that enhance a diversity to learmuigomes.

4.4.2 Purpose

Concerning this second principle of teacher edanatLoughran (1997: 61) says:
“They [trainees] need to know and understand whyiqdar pedagogy is employed
and to be able to question their involvement inldaning processfh this quotation,

Loughran aims at the fact that every strategy dr tskught to the EFL future teachers
should be coupled with the teaching of its appmadpriuse in an EFL classroom. In
other words, as trainees need to know the conteiliFh teaching techniques and

skills, they should know their purposes in teaching

Nevertheless, EFL trainees are not to stop atl¢hisl of knowledge, they are not to
forget that reflection on one’s experience is aapttrucial source of knowledge to
develop one’s professional quality.
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4.4.3 Modelling

While dealing with teaching practice and its pugsosn EFL classroom, it is very
useful to provide the trainees with a model forheg@ecactice. In other words, the
teacher educator should be the model of what hehésato his students to enforce
their understanding. The importance of ‘modellingteacher education, according to
Loughran (1997: 62), lies in the fact that:

learning does not occur just by listening, itcars by
reconsidering one’s understanding through deedsugtits and
actions... teaching student-teachers about teadhinggs on a need
for teacher educators to ‘practise what they preach

In addition to this, the trainer can provide modalso in “reflection” and “risk-

taking”.

a. Reflection

It is very crucial that teacher educators refleattbeir own practices and on their
learners’ too. However, to make reflection more dfmmal for the trainees also, it
should be modelled overtly in front of them to utgem to follow such a reflective

approach in their career.

b. Risk-taking

Also trainees should provide a model of risk-takartheir EFL teaching practice, to
explain to the future teachers that classroom iéiesvcan challenge the EFL teacher
“comfort level”, and therefore, he should be trairie take risk to solve the situation

in front of his pupils.
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4.4.4 Creating a Context for Teaching about Teachop

According to Shulman (1986, qgtd. in Loughran, 199@jfective PS training
programme is the one which includes “content kndgé®, “pedagogical content
knowledge”, and “curricular knowledge”. However, ughran (1997) sees it more
beneficial for the trainees to learn about theturfe profession both in a teaching
position and a learning one. To cover EFL teacheuhpniques and skills from these
two perspective respectively enables the traineesse them and to see how they

influence learning. In this vein, Loughran (1993) 6laims that:

This learning through being a teacher and a leam#ren what |
would describe as the context for teaching abcathimg. It is an
important way of helping student-teachers comee®, $eel and
reflect on the complex nature of teaching and egrn
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4.5 Conclusion

The three research instruments followethis needs analysis, concerned with
EFL students’ preparation to be qualified teachergerlapped in a number of
theoretical areas in EFL instruction to be fostemat practical activities to be taken

into account in the PS training programme in ug@atJniversity of Tlemcen.

Taking into consideration all these resuthis last chapter recommends, first,
for fostering the teaching of the English languagéh the provision of linguistic
environments where the students can use the lapgarad) see the relevance of what
they learn. Also, this chapter calls for more intpoce to be given, in the current
programme, to all the areas that were proven terbeial in EFL PS training: EFL
teaching methodology, educational psychology, assest techniques and first- and
second- language acquisition theories, both thieait and in practice. However, the
studies mentioned in this chapter to support a@séhclaims, summoned also to let a
margin to be devoted to trainees/students’ ind@idweeds and demands; this research
unveils the fact that each individual student hasspecific problems in English and/or

in teaching it, that are to be dealt with sepayatel

As to teaching practice in the EFL PSntrg programme in use at the
University of Tlemcen, the most striking fact résg from this investigation is the
absence of a compulsory teaching practice programvhéde the few students who
chose to attend these sessions had only one chahame hour in best cases, to
present a lecture in front of their peers. Suppbhbie the results of several studies, the
researcher recommends for the adoption of an dbhgateaching practice
programme, which twins between training in univigraind experience in schools. The
instances of studies, presented in this chaptery she effectiveness of both training
in universities and the friction with real schodtlElearners and practising teachers, in

developing qualified EFL teachers. This is whystbhapter includes a whole section
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mmm Chapter Four Recommendations for Effective EFL Pre-service Training

devoted to recommendations about how to organimsaehing practice programme
between university and school, taking into accotmd@ arrangement of activities

between early stages and advanced stages of gainin
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mmm GENERAL CONCLUSION

There are many claims in our society thate is a sharp need to competent
EFL teachers to enhance the level of achievememingnpupils. The fact, that PS
programmes are the cornerstone in building probessicompetence among teachers,
not least EFL teachers, raised the researcheesesitto shed light on the students’ PS
preparation at the Department of English at thevehsity of Tlemcen, to see its
success in giving the expected offspring and tdadrnyoint at its shortcomings, if there
are any. The rationale behind this interest isttienapt to make EFL teachers, not least
the ones from the department under investigatisitompetent in teaching this global

language as many of their counterparts in thiselob

The axis questions, around which the whsiudy moves, were about the
adequacy of the PS preparation of EFL studentiseatyniversity of Tlemcen to form
competent future teachers in TEFL, and also abdwtwhey need to achieve the
target professional quality. To limit the track tfe investigation, the researcher
proposed a number of hypotheses to be the targadrdirmation or disconfirmation.
Being an ex-student in the department concernetl wiis study, the researcher
believes that the current PS programme lacks miegrétical elements to be dealt
with in educational psychology, TEFL, and needs timplementation of a well

designed teaching practice programme.

