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     Abstract- This paper presents the types of teachers’ knowledge and Shulman’s pedagogical content knowledge (PCK). It also 

explores how this knowledge can be further supported through (CPD) programmes, and the models that could be used for this. In 

addition, it aims to interweave the ideas of teachers’ knowledge and the possible models of CPD in order to reinforce these links 

in the context of Libyan English as Foreign Language University Teachers (LEFLUTs). This is important since some LEFLUTs 

may have different understandings or backgrounds concerning the importance of teachers’ knowledge and CPD activities. 

Challenges from cultural and educational influences among LEFLUTs emerged in my study which considers why some LEFLUTs 

may prefer just to teach without paying attention to their professional activities. Is it to do with the existing culture, which 

considers that university teachers already have sufficient knowledge for teaching? Is it due to the lack of such programmes within 

their universities?  

Or, is it to do with the lack of time teachers have to think about their professional activities?  This explores a possible model of 

CPD which can facilitate education in the face of the existing challenges, limitations and cultural assumptions among LEFLUTs. 

These assumptions may come from the different background knowledge and views held by teachers, or from the strong culture 

and beliefs which limit some professional activities among teachers, particularly between men and women. In addition, I will 

explore the extent to which some LEFLUTs may be aware and even interested in teachers’ knowledge and CPD activities, but 

unable to pursue this interest. Is this to do with their limited social interaction, connections and relationships? Is it to do with 

departmental control? Or, is it to do with the poor facilities and recourses - such as the availability of the internet, labs, journals 

and libraries? 

     Index Terms- LEFLUTs background knowledge, influences of the Libyan Culture, OGTs, NGTs, CPD and Action Research 

as CPD. 

I. BRIEF BACKGROUND ABOUT THE LIBYAN CONTEXT 

      Numerous studies have focused on areas related to teachers and teaching practices, such as teachers’ knowledge, 

interpretations, beliefs, cultural situations, as well as how these areas are related to each other theoretically. Despite this, teaching 

is a practical activity, and in order to be a teacher you need to be very practical. Also, as a teacher, you have to find a way of using 

theory in practice of language teaching. This means that you undertake activities with a community of other teachers. Because 

people do not learn in separation, but as active members of society (Wilson 1999).What a person learns and how they make sense 

of that knowledge depends on where and when they are learning, such as the social context (p.172). Libyan teachers learned to be 

Libyan teachers in a particular social context, using a particular kind of knowledge at a particular time, therefore their practices 

are socially constructed. The practices of Libyan teachers teaching English as a foreign language at the university level can be 
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seen as constructed from their cultural background, views on learning and teaching, and the kind of education they have received: 

theoretical knowledge about the language and practical knowledge about the teaching. They are a product of the way learning is 

managed in the Libyan university context.  These problems are exacerbated by the top down approach of faculty and departmental 

control; these managers (in this context of belief and culture) consider university lecturers already qualified enough to teach any 

subject. This managerial expectation puts pressure on these teachers to perform, without providing the necessary training and 

professional support. Therefore, this paper aims to explore the implications for supporting the LEFLUTs to pass their difficulties.    

II. ASPECTS OF THE INVESTIGATION AND THE RESEARCH QUESTIONS 

This paper tries to explore what kinds of knowledge LEFLUTs have, background information on Libyan education system, policy, 

training, and English curriculum. It investigates how LEFLUTs are prepared and how they teach EFL in terms of their views on 

learning and teaching methods. Also, this paper will briefly go through the contests faced by the LEFLUTs arising from their 

existing culture and beliefs of teaching. It will also go through the challenges of the university management within faculty and 

department after three years of the downfall of the Gadhafi Regime.  

The following research questions may cover the main research concerns:  

What are the problems faced by Libyan university EFL teachers? 

To what extent are the difficulties faced by LEFLUTs consequences of after Gadhafi regime, their views, beliefs/culture 

and concepts of learning?  

What are the implications for the development of an approach to Continuing professional development CPD? 

III. THE RESEARCH ISSUES  

     In the search for possible theoretical solutions for the problems in Libya which come from teachers’ education system before 

and after Gadhafi regime, teachers’ knowledge and their cultural context, this research  tries to uncover a variety of related issues. 

To explore these matters, the next resources have been found useful: social constructivism as a theoretical framework for 

understanding teaching and learning, theories of teachers’ knowledge – especially in terms of the pedagogical content knowledge 

(PCK), and the six categories of teachers’ knowledge established by Shulman (1986-87), Kennedy’s taxonomies of Continuing 

Professional Development (CPD) – and its models such as action research, and theories and methods of teaching EFL – such as 

the communicative approach, audio-lingual methods and the grammar translation method.   Brief Discussion of the theory of 

social constructivism follows, with a brief link to the related theories of teachers’ knowledge and CPD. 

1. Brief about the State of Libya  

Libya is an Arabic country located in North Africa between four Arabic countries: Egypt, Tunisia, Algeria and Sudan. Vandewall 

(2009) showed that the population of Libya is approximately 7.5 million, the majority of whom live mainly in the north of the 

country. It is the fourth largest country on the African continent. It has a Mediterranean Sea coast line of about 1,900 kilometres. 

Libya is a large country with an area of about 1.8 million square kilometres, which is seven times the size of the United Kingdom 

(pp.5-7).  

Agnaia (1996) pointed out that Libya is a bi-lingual country, with the languages spoken being Arabic and Berber. People who 

speak Berber are a minority, living in the cities of Zuwara and Yefren (western mountains of Libya), who spoke (During Gadhafi 

regime) their language among themselves and pass it on to their children. Arabic, however, is the only official language in Libya 

and it also the language used in the educational system, which is not the same as the various dialects spoken in different parts of 
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Libya. Thus, when students enter schools, Arabic-speaking children are exposed to a language which is different from their 

everyday dialect (pp.8-10). 

2. Structure of Libyan Education 

The structure of Libyan education is divided into two main structures: the school system and the university system. El-Hawat 

(2006) reports that elementary school in Libya consists of six years, followed by three years of junior high and three years of high 

school. The secondary school system is divided into two main specialties, Arts and Sciences, comprising six areas of 

specialization. Libyan school officials view education as “the path to human and technological development and progress” and 

they are implementing changes to the system to keep pace with the modernization and globalization that is part of modern Libyan 

society. The creation of two types of secondary school is one example of this, as this new system was started in 2004, and another 

is the creation of universities based on students’ specialisations (pp.207-208). The following table shows the current stages of 

education in Libya by stage, years, ages and period. 

Table 1: Stages of Education in Libya 

Stage Years Ages Period 

Primary 1-6 6-12 6 years 

Middle 7-9 12-15 3 years 

High schools 10-13 15-18 3 years 

(used to be 4 ) 

University 13-17 18-22 4 years and some 

faculties 5 year 

 

(Adapted from Rajab, 2007) 

 

3. Brief Background about EFL in Libya 

Teaching and learning of English as a foreign language in Libya has gone through several stages, Sawani (2009:p.5-10) pointed 

out that during the 1970s and until the mid-1980s learning English was a compulsory component of the Libyan schools and 

universities. However, in 1986, teaching and learning of English were completely cancelled. This was due to the political forces 

form the former regime (Gadhafi regime) which deeply influenced the educational system at that time. This in turn meant the 

teachers of English were made “jobless or otherwise had to teach other subjects such as history and geography”.  

At that time students were unaware of the problem until they finished their secondary school and became university students 

where their failure to study many subjects in English became evident.  

“After a while the Libyan educationalists realised the fault and determined to incorporate English in the curriculum 

again. They decided not only that English must be taught, but that other languages must also be learned even at the 

very early stages of the learning process. When English was welcomed back at school again teachers who were once 

teaching English became unable to teach it”.   

Also, Sawani (2009) pointed out that some of those teachers (English teachers who became unable to teach English) practiced a 

programme called in Arabic Tageer Masar in Libya (which means “change of direction or specialty”) to teach other subjects such 

as history, mathematics or geography in primary and secondary schools. Therefore, some of those teachers preferred to stay where 

they were and not return to their original specialty (p.11).  
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Moreover, Gadour (2006) pointed out that the introduction of new textbooks integrated cultural aspects of the English language 

that required the application of new teaching methodologies. This created an obstacle in the teaching learning environment 

because “many teachers have forgotten the English language, but culturally they have to teach it” There were only a few teachers 

left who were still capable of teaching languages, particularly English (p.180). However, IAU (2009) showed that those teachers 

who struggled during the cancelation of English were often given opportunities to take scholarships to renew their English skills 

overseas, either in short courses or by taking a degree, such as an MA or PhD (p.35). This particular point is one of the causes of 

the two evidently different generations of teachers (old and new generation teachers (OGT &NGT)) in Libya. 