This work began with a theoretical franoekvto guide the reader to explore the
issue of EFL teacher education in general, and Im&®& training. The first chapter
contained the fundamental information that enatileseader to understand what a PS
training programme is, its expected content anguiposes. This review of literature
was followed by a second chapter devoted to thelasgtion of the research

instruments used in collecting data. Bearing indriimat no one of these instruments is
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perfect, the researcher tried each time to jusidgh step he made in data collection
and then in its analysis. The third chapter wagaas to explain the present study and
to expose its results. Trying to answer the re$eaguoestions, the researcher
approached different populations to enrich andskadidate the results. Finally, this
work was concluded by a fourth chapter meant tp@se pedagogical implications
and recommendations for the design of effective B training programmes.
Actually, the researcher could gather many thecakfindings, which go hand in hand
with the results of the current research. This tdrapalls for fostering the teaching of
a number of theoretical areas related to the Bmdgisguage and EFL instruction, and
for well organized teaching practice activities.cAading to the results of the present
study, these topics and activities are very cruaiamproving the current PS training

programme to enhance future EFL teachers’ competenc

Between introspective tools (questioremiand interviews) and retrospective
ones (classroom observation), and between queaétand quantitative methods of
data analysis, the research resulted in many féw$ should be taken into
consideration if there are real wills to enhanceirel EFL teachers’ preparation. The
study revealed the fact that students still needenpoeparation in all linguistic levels
and that they are in a sharp need to linguistiagreninents where to explore the real
use of language. In addition to this, students faemy other problems, to different
extents, in a number of areas which are cruciabne’s PS training, such as EFL
teaching methodology, educational psychology,-fasid second- language acquisition
processes, assessment procedures, lesson desigplaamihg... However, what is
most striking is the absence of an obligatory teaghpractice programme that is
designed to meet what is expected from an EFL tracktside in schools. The
programme actually in use is not more than a siropleortunity given to trainees to
discover the state of being on the stage; yetapisonal, few students take part in it.
These facts, revealed by the results of this stedyfirm to a high extent the two
hypotheses put forward by the researcher: theytabed the PS training programme

in use is not totally adequate to enhance profeakiquality among future EFL
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teachers; and, they go hand in hand with what waggsed, in the second hypothesis,

as crucial areas to foster this programme.

This is what generally the researchettenapt to investigate the EFL PS
training programme at the University of Tlemcenuitsl in. It is axiomatic that a
scientific research is as perfect as its instrusiefibe researcher cannot deny that it
was impossible to control some variables during d@ailection, namely in classroom
observation, which can be considered as limitatiohshe present study. First, the
number of trainees attending teaching practicei@@ssvas so limited in comparison
with the total number of students (36 out of 138)thermore, trainees had only one
chance of performance for each. These facts mase rquestions about the
generalizability of the results obtained from thissearch tool. In addition, the
researcher could not collect information aboutttaéee’s competence in some areas,
especially theoretical ones, which cannot be eashlserved through a retrospective
instrument in one session, such as knowledge abblutteaching methodology and
L1 and L2 acquisition theories... It is to this eth@t this tool was supported by a

guestionnaire which could address introspectionraadl the students.

The results accumulated from this studge many other questions that open the
door for further research. First, questions mayrdised about effective curriculum
design if these results are taken into considaratio other words, how to design a
programme which includes and organizes all the s&ug elements in PS training? In
addition, further research can reveal useful wdysotlaboration between university
and schools, namely in the development of teachiagtice programmes: a fact which
prepares future EFL teachers for what they will atlyameet, as syllabuses and

subjects, in their prospective profession.
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1. Fundamental Language Concepts:

1.1 The nature of language and basic conceptgtitge systems. (e.g. phonology,
morphology, syntax, lexicon)

1.2 Functions of language register in English..(esgcial vs. academic)

1.3 The relationships among listening, speakinaglireg and writing.

1.4 The structure of the English language and cwtnwes of written and spoken
English.

1.5 Patterns of written and oral discourse.

2. The Foundation of EFL Education:

2.1 The historical, theoretical and policy foundas of EFL education.

2.2 Types of EFL programmes, their characteristiosir goals and research findings
on their effectiveness.

2.3 Research findings related to EFL educationuting effective instructional and
management practices in EFL programmes.

2.4 Techniques to urge learners to use the targetigey (English) and to avoid using
their L1 as much as possible.
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3. First- and Second- Language Acquisition Processe

3.1 Theories, concepts and research related telélopment.

3.2 Theories, concepts and research related tellopment.

3.3 The interrelatedness of first- and second-dagg acquisition and ways in which
L1 may affect L2 development.

3.4 The role of linguistic environment and convéosal support in second language
acquisition.

3.5 Common difficulties (e.g. syntax, phonology, ibterference ...) experienced by
EFL students in learning English and strategieof@rcoming these difficulties.

4. EFL Methodology:

4.1 Factors and procedures in planning EFL instogtincluding consideration of
students’ developmental characteristics and indadicheeds.

4.2 A variety of methods and techniques approprfateinstruction in the EFL
classroom.

4.3 Strategies for fostering EFL students’ commative competence.

4.4 The use of technological tools and resourcedatilitate and enhance EFL
instruction.

4.5 Classroom management strategies for a variétyeL environments and
situations.

4.6 Sharp awareness of the methods actually in peaeid their differences from the
ones experienced as learners.
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5. Factors Affecting EFL Students’ Learning:

5.1 Factors that may affect EFL students’ learrahgcademic content, language and
culture (e.g. age, personality, academic backgrosocdio-cultural background, home
environment, attitude, exceptionalities ...)

5.2 The nature of students’ variation in the EFhAssfoom, including variation in
developmental characteristics, cultural and languaackground, academic strengths

and needs, and preferred learning styles (e.g.alistactile, auditory, tactile,
auditory...)

6. Assessment Procedures:

6.1 Basic concepts, issues, and practices relatetbst design, development and
interpretation.

6.2 Types of assessment used in the EFL classmamoghition, production, portfolio,
observation, student self-assessment) and theiacteaistics, uses, and limitations.

6.3 Standardised tests commonly used in EFL progesn
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Classroom Observation: Session 1

I Knowledge:

Jan, 3%, 2011

Subject Mastery Comments
Low | Moderate | High
The structure and Almost accurate usage of grammar, in
basic concepts of addition to good pronunciation.
the English X | The trainer was speaking loudly and
language clearly.
Awareness about The trainer’s teaching was based on
learners’ factors visual aids mainly, without giving
importance to possible other learning
x styles among students.
Interaction with learners was
acceptable.
Assessment Ready-made exercises taken from 3AS
procedures ELT textbook.
X
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a
chance to teach
freely
Evaluation of the The use of the blackboard was not well-
teaching organized.
performa.nce by the The way of using the teaching material
trainer needed more attention.
Self-evaluation X
Practice of the EFL
methodologies in
teaching X
Lessons planning Self-planned lecture and almost well-
prepared performance. However, the
lesson was ready-made.




Classroom Observation: Session 2 Jan, 10", 2011
I Knowledge:
Subject Mastery Comments
Low | Moderate | High
The structure and Remarkable problems in grammar and
basic concepts of pronunciation.
the English X The trainer was speaking so quickly.
language
Awareness about The trainer was shy, especially in the
learners’ factors beginning of the lecture.
X Lack of interaction with students
influence their attention and interest.
Assessment She did not make any kind of
procedures % assessment.
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a
chance to teach
freely X
Evaluation of the The trainer focused on mistakes of
teaching pronunciation and grammar.
performa.nce by the X He insisted also on the importance of
tramer interaction with learners.
Self-evaluation x
Practice of the EFL
methodologies in
teaching X
Lessons planning Ready-made lecture.
X




Classroom Observation: Session 3

I Knowledge:

Jan, 17, 2011

Subject Mastery Comments
Low | Moderate | High
The structure and Though the trainer was reading the
basic concepts of lecture from a paper, she made many
the English X pronunciation mistakes.
language Grammar was almost good.
Awareness about X No obvious teaching strategy.
learners’ factors
Assessment The trainer used a ready-made
procedures exercise. But, she could not motivate
X the students to answer; she answered
nearly all the questions.
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a Actually, she has a special teaching
chance to teach identity, but she needed more self-
freely confidence.
Evaluation of the Remarks about how to make a reading
teaching comprehension lecture, and the choice of
performance by the the teaching material was not appropriate.
trainer
Self-evaluation X Peers evaluation.
Practice of the EFL
methodologies in
teaching X
Lessons planning Bad choice of the teaching material (the
text was not normally designed for reading
comprehension. It was rather a talk.)
Bad time management.




Classroom Observation: Session 4

I Knowledge:

Jan, 24, 2011

Subject Mastery Comments
Low | Moderate | High
The structure and Acceptable pronunciation. However,
basic concepts of there was few grammatical and
the English X spelling mistakes.
language
Awareness about Interaction just with some learners.
learners’ factors When speaking, the trainee was
X focusing mainly on the trainer
Assessment Questions were not clearly stated, and
procedures their purposes were not obvious.
X
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a
chance to teach
freely
Evaluation of the The trainer’s remarks were mainly about
teaching the assessment instruments.
performance by the Many observations about spelling.
trainer
Self-evaluation x
Practice of the EFL
methodologies in
teaching X
Lessons planning Free choice of the topic and material, from
a secondary school textbook.
X




Classroom Observation: Session 5

I Knowledge:

Feb, 07, 2011

Subject Mastery Comments
Low | Moderate | High
The structure and In addition to grammar and
basic concepts of pronunciation, lot of mistakes were
the English X made in writing (punctuation,
language capitalization and organization ...)
Awareness about Learners seemed really bored regarding
learners’ factors the lack of interaction with the trainer.
X The trainer was shy and did not speak
loudly.
Assessment Ambiguity in wording questions
procedures
X
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a
chance to teach
freely X
Evaluation of the Many remarks about the problems stated
teaching above.
performance by the X
trainer
Self-evaluation X
Practice of the EFL
methodologies in
teaching X
Lessons planning The lecture was self-planned, but it was
not well prepared.
X




Classroom Observation: Session 6

I Knowledge:

Feb, 14", 2011

Subject Mastery Comments
Low | Moderate | High
The structure and Facing lot of problems in pronunciation
basic concepts of and grammar.
the English X Spelling mistakes when writing on the
language board.
Awareness about Lack of interaction with learners. The
learners’ factors trainee was so shy; he could not even look
X at the student’s faces, which resulted in
bad classroom management. The trainee
was reading the lecture from a paper as if
he was dictating (rarely explaining).
Assessment The trainee made an exercise; however
procedures nearly all the answers were on the board,
X since he used nearly all the examples
when explaining.
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a Lack of self-confidence.
chance to teach
freely X
Evaluation of the Mainly about his linguistic problems, in
teaching addition to some remarks about his
performance by the X personality.
trainer
Self-evaluation but there was some kind of peers evaluation
(nearly the same observations made by the
X trainer)
Practice of the EFL
methodologies in
teaching X
Lessons planning bad time management and the lecture was so
long.
X Lack of lesson preparation.




Classroom Observation: Session 7

I. Knowledge:

Feb, 28™, 2011

Subject Mastery

Comments

Low | Moderate

High

The structure and
basic concepts of
the English
language

Good pronunciation, correct grammar
and spelling. Mastery of difficult
words.

Awareness about
learners’ factors

Good interaction with learners: she
could make almost all learners follow
and participate in the lecture.

Working at ease, smiling ... which lets
good impression among learners.
Using both auditory and visual aids.
Using realia.

Teaching through games.

Assessment Good use of exercises and games as
procedures assessment instruments, but all of them
X were really-made.
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a
chance to teach
freely X
Evaluation of the Some remarks about the gradation of the
teaching questions
performance by the X
trainer
Self-evaluation
X
Practice of the EFL
methodologies in
teaching X
Lessons planning Good classroom and time management.
The trainee seems well-prepared and
X equipped for the performance of the
lecture.