Also, Gadour (2006)  showed that to deal with this problem, programmes for training school-level teachers of English were 

designed, but the local educational culture prevalent among teachers and learners had led to nothing ,because Libyan teachers of 

English had been accustomed to using old methodologies and to materials which were solely built on Libyan culture. In addition, 

the generation of students who graduated during the time when English was not being taught are still limited in their ability to take 

advantage of existing opportunities with western countries, such as work opportunities at foreign companies in Libya (pp.180-

182). 

The IAU (2009) showed that after the welcoming of English, the Committee of Higher Education( NOW it is the Ministry of 

Higher Education) arranged a massive scholarship programme abroad to allow more than 79,000 teachers and students to get MAs 

and PhDs from different western countries, such as the UK and the USA, from 1999 to 2010. Scholarships had also been offered 

for graduate students and teachers before 1986 but there were very few scholarships from 1991 to 1999(only 1,733). This 

reopening of scholarships (after 1999) created two generations of teachers (p.36).  

4. Dominant Teaching Approaches among LEFLUTs 

The dominant methods of language teaching among LEFLUTs are Libyan versions of the Grammar Translation Method, the 

Direct Method, the Audio-Lingual Method and a Communicative Approach. Some LEFLUTs may interpret these approaches in 

their own way; some teachers mix them while others may use just one. In this paper I am interested in finding the teachers 

‘knowledge on why they may prefer one method over another. Is it to do with the Libyan context in that some methods are more 

suited to the beliefs and attitudes of the Libyan teachers than others, or is it the way that people learn Arabic that favours a 

specific approach to language learning when learning English? Is it perhaps to do with the age and the generation that the teacher 

belongs to? 

IV. LITERATURE REVIEW 

 Teachers’ Knowledge and Progress 

Teachers’ knowledge and the processes of teaching have been considered by several researchers; Cole & Knowles (2000) explain 

that teaching is a complex and personal expression of knowing and knowledge rather than “an application of a set of disembodied 

a contextual principles or theories” (pp.1-2). Freeman (2004) pointed out that teacher’s knowledge is the central activity of teacher 

education and “any improvements in the professional preparation of teachers … need to be learned”. In other words, it is 

important to organise appropriate improvement programmes (p.89). Connelly et al (1997) reported that those concerned with 

getting a better education need to be concerned not only with what they wish to happen in learning, but also with their teachers’ 

knowledge (p.674).  

Solis (2009) stated that Shulman (1986) provided a major focus on this through his classification of teacher knowledge into a 

various components and by establishing the term ‘pedagogical content knowledge’ (PCK). He also proposed that this new term 

should include aspects of teachers’ knowledge, for example, knowledge of the most useful forms of representation of ideas within 
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a topic (p.10). As Shulman (1986) stated, “the most powerful analogies, illustrations, examples, explanations, and demonstrations 

– in a word, the ways of representing and formulating the subject to make it comprehensible to others … [and] includes an 

understanding of what makes the learning of specific topics easy or difficult” (pp.8-9). 

 What is Teachers’ Knowledge? 

Scholars and researchers have explained that the notion of teachers’ knowledge focuses on two significant forms of knowledge:  

content knowledge (what to teach) and pedagogical knowledge (how to teach). Alexander et al (1991) found that teachers’(or 

teaching) knowledge refers to an individual’s “personal stock of information, skills, experiences, beliefs, and memories” related to  

the practice and profession of teaching, in fact “anything the individual holds that helps him or her fulfil the role of teacher” 

(p.317). Borg (2003) holds that teacher’s knowledge is included in a general framework of teacher “cognition” and can be 

explained as “what teachers know, believe, and think” (p.81). Goettsch et al (2000) noted that the components of teacher 

knowledge “are melded together in complex and indeed inextricable ways to produce multifaceted, holistic accounts of, and 

actions in, language teaching” (p.461). Also, Ball and Bass (2000) highlighted that “understanding and knowing subject matter  

knowledge is imperative in listening flexibly i.e. hear what they are saying or where they might be heading; but also to be able to 

create suitable opportunities for learning” (pp.84-85).  