Classroom Observation: Session 8

I Knowledge:

Mar, 7%, 2011

Subject Mastery

Comments

Low | Moderate

High

The structure and
basic concepts of
the English
language

“Perfect” pronunciation, nearly no
grammatical mistakes nor spelling ones.
The trainer’s speech was clear, not very
quick or slow and well-understood.

Awareness about
learners’ factors

Good interaction with the learners.
Yet, no obvious addressing to a specific

X learning style.
Assessment The assessment made by the trainer was
procedures well prepared and well presented to the
learners.
The only remark is that it was not
X prepared by the trainer herself (it was
ready made)
II. Practice:
Topic Use Comments
Yes No
EFL skills training X
Being given a X The trainer was trying to show her own
chance to teach identity in teaching, with high self-
freely confidence.
Evaluation of the Many positive feedbacks.
teaching Some remarks about the organization of the
performance by the X blackboard.
trainer
Self-evaluation X But, there were also some positive feedbacks
from her peers.
Practice of the EFL
methodologies in
teaching X
Lessons planning The teaching material was taken from a
textbook. But, the lesson was self- and well-
X prepared.
Good classroom and time management.




Classroom Observation: Session 9

I Knowledge:

Mar, 14, 2011

Subject Mastery Comments
Low | Moderate | High
The structure and Just few grammar mistakes and spelling
basic concepts of was almost good; but, the trainer faced lot
the English of problems in pronunciation.
language
X
Awareness about The trainer gave the lesson to the students
learners’ factors in the form of a handout, he was
explaining while they were supposed to
follow. But, no one could assure this;

X some students seemed bored and not
following. This resulted in lack of
interaction.

Assessment An exercise was made orally. One student
procedures answered nearly all the questions.
X
II. Practice:
Topic Use Comments
Yes No
EFL skills training
X
Being given a
chance to teach
freely X
Evaluation of the Remarks were mainly about classroom
teaching management and how to make a fruitful
performance by the X assessment.
trainer
Self-evaluation %
Practice of the EFL
methodologies in
teaching X
Lessons planning The choice of the text was free (reading
comprehension)
The trainer retrieved the text from the
internet.
X The ill-preparation of the lesson was clear.




Classroom Observation: Session 10

I Knowledge:

Apr, 4™, 2011

Subject Mastery Comments
Low | Moderate | High
The structure and Lot of mistakes in grammar,
basic concepts of pronunciation and spelling.
the English X
language
Awareness about The trainee’s shyness and confusion
learners’ factors highly influenced the lecture.
X
Assessment She committed lot of mistakes in
procedures correcting the exercise!
X
II. Practice:
Topic Use Comments
Yes No
EFL skills training
X

Being given a
chance to teach
freely

Evaluation of the
teaching
performance by the
trainer

Remarks were made about both the
linguistic side (grammar, pronunciation
...) and the psychological side (shyness,
confusion ...)

Self-evaluation

Peers evaluation.

X
Practice of the EFL
methodologies in
teaching X

Lessons planning

Ready-made lecture of grammar designed
for 1* year university programme.

The trainee seemed ill-prepared for the
performance.




mmm APPENDIX C:

The Final Draft of the Students’ Questionnaire
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Abou Bakr BELKAID University Tlemcen
The department of Foreign Languages
English Section

This questionnaire is part of a project (Magister thesis) being
carried out to determine what are the EFL students’ needs to be well
prepared for the teaching profession, whether these are being
adequately met and, if not, what can be done better. To this end, EFL
students’ opinions are being surveyed. It would be highly appreciated

if you could complete this questionnaire.

157




Please complete this questionnaire with regard to the courses you had during your years in
the department.

Part 1
a. To what b. How useful
extent do you do you find
know and the following
understand to enhance
the your
following? teaching?
z e 5 g Z
e E 20 < — 2
E' S T = i E ‘E ;
S &2 g F g 1. Fundamental Language Concepts: R e
O000O0O 1.1. The nature of language and basic O000O0O
concepts of language systems. (e.g. phonology,
morphology, syntax, lexicon)
OQ0ooOoQgg 1.2. Functions of language register in O O0O0O0OOg
English. (e.g. social vs. academic)
OO00dmd 1.3. The relationships among listening, OO0 oOn
speaking, reading and writing.
OO0 O 1.4. The structure of the English language OO0 oOn
and conventions of written and spoken English.
OO o0do 1.5. Patterns of written and oral discourse. O00ono
2. The Foundation of EFL Education:
OO0 2.1. The historical, theoretical and policy OdOdogdgd
foundations of EFL education.
OO0 2.2. Types of EFL programmes, their O O00Qgfd
characteristics, their goals and research findings
on their effectiveness.
O0O000n 2.3. Research findings related to EFL Oo0ggn
education, including effective instructional and
management practices in EFL programmes.
O000O0O 2.4. Techniques to urge learners to use the O OO0

target language (English) and to avoid using
their L1 as much as possible.
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O Oood

O Oood

Ooono

Ooono

Ooono

Oogoag

Oogoag

Oogoag

3. First- and Second- Language
Acquisition Processes:

3.1. Theories, concepts and research related
to L1 development.

3.2. Theories, concepts and research related
to L2 development.

3.3. The interrelatedness of first- and second-
language acquisition and ways in which L1 may
affect L2 development.

3.4. The role of linguistic environment and
conversational support in second language
acquisition.

3.5. Common difficulties (e.g. syntax,
phonology, L1 interference ...) experienced by
EFL students in learning English and strategies
for overcoming these difficulties.

4. EFL Methodology:

4.1. Factors and procedures in planning EFL
instruction, including consideration of
students’ developmental characteristics and
individual needs.