Fennema and Franke (1992) stated that teachers’ knowledge is a large, integrated, functioning scheme, and is an important 

indicator of overall teacher effectiveness (p.144). Elbaz (1991) and Conelly and Clandinin (1985) showed that teachers’ 

knowledge could be seen as “personal knowledge”. Schwab (1971) defined teachers’ knowledge as “the wisdom of practice” 

(p.499). Brown & McIntyre (1993) describes teachers’ knowledge as “professional craft knowledge” (p.155), While Carter (1990)  

defined it as “content and context related knowledge” (p.295). Gunstone (1999) pointed out that teacher’s knowledge is shaped by 

many background sources, such as  

“professional coursework, teaching experience, disciplinary knowledge, apprenticeship of observation derived from 

time spent in school, personal characteristics, frequency, nature of reflection, and the school context” (pp.391-392).  

Calderhead (1996) demonstrated that teacher knowledge may have a variety of origins including both practical experiences, such 

as day-to-day practice, and formal learning in the past, such as initial teacher education or continued professional training. So, 

teachers’ knowledge is not opposite to theoretical or scientific knowledge (pp.710-711).Verloop et al (2001) explained that 

knowledge which teachers may derive from their teacher education may, somewhat, be absorbed and integrated into their practical 

knowledge (p. 277).  

 Types of Teachers’ Knowledge 

It is essential to point out how scholars, researchers and even teachers understand the knowledge required in order to be competent 

or qualified for the teaching process. Therefore, for example, Ofsted (2000) showed that various researchers have studied and 

provided several types of teachers’ knowledge, such as the subject matter knowledge and pedagogical knowledge etc (p.12).  

 Subject Matter Knowledge (Content Knowledge) 

 

Grossman (1990) defined content knowledge as “knowledge about the actual subject matter that is to be learned or taught. The 

content to be covered in high school social studies or algebra is very different from the content to be covered in a graduate course 

on computer science or art history”. Teachers should also know and recognize the subjects they teach, including knowledge of 
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central facts, concepts, theories and procedures within a given field, and knowledge of explanatory frameworks that organize and 

connect ideas (pp.222-223). Goettsch (2000) reported that “the previous studies of L2 teachers’ knowledge indicated that the 

content knowledge is one component of the knowledge base of teaching” (p.420). Also, Shulman (1986) pointed out that: 

“teachers need to find “the most useful forms of representation of [the subject area's] ideas, the most powerful 

analogies, illustrations, examples, explanations, and demonstrations — in a word, the ways of representing and 

formulating the subject that make it comprehensible to others” (pp.9-10).  

Elmabruk (2008) showed that, in the Libyan context, LEFLUTs (both Old Generation T teachers & New generation teachers may 

have different views, ideas or levels of subject knowledge. For example, many university teachers choose materials which they 

understand and interested in. Therefore, the consideration of teachers’ content knowledge in Libya could be termed “information 

in which the teacher is interested” rather than knowledge.  But some Libyan teachers do meet the proper meaning of content 

knowledge, which is knowledge of the subject matter (p.120). 

 Pedagogical and Practical Knowledge 

 

Grossman (1990) defined Pedagogical Knowledge as “deep knowledge about the processes and practices or methods of teaching 

and learning and how it encompasses, among other things, overall educational purposes, values and aims”. This is a generic form 

of knowledge that is involved in all issues of student learning, classroom management, lesson plan development and 

implementation, and student evaluation. It includes knowledge about techniques or methods to be used in the classroom, the 

nature of the target audience and strategies for evaluating student understanding (pp.212-213).  

Borg (2003) pointed out that teachers’ practical knowledge is included in a general framework of teacher cognition, explained as 

“what teachers know, believe, and think” (p.81). Elbaz (1983) agreed, stating that the teachers’ practical knowledge is teachers’ 

general knowledge, beliefs and thinking, and refers to the knowledge a teacher uses in classroom situations. Also, she points out 

that a teacher’s practical knowledge “encompasses first-hand experience of students’ learning styles, interests, needs, strengths 

and difficulties, and a repertoire of instructional techniques and classroom management skills” (p.5-7). Richards and Lockhart 

(1996) stated that:  

“What teachers do is a reflection of what they know and believe, and … teacher knowledge and ‘teacher thinking’ 

provide the underlying framework or schema which guides the teacher 's classroom actions” (pp.29-30).  