4.2. A variety of methods and techniques
appropriate for instruction in the EFL classroom.

4.3. Strategies for fostering EFL students’
communicative competence.

4.4. The use of technological tools and
resources to facilitate and enhance EFL
instruction.

4.5. Classroom management strategies for a
variety of EFL environments and situations.

4.6. Sharp awareness of the methods actually
in practice and their differences from the ones
experienced as learners.
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Ooono

O Oood

O Oood

O Oood

5. Factors Affecting EFL Students’
Learning:

5.1. Factors that may affect EFL students’
learning of academic content, language and
culture (e.g. age, personality, academic
background, socio-cultural background, home
environment, attitude, exceptionalities ...)

5.2. The nature of students’ variation in the
EFL classroom, including variation in
developmental characteristics, cultural and
language background, academic strengths and
needs, and preferred learning styles (e.g. visual,
tactile, auditory, tactile, auditory...)

6. Assessment Procedures:

6.1. Basic concepts, issues, and practices
related to test design, development and
interpretation.

6.2. Types of assessment used in the EFL
classroom (recognition, production, portfolio,
observation, student self-assessment) and their
characteristics, uses, and limitations.

6.3. Standardised tests commonly used in
EFL programmes.

oo

O Oood

O Oood

oo

O Oood
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Part IT

1. Do you attend the ‘teaching practice’ sessions held at the level of the department?
Yes [l No [

2. If yes; how often?
Always [ Sometimes [ Rarely [

3. How often do you practise the following in your teaching training?

never
sometimes
always

Classroom observation for other teachers practising their profession.
EFL skills training.

Being given a chance to teach freely.

Evaluation of the teaching performance by the trainer.
Self-evaluation of the teaching practice.

Practice of the teaching methodologies in teaching.

[ s o A s R o R
O oo oooaod
[ s o A s R o R
OO o0 ooood
[ s o A s R o R

Self-reliance in lessons planning and evaluation.

Do you have any other comments which might be helpful in giving an obvious
idea about EFL students’ needs, in their pre-service training, to achieve
professional competence? If so, please write them here.
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mmm APPENDIX D:

EFL Inspectors’ Interviews Transcription
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Key to Interview Orthographic Transcription:

Symbol

?

()
(1.0), (2.0)...

> Speech <

CAPITAL LETTERS

T

Meaning

Question

Normal stop in speech

Number of seconds, in long stop in speech
Quick speech

Long sounds, which makes speech slow
Loud speech

High intonation

Low intonation

Two speakers at the same time

To be continued

Researcher (interviewer)

Inspector (interviewer)
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Interview n# 1

Speaker
R

I1

I1

I1

Starting from the fact that EFL students (would-be
teachers) necessitate a good preparation at
university level to practise their profession, could
you please shed light on the common areas in
which novice EFL teachers encounter problems
when teaching?

As the EFL teaching profession demands several
skills and qualities, this question is preferable to
be discussed at different levels:

The problems they face at the level of the structure
and conventions of the English language. That is,
the phonology, grammar and semantics of the
language, language registers, language skills?

well () in fact the teachers I'm personally in
charge of face lot of problems related to language
(.) and emm (.) the first thing that we can see from
the start is at the pronunciation level (.) then
comes grammar (4.0) that’s all?

could you give us some examples concerning
grammar for instance?

well (.) concerning grammar thar’'l did notice in
several classes i.e. lessons that even the questions
(.) the way they are structured are not questions
>alright?< =

= this is for the first thing () well for
pronunciation (.) there is still because we” teach
nowadays pronunciation (.) and when we teach
pronunciation (.) there is a problem of the the the
stress (.) with the vowel glide and so on (.)

At the level of knowledge about the foundation of
EFL education, from history and theory of EFL
education to types of EFL programmes?

emm (.) in fact (.) well (.) this is very general (.)
this is only knowledge part and parts of
knowledge (.) we’re rather concerned also with the
meetings we deal with () we plan () Aa the
meetings we plan are rather concerned with the

Comments

smiling
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I1

I1

I1

learners and the- there are classroom-based () it
means we take into account wha (.) how to deal
with problems () language problems ()
methodology within the class (.) | now (.) to teach
them about the hi:story (.) about the fou:ndations
(.) 1 what’s the use of tha:t? =

= at the level of learning teaching (1.0) sessions

Do they know and understand the processes of L1
and L2 acquisition, their interrelatedness, and their
use in EFL teaching?

emm (.) sure (.) [ don’t doubt they’ve already dealt
with through the linguistics and L1 () the
acquisition a:nd (1.0) but | this is only knowledge
(.) that’s only knowledge (.) the (.) they (.) sure (.)
they do that (.) to check that or not how it could
help the classroom activities? > yes they do < but
they should follow a given syllabus (.) this is what
is official (.)

yes (.) but I mean here that to know L1 () how it
may affect L2 for instance (.) is very important in
teaching the foreign language (.) English here (.)

yes of course (.) it goes with wha I was saying (.)
that the knowledge of L1 or L2 =

= but the problem is that not L1 alone (.) or the
acquisition of L2 alone () here is much more
complex (.) because this is a foreign language (.) it
means the rules governing the acquisition 1 are not
the same =

=] mean in comparison with the one of L1 (.)

What about EFL teaching methods and
techniques?

Aaa well () if we go back to question three (.) do
they know and how do they know the efl teaching
(.) they ma (.) they could know and their scores at
the university level quite higher (.) but how to put
them into practice in another matter (1.0)=

shrugging shoulders

nodding

nodding

smiling
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I1

I1

=and in fact (.) we're concerned with the practical
side (.) we're dealing with the competency based
approach (.) they can learn definitions by heart (.)
and by rote (.) but in fact how to apply the correct
() T mean the knowledge of something is
completely different from | its u:se (.)

After this, what to say about their awareness of the
factors that may affect EFL students’ learning like
personal differences among learners (age,
personality, and socio-economic background),
variations in learning styles?

sure () i::t might affect () or it may affect the:
learning process () sure it goes () > that they
know what < a learning style is (.) but the problem
is that how to address that learning style in a
learning environment (.) I know that the majority
do (.) are (.) they are well equipped with certain
questionnaires if you like (.) to give every learner
within a classroom and to know the percentage (.)
now how to address this style () because
sometimes we don’t have one style (.) we have
dominant styles in the learning process (.) so now
I repea:t again we should know how to address the
sty:les (.)