Elmabruk (2008) pointed out that the many LEFLUTs, mostly OGTs, come from different background experiences, as their 

backgrounds addressed their teaching practices and views (p.129). As such, this research investigates the extent to which some 

OGTs, and even some NGTs, are influenced by their previous learning expectancies, which have faced several difficulties, such as 

the suspension of teaching English, and the top down management. Stacey et al. (2001) showed that teachers with deep 

pedagogical and practical knowledge understand how students construct knowledge and acquire skills, and so develop positive 

“dispositions” towards learning, demonstrating teachers’ knowledge of learning theories. As such, pedagogical knowledge 

requires an understanding of “cognitive, social and developmental theories of learning and how they apply to students in their 

classroom” (p.230).  

Simon (1992) noted that pedagogy is a process “through which we are encouraged to know, to form a particular way of ordering 

the world, giving and making sense of it” (p.56). Also, Giroux and Simon (1988) reported that pedagogy is more than “the 

integration of curriculum content, classroom strategies and techniques, a time and space for the practice of those strategies, and 

evaluation purposes and methods.” Instead, they claimed, pedagogy “organises a view of, and specifies particular versions of what 
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knowledge is of most worth, in what direction we should need, what it means to know something, and how we might construct 

representations of ourselves, others, and the world” (pp.11-13). 

However, Meijer et al. (1999) argued that the practical or pedagogical knowledge of various teachers was not “elaborated” 

through the practical knowledge of other teachers: “teachers whose practical knowledge seems to be limited, seldom think about 

their teaching and therefore lack a deep understanding of what is going on in their classroom, in their students’ minds, or in their 

students’ environment” (p.81-82). 

 Teachers’ Knowledge of Learning Theories 

 

One of the most significant aspects of teachers’ knowledge is their knowledge of the methods of teaching and learning theories, 

especially among the LEFLUTs, who come from different cultural and political backgrounds such as (OGT &NGT as mentioned 

in Chapter Two. Also, LEFLUTs may need to know and practice these theories and methods in order to achieve effective learning 

production.  

Teachers’ Knowledge of Curricula  

Shulman (1986) stated that curricular knowledge is “represented by the full range of programs designed for the teaching of 

particular subjects and topics at a given level, the variety of instructional materials available in relation to those programs, and the 

set of characteristics that serve as both the indications and contraindications for the use of particular curriculum or program 

materials in particular circumstances” (p.10).  

Also, Shulman (1995) defined two dimensions of curricular knowledge that are important for teaching: “lateral” curriculum 

knowledge and “vertical” curriculum knowledge. Lateral knowledge “relates knowledge of the curriculum being taught to the 

curriculum that students are learning in other classes”, which means the other subject areas. Vertical knowledge includes 

“familiarity with the topics and issues that have been and will be taught in the same subject area during the preceding and later 

years in school, and the materials that embody them” (p.128). 

In addition, Desimone (2009) reported that the curriculum presented knowledge of which specific parts of the subject teachers are 

supposed to pass on to students at the specific grade level, and what students will be tested on and how. This includes “‘horizon 

knowledge’ about how the subject matter in the current grade’s curriculum will be developed as the students’ progress into higher 

grades, as well as what they have already learned in earlier grades” (p.189). 

As such, that the interchangeable materials, and the existing two generations, OGT & NGT, of teachers’ background knowledge. 

These circumstances, such as the top down way of suggesting materials, present several challenges regarding the curriculum 

knowledge among LEFLUTs. In other words, this is due to the existing situation faced by LEFLUTs in terms of teachers’ 

generations, which might lead each generation, OGTs or NGTs, to express their own knowledge of choosing a proper curriculum 

to teach. Some teachers’ perspectives or a belief may sway them towards a particular choice of material over another, as many  

LEFLUTs may tend to use the materials they like rather than what is useful for their students. And sometimes, those teachers, 

particularly NGTs, might not have the choice to teach specific material.  This could be because of the top down managements 

towards teachers or because of the lack of standard materials offered for each academic year. These are areas to be explored in this 

research.   

 Teachers’ Knowledge of Students’ Learning  
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Appleton (2002) explained that teachers should have an understanding of how students learn and engage, and they should be 

familiar with current education theories and be aware of the need to use varied teaching strategies. Also, teachers need to know 

how to stimulate their students, be aware of being seen as an appropriate role model for students, and be able to communicate 

effectively with parents (p.395).  

Randall and Thornton (2001) pointed out that knowledge of learners requires an awareness about and knowledge of one’s own 

students, their learning strategies, problems and needs in learning in order to know how to cater for all learners’ individual 

differences: “if the goal of teaching is to promote learning; teachers need to be aware of the centrality of learners and how teacher 

behaviour will affect individual learners” (p.55). Ball et al (2008) reported that teachers’ knowledge of learners needs to include: 

“Knowledge about how students think, what tends to confuse, what they find interesting and motivating, what is 

easy and what is hard”, as well as the ability to “hear and interpret students’ emerging and incomplete thinking as 

expressed in the ways that pupils use language” (p.402) 

This point might represent challenges among several LEFLUTs who come from different backgrounds and their experiences of 

how students learn. Sawani (2009) showed that many Libyan EFL teachers (OGTs & NGTs) were influenced by their individual 

views of how students learn rather than following well-known methods (p.66). Richards et al (1991) stated that teacher’ beliefs 

systems come from many different causes: (1) teachers’ own understanding as language learners (2) their experience and 

expectations of what works well (3) traditional teaching practice (4) good personal characteristics and qualities (5) educational-

based or research-based principles (6) and principles derived from an approach or methods (p.30-31).  

Coldron and Smith (1999) determined that “the process of beliefs and professional identity formation begins with a person's self-

perception of being a teacher and then being seen by others as teachers it is a matter of acquiring and re-acquiring an identity 

which is socially legitimated” (p.712). While Richardson (1996) described the relationship between beliefs and actions as: 

“Beliefs are considered to drive actions; however, experiences and reflection on action may lead to changes in and/or to more 

beliefs” (p.104). 

Teachers’ knowledge and Social Activities  

 

Teachers’ knowledge and development essentially occurs through a constant exchange with social circumstances, relationships, 

institutional atmosphere and the wider social forces that affect it. Roberts (1998) pointed out that there is a social “landscape” 

within which a teacher works and within which teacher growth occurs. Therefore, teachers can learn effectively from procedures 

drawn from different learning philosophies, through the mastery of specific skills, through their own cognitive processes, through 

personal constructions, and through critical reflections on their actions (p.16). Creswell (2003) showed that knowledge is socially 

constructed in that it arises out of interactions between individuals and their world (epistemology) (p.77). 

Putnam and Borko (1997) stated that teachers learn a great deal from their social interactions with “discourse communities with 

which they share experiences and learn in context as they experiment with practice in classrooms. The social constructivist view 

recognises the significance of collaboration and communication using a shared language and believes that it is mainly through talk 

that we clarify our ideas, receive feedback from others and interact with experts or peers” (p.1249). Hoban (2002) also showed 

that learning is perceived as being situated in practice, and so communities of practice play a major role. In other words, 

communities of practice provide the context in which teachers can participate in the social construction of knowledge and in 

learning through the sharing of the knowledge that individuals bring to groups with which they interact (p.54). Lave and Wenger 

(1991) pointed out that “all learning in community is situated because the emphasis is on learning as participation in the social 
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world and on moving from the cognitive process to the more encompassing view of social practice” (p.43). In other words, 

teachers’ social activities or development within  community are useful for the sharing of ideas, circulation of feedback and 

development of teaching and teachers’ knowledge, as these activities might be presented through workshops, actions research and 

other means. Thus, I am interested in finding the extent that LEFLUTs might be able to learn through the social practices of their 

community. Among the cultural challenges that  this study can explore is the relationship between male and female in Libya and  

the impacts on teaching and learning of the beliefs and identities  of the existing two generations (OGTs & NGTs), including their 

motivations towards activities.        

 Shulman’s Pedagogical Content Knowledge (PCK) 

Segall (2004) explained that the term “pedagogical content knowledge” was first presented in the discourse of teacher education 

by Shulman in his Presidential Address at the 1985 annual meeting of the American Educational Research Association (p.489). 

Groth (2007) pointed out that Shulman 1986-1987 criticised traditional teacher education for treating content knowledge and 

pedagogical knowledge as separate domains of a teacher’s knowledge base. He believed instead that different subjects have 

different content structures and so teachers should be given an in-depth understanding of how content knowledge and pedagogical 

knowledge are inter-related (p.415). Hyo-Jeong So (2009) reported that Shulman proposed a “third form of teacher knowledge, 

pedagogical content knowledge (PCK)”, and  quoted Shulman’s definition of teachers’ knowledge as: “the way of representing 

and formulating the subject that make it comprehensible to others… an understanding of what makes the learning of specific 

topics easy or difficult” (p.101).  

However, Deborah et al (2008) argued that:  

“Pedagogical content knowledge is often not clearly distinguished from other forms of teacher knowledge. 