Then, let’s move to another important professional
quality in EFL teachers which is the design,
development and interpretation of formal and
informal assessment procedures and instruments.
What are the recurrent difficulties that novice EFL
teachers encounter at this level?

yes (.) first when we talk about assessment (.) co-
peer assessment and the different types of
assessment (.) we should rely on what assessment
i:s? and how to use assessment for for the common
evaluation () they () bu-but is that when they
come (.) novice teachers if you like (.) they just
follow textbooks very blindly (.) there is a series
of activities so they go through (.) they run over
the different activities (.) they were not trai:ned (.)
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I1

I mean if we talk about the initial training sessions
(.) development sessions (.) they're not trained to
adapt the textbooks for the learners Aaa in
question (.)

so (.) you mean here sir (.) that they can’t design
or develop an assessment (.) but they just follow
what is made in textbooks (.) yes?

they just need (.) what they need is tha:t they nee:d
() and this is what they ask for at the very
beginning of their career () they ask for
readymade activities (.) they are not well equipped
to design their own activities going to their local
situations and classes (.)
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Interview n# 2

Speaker
R

12

12

Starting from the fact that EFL students (would-be
teachers) necessitate a good preparation at
university level to practise their profession, could
you please shed light on the common areas in which
novice EFL teachers encounter problems when
teaching?

As the EFL teaching profession demands several
skills and qualities, this question is preferable to be
discussed at different levels:

The problems they face at the level of the structure
and conventions of the English language. That is,
the phonology, grammar and semantics of the
language, language registers, language skills?

Aa well () university graduates or beginning
teachers (.) have a better grasp of formal written
academic English (.) than spoken English (.) Aa this
is due to the nature of the instruction they received
at the university (.) most of their studies (.) they (.)
dealt with written English and most of the reports
they made were done in writing (.) They’re not used
to speaking in English in public (1.0) a:nd while
they may master a sophisticated form of written
English their knowledge of conversational English
needs improving =

= sometimes they (1.0) might know 1 a very
sophisticated word like technical words (.) but (.)
they ignore very common words =

= and that’s the problem (.) I think () that most
teachers face when when they start teaching > at the
beginning of their career <

Do you mean, sir, here that they are angiographs
rather than Anglophones?
1 that’s it that’s it exactly yes =

=s0 (.) aind (.) we have the the the impression that
(.) they (.) you know when they are dealing with the
() a public the-the they can’t make a difference
between the diff- (.) the audience they are thay're
addressing

Comments

nodding

smiling

smiling
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12

12

At the level of knowledge about the foundation of
EFL education, from history and theory of EFL
education to types of EFL programmes?

of course Aa newly appointed teachers Aa have
certainly developed () a sound theoretical
background of the Aa of the concepts (.) you know
() they have acquired from different fields like
linguistics Aa psychology (.) sociology (.)
education Aa however they they find (.) they often
fail to see the relevance of these concepts Aa of
these theoretical foundations Aa (.) of course this is
mainly due to a LACK of practice in re-real
situation

Do they know and understand the processes of L1
and L2 acquisition, their interrelatedness, and their
use in EFL teaching?

of course when when they dealt (.) when they deal
with the different approaches and metho:d sod Aa
(.) you know teaching languages (.) they're bound
to talk about L1 and L2 Aa you know grammar-
translation approa:ch (.) the audio-li:ngual approach
etc but the-they often believe that >you know one
learns a foreign language exactly in the same
fashion as one learns Aa his or her mother-tongue<
ok ? and they often resort to pedagogical translation
when they’re teaching (.) they do not try to: you
know (.) to teach English in English Aa and this
often results in mother-tongue interference (.)

What about EFL teaching methods and techniques?

yes () Aa concerning () with regard to
methodology and techniques Aa they have
undoubtedly acquired a a sound theoretical
knowledge of teaching Aa approaches as I said
before methods (.) from you know from historical
point of view (.) but generally (.) a lack (.) the-they
lack classroom practice as I said earlier on (.) this
often results in poor classroom management (.)
which is very important especially for for a
beginning teacher () how to manage Aa a
classroom (.) and after all and before anything else
a teacher is to ME 1 A PRACTITIONER NOT a
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12

12

theorist =

= you know (.) he is is expected to put into practice
the concepts he has acquired in in his in his you
know (.) training

yes, yes what I have understood here that the
common problem is that they know things [but they
don’t know =

[they can’t put them into practice]

= yes (.) into practice yes (.)After this, what to say
about their awareness of the factors that may affect
EFL students’ learning like personal differences
among learners (age, personality, and socio-
economic background), variations in learning
styles?

of course (.) again here here they might have (.) you
know (.) they may know about these things (.) it’s
part of their knowledge Aa ba they need a gain a
deeper knowledge of the social and AFFECTIVE
factors () ok ? () that influence learning (.) a
beginning teacher generally 1 address as if it were a
mono- monolithic group with the same leve:l (.) the
same a:ge the same nee:ds (.) ok ? (.) a:nd they may
of course they may come across you know the
literature that is related to to: lea:ner considerations
(.) you know individualized learning etc but they
do not manage to 1 again to to materialize to
materialize that knowledge in the class () >of
course they need practice< (.) as I said a teacher is a
practitioner who needs practice (.)

[so it is nearly nearly the same problem=
[T YES]

= it is nearly the same problem (.) then, let’s move
to another important professional quality in EFL
teachers which is the design, development and
interpretation of formal and informal assessment
procedures and instruments.