Sometimes referring to something that is simply content knowledge and sometimes to something that is largely 

pedagogical skill” (p.10)  

 Basics of PCK 

Shulman (1987: pp.15-16) demonstrated PCK as teachers’ interpretations and transformations of subject-matter knowledge in the 

context of facilitating student learning, and he presented several key elements of pedagogical content knowledge:  

(A) Knowledge of representations of subject matter (content knowledge)  

(B) Understanding of students’ conceptions of the subject and the learning and teaching implications that were associated with the 

specific subject matter 

 (C) General pedagogical knowledge (or teaching strategies) (pp.15-16).  

Cobb and McClain (2001) also advocated approaches for working with teachers that do not separate pedagogical knowing from 

the activity of teaching. They argued that “unless these two are considered simultaneously and as interdependent, knowledge 

becomes treated as a commodity that stands apart from practice” (p.206).   

Mishra (2006) explained that:  
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“PCK exists at the intersection of content and pedagogy, so it does not refer to a simple consideration of content and 

pedagogy, together ‘but in isolation’; but rather to an amalgam of content and pedagogy thus enabling 

transformation of content into pedagogically powerful forms”  

PCK also exemplifies the mix of content and pedagogy into an understanding of how particular aspects of subject matter are 

organized, adapted, and represented for instruction (p.1010-1011). Shulman (1987) also suggested that having knowledge of 

subject matter and general pedagogical strategies, though necessary, were not sufficient for “capturing the knowledge” of good 

teachers. In order to determine the complex ways in which teachers think about how particular content should be taught, he argued 

for PCK as the form of content knowledge that deals with the teaching process  - including the “the ways of representing and 

formulating the subject that make it comprehensible to others” (p.9-10). Puny et al (2006) represented the Shulman’s contribution 

to the scholarship of teacher knowledge diagrammatically by connecting the two circles of teachers’ knowledge such that their 

intersection represents PCK as the “interplay” between pedagogy and content (p.1021). 

 

Figure 1: Shulman's Ideas in Picture 

(Adapted from Puny et al, 2006, p.1022) 

 

 Development of the PCK Idea  

New ideas about teachers’ knowledge development and progress have been discussed and explained by several researchers.  

Valencia (2009: pp.103-106) presented Shulman’s six types or domains of knowledge:  

The first type is content knowledge, which is concerned with being knowledgeable about the subject matter. The second type is 

general pedagogical knowledge, which is the general set of methodologies and strategies that the teacher needs in order to perform 

the teaching activity. The third is pedagogical content knowledge, which refers to the “broad principles and strategies of 

classroom management and organization”. The fourth is curricular knowledge, which is defined as the teachers’ “acquaintance 

with the curricular program of the school and how they make use of it to help their students’ teaching learning processes”. The 

fifth is knowledge of the learner, which refers to the teachers’ engagement with the students’ processes, considering their physical, 

psychological and cognitive characteristics, and the final component of Shulman’s model refers to knowledge of educational goals 

and their philosophical bases, which means that teachers inquire about the educational system’s principles and the social 

expectations they are required to sort out as educators. The following figure shows Shulman’s six categories of teachers’ 

knowledge. 
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V. SUMMARY 

This part has briefly focused on researchers’ and scholars’ views on the frameworks of teachers’ knowledge and their illustrations  

of the PCK concept. The aim of this part, through social constructivist point of view, was to build up a scene and discuss about the 

importance of teachers’ knowledge development for the LEFLUTs. Also it aimed to illustrate what kind of knowledge that the 

LEFLUTs might have acquired and also linked to the Libyan educational context discussed in chapter two. The next part will 

discuss Continuing Professional Development (CPD) and its models as a potential aid for the development of an approach towards 

the development of the LEFLUTs, particularly at the University of Benghazi.  

 The Methodology 

 Qualitative Method of Research 

 Qualitative research method through scenarios and semi-structured interviews has been chosen as the main research tool for this 

research. Since the process of qualitative research supports the researcher in gathering valuable data and findings, it will help to 

understand the situation of LEFLUTs. Strauss and Corbin (1990) reported that qualitative research is generally defined as "any 

kind of research that produces findings not arrived at by means of statistical procedures or other means of quantification" (p.17). 