What are the recurrent difficulties that novice EFL
teachers encounter at this level?

nodding

smiling

smiling

nodding
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12

Aa of course Aa evaluation is you know is crucial
you know in in in [teaching and learning=

[yes yes it is]

= and they have you know a limited knowledge
about evaluation and assessment as instruments Aa
and the goals of evaluation uses > the goals and
uses of evaluation < what they do generally at the
beginning of their careers is to COPY you know Aa
use evaluations of their colleagues () ok? () from
different (.) specially texts etc and the-they are
capable of assessing mastery () you know (.)
linguistic mastery (.) they are capable of doing that
but what they aren’t capable of doing is and find it
very difficult to do is to assess skills you know (.)
like rea:ding and wriiting () they may assess
gra:mmar and vocabulary you know (.) DESCRETE
points testing not INTEGRATIVE points testing (.)
ok? (2.0) besides do not re-regard (.) you know (.)
assessment as as part and parcel of the learning
process (.) they think that assessment is just done
for the sake of giving marks to to learners a:s a too:1
that can assist Aa teaching and learning (.)

so sir you mean here that they need more Aa
preparation at the level of university to make
assessment procedures and instruments?

of course they need to be trai:ned you know at you
know 1 DESIGNING designing tests for special
classes and for special Aa different levels of
students (.) as I said what teachers need (.) you
know () beginning teachers is PRACTICE ()
PRACTICE make perfect of course (.) it’s while
they practice they're going to see the relevance of
the theory (.) that they're going to theorize that
practice (.) and they need I think a lot of training
sessions during their university studies which is 1
not the case (.) ok? (.) Aa they talk about teaching
you know (.) in theory and they rarely you know
obse:rve cla:sses or you know perform in classes (.)
this is what they really need I think (.)
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Interview n# 3

Speaker
R

I3

Starting from the fact that EFL students (would-be
teachers) necessitate a good preparation at
university level to practise their profession, could
you please shed light on the common areas in which
novice EFL teachers encounter problems when
teaching?

As the EFL teaching profession demands several
skills and qualities, this question is preferable to be
discussed at different levels:

The problems they face at the level of the structure
and conventions of the English language. That is,
the phonology, grammar and semantics of the
language, language registers, language skills?

right (3.0) exceptionally it seems that Aa recent
groups (2.0) the two: recent groups (.) that is to sa:y
(.) the group who are no:w Aaa on the field (.) who
are practising (.) who are teachers >I mean training
teachers< a:nd the present group who is who are
still may be Aaa learning the teaching strategies and
Aaa efl (.) Aa principles (1.0) it seems to me that
these two groups () have been recruited and
selected with more objectivity =

= that is used to be done with the-the the rest (1.0)
Aa let’s take in two: category or let’s make two
categories (.) the category the first category is Aaa
those who are those learners or Aa >teachers who
are on the field who are practising< (1.0) there is
one (.) better () conclusion () they come with
weaknesses from university (.) a lot of weaknesses
(1.0) a:nd it is only once they are on the field that
they start (1.0) taking conscience or being aware of
their weaknesses (.) and sometimes (.) well (.) >not
to say it is too< it is very hard to: catch up (.) with
had (.) with what they had missed >at the level of
university< the seco:nd side (1.0) with-the second
category would be may be those trainees or those
who have recently begun started in on the field (.)
the problem is not so Aa maybe so serious (1.0)
there are some () weaknesses let's say a few
weaknesses at the level of Aaa maybe the linguistic
Aaside () of the language (.) =

Comments

nodding
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I3

I3

I3

[grammar, pronunciation?]

= [sometimes] grammar (.) pronunciation (.) may
they face problem of Aa intonation also (.) Aa >this
appears when they< Aa [ mean (1.0) when they read
a text (.) in the: listening comprehension Aa session
(.) you: easily (.) note there is >that there is a kind
of clash< something missing (2.0) Aa for the
present would-be teachers (.) those who are Aa here
now () Aa the problem is less serious (.) quite
satisfied about that side (.) 1 at the level o:f the Aa
maybe the-the the professional (.) professional side
(.) all those who come from university (.) come at
the level zero (1.0) may be Aa they have (.) a kind
of artificial (.) or superficial (.) knowledge of what
efl is (.) but (.) when you go deeply inside of matter
(.) Aa >you can easily reveal that< Aa they need a
lot (.) they need much Aa to be up to it (.) your class
()

At the level of knowledge about the foundation of
EFL education, from history and theory of EFL
education to types of EFL programmes?

they have Aa >to my mind to my mind< there is a
kind of superficial knowledge here again (.) just
superficial () so Aa maybe they do not make the
relationship between a real classroom situation and
what they what have seen in I mean in university (.)
so I would consider it as just artificial Aa su-
superficial (.)

so you mean here sir () that they need some
practice of those Aa of this knowledge?

we cannot we cannot speak of Aa practice ()
making the-the link (.) between theory and practice
(.) [this the:]

[yes ok] () What about EFL teaching methods and
techniques?

Aa (1.0) very little (1.0) VERY LITTLE =

= it is obvious that they have (1.0) may be Aa (2.0)
I T would say almost not met situations in which
they would put there Aa (1.0) with theory in
practice (1.0) they have no (.) knowledge about a
class (.)

nodding
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I3

After this, what to say about their awareness of the
factors that may affect EFL students’ learning like
personal  differences among learners (age,
personality, and socio-economic background),
variations in learning styles ...?

I think that the psycho: psycho-pedagogical side is
completely neglected at the level of university >I do
no: know what is happening< =

= > [ do no: know what’s going on< to know what’s
Aaa what’s occurring there () but () the result is
here (.) the psycho-pedagogical side is completely
neglected (.) the result is here (.) the result is here
(.) T mean when I () talk when I discuss with the
learners (.) my learners (.) I mean the trainees (.) I
mean the would-be teachers () when I talk and
discuss Aa about psychological sides (.) they seem
completely lost (.) they just appear to me as if they
were Aa learning or or maybe knowing about these
things for the first time or >hearing about this for
the first time< you know () so (1.0) I think it’s
neglected at university (.) at the level of university
()

Then, let’s move to another important professional
quality in EFL teachers which is the design,
development and interpretation of formal and
informal assessment procedures and instruments.
What are the recurrent difficulties that novice EFL
teachers encounter at this level?

well (.) theory (.) the theoretical side is there (1.0)
and it is represented by some terminology (.) so
when they come () you feel that Aa they know
some terms (.) some words (.) some terminology
about evaluation (.) they might even maybe give
you some definitions what about (.) about about Aa
how you say it? (1.0) the different kinds or types of
evaluation who would say >this is formative this is
summative this is< but just (.) theoretically (.) they
would not make Aa I mean the difference (.) if you
supply them with two: kinds or two different kinds
of evaluation >they would not say which is which< I
do no: know if you see [what I mean] =

[yes]

shoulder shrugging

shoulder shrugging
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I3

I3

I3

I3

= theoretically (.) it is as if some had learned
something [by heart]

[by rote]

yea:h () great

[thank you sir]

[no: there is something else]
yes?

they do not make the difference between () Aa
evaluation and teaching (.) they do not know that
there is a congruency between teaching and
evaluating (.) they do not know (.) neither tha:t Aa
or neither that Aa in the same way that Aa
teaching(.) Aa and learning bears objectives (.)
evaluation bears objectives (.) they’re not aware of
that (.)

not just for the sake of giving marks to students (.)
ok? We have to interpret assessment to use our
results in teaching?

>that what I meant when I said congruency between
evaluation and teaching<

nodding

nodding
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Interview n# 4

Speaker
R

14

14

Starting from the fact that EFL students (would-be
teachers) necessitate a good preparation at
university level to practise their profession, could
you please shed light on the common areas in which
novice EFL teachers encounter problems when
teaching?

As the EFL teaching profession demands several
skills and qualities, this question is preferable to be
discussed at different levels:

The problems they face at the level of the structure
and conventions of the English language. That is,
the phonology, grammar and semantics of the
language, language registers, language skills?

well () iit’s true that both Aa structure and
conventions are taken in charge (.) by the university
(.) but Aa the two main problems which face the
novice teachers are (.) first 7 the lack of practice (.)
although the theoretical foundations are more or
less acquired =

= second (.) the know-how to transfer them to their
learners (.)

At the level of knowledge about the foundation of
EFL education, from history and theory of EFL
education to types of EFL programmes?

>there is no doubt that both historical and
theoretical aspects< of efl education (.) are not
unknown to those () new teachers (.) however (.)
the types of efl programmes remain an area to be
explored a:ll along their professional life (.)
COLLEAGUES and INSPECTORS will guide in
this exploration (.)

Do they know and understand the processes of L1
and L2 acquisition, their interrelatedness, and their
use in EFL teaching?

Comments

shoulder shrugging
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14

of course () most teachers are aware (.) of the (.)
interrelatedness in the process of L1 and L2
acquisition (.) they also know that their learners do
not acquire the foreign language (.) English or
French 1 the same way as their native language (.)
but the problem is how to use this knowledge in
teaching?

What about EFL teaching methods and techniques?

teachers went through () the different teaching
methods during their university studies (.) with the
modules of Aa t Aa tefl and psycho-pedagogy (.)
they also practised some (.) classroom techniques in
their teaching practice sessions (.) so (.) they are not
completely lost when meeting (.) a class of pupils
for the first time (.) the teaching practice sessions (.)
gave them the opportunity to prepare a lesson (.) to
perform it in front of their pee:rrs () to acquire
some classroom techniques (.) and most important
importantly to (.) overcome (.) the problem fright of
stage-fright when facing an audience (.)

After this, what to say about their awareness of the
factors that may affect EFL students’ learning like
personal  differences among learners  (age,
personality, and socio-economic background),
variations in learning styles?

well () Aa newly recruited teachers are certainly
not awa:re (.) =

= of the factors () that may effect efl students’
learning (.) such as (.) personal (.) socio-economic
(.) psychological and affective factors (.) they might
have seen them in their modules of psychology: or
pedagogy: as university students () but in the
classroom (.) they will progressively discover them
and cope with them (.) according to the situation (.)

Then, let’s move to another important professional
quality in EFL teachers which is the design,
development and interpretation of formal and
informal assessment procedures and instruments.
What are the recurrent difficulties that novice EFL
teachers encounter at this level?

nodding
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this aspect is a:lmost unknown to them (1.0) they
might be familiar with formal and informal testing
in general (.) but they will have to learn one (.) how
to design a formal informal test () two (.) how to
respect the gradation in the question (.) three (.)
how to introduce () how to include the aspects of
validity and reliability () four () how to conduct
the correction in the classroom and five () how to
analyze the sco:res and the results of the learners
and so on and so on (.)
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Résumeé (Francgais)

eme

La formation faite aux étudiants de 4 année ‘Anglais’ au niveau de
I"'université est considérée comme un pilier dans la préparation de futurs enseignants
qualifiés. L'importance de ce sujet a poussé le chercheur a faire une étude globale
collectant les opinions des étudiants et des spécialistes de la pédagogie sur le
programme actuel pour identifier les failles et les lacunes qui entravent la formation

des enseignants attendue par la société.

Mots-clés: Enseignement d’Anglais comme langue étrangére, Formation préprofessionnelle,
Formation des formateurs, Compétence professionnelle, Analyse des besoins.

Summary (English)

The pre-service training, which 4™ EFL students receive at the level of university,
is considered as the cornerstone in developing qualified EFL future teachers. The
importance of this subject was the rationale behind making a comprehensive study,
collecting both students’ and specialists’ opinions, about the current programme in
order to determine any possible deficiency which inhibit the expected preparation of
EFL teachers.

Keywords: EFL Teaching, Pre-service Training, Teacher Development, Professional
Competence, Needs Analysis.