Bogdan and Biklen (1998) add that “qualitative research is conducted in the natural world, and uses multiple techniques that are 

interactive and holistic. It allows for the collection of data that is rich in description of people, the investigation of topics in 

context, and an understanding of behaviour from the participants’ own frame of reference”(p.10).Moreover, Gubriume et al 

(2000) state that qualitative research is often the only means available for collecting sensitive, valuable and valid data (p.499). 

Shank (2002) described qualitative research as “a form of systematic empirical inquiry into meaning” (p.44).  

 Research Tools 

As mentioned above, the qualitative research method was chosen as the main mechanism for data collection and analysis 

processes with six specially-designed scenarios and semi-structured interviews used as the main tools for gathering the qualitative 

data. The method to be used with these scenarios was to ask the participants what they would do in potential situations. It was 

anticipated that there would be some differences between what participants say in the interviews and what they say they would do 

in the scenarios, and these tools should be able to gather this. The tools are presented as follows: 

 Scenarios 

Applying or designing scenarios for use as a qualitative data collection tool is discussed by various researchers such as Hill (1997) 

who noted the use of typical scenarios in pictorial or written forms, intended to elicit responses (p.177). Hazel (1995) explained 

that scenarios or situations give concrete examples of people and their behaviours on which participants can offer comment or 

opinions (p.2). 

1. Example  Scenario  

 Scenario Six 

“This is a fourth-year university EFL classroom of 60 students in a grammar lesson. The teacher realises that her 

students still have difficulties with tenses, such as past perfect and future tense from their previous year. The teacher 

also finds that her students have to memorize the forms of most tenses during exam times. The teacher strongly 

criticises her students’ level and starts a new grammar lesson. The students face difficulties in understanding their 

new grammar lesson on tenses. What would you do? Why?”  
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 Semi-structured Interviews 

Kvale (1996) defines interviews as “an interchange of views between two or more people on a topic of mutual interest, sees the 

centrality of human interaction for knowledge production, and emphasises the social situations of research data” (p.14). Cohen et 

al (2000) reported that through interviews, interviewees are able to discuss their awareness and interpretation in regards to a given 

situation. It is their own expression of their point of view, as “the interview is not simply concerned with collecting data about life: 

it is part of life itself, its human ‘embeddeddness’ is inescapable” (p.267). 

 Research Difficulties and Notes 

It is important to point out about the difficulties faced during the research and some notes that were made during the data 

collection process.  These difficulties can be summarised under the following points: 

 The first difficulty I had was finding the person in charge of approval at the University of Benghazi. I had to go to the 

most of the administration offices to try to get the university’s approval to collect data from the teachers, and one of the 

officers told me that he had never heard of such an approval letter before.  

 During the process of data collection, many of the participants asked me similar questions, such as “how many 

participants took part in your research?”, “who were they?”, and “how did they respond to the scenarios?” I could not 

answer their questions due to ethical and privacy concerns. 

During the process of presenting the proposal of my research to the participants, I noted that some participants did not know the 

terms PCK and CPD. Even after I explained what CPD means, one particular participant said to me that he had only experienced 

only teacher training programme in that regard, and he has never heard of CPD before.  

 Themes of Data Analysis    

The data analysis went through five phases to give a gradually clearer picture of the responses of the 66 participants. These phases 

gone through: scenario analysis (2) interview analysis. 

 Example; 

 Phase One Findings: Linguistics lesson  

Scenario four: Linguistics 

 

This is a third -Year University EFL classroom of 65 students in a two-hour linguistics lesson on word roots. The teacher starts the 

lesson by describing the information as provided in her material. The students do not interact with their teacher’s explanation and 

find it difficult to understand their lesson. The teacher continues her lesson explanations and asks her students to do the exercises 

individually. She gives them additional time to read the lesson again and do the practice individually, but most students cannot 

answer the exercises. 

 

Out of 18 participants, 11 responded to this particular scenario. For example, M8 (OGT):  

 

 What would you do? 
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“I would show the students the difference between Arabic and English morphology, morphemes and their functions. These 

should be explained in Arabic as much as possible. English morphology, it is much easier for students. Students will not 

find it difficult to understand”     

 

 Why? 

 

“English morphology is based on prefixes and suffixes”. 

 

M8 thinks that the students need to learn the difference between Arabic and English morphemes. This draws on the grammar 

translation method, as he preferred focusing on the contrasting structures of the two languages. M8 did not present any further 

steps of the lesson apart from mentioning showing the difference in structure between the two languages. His confidence in the 

ability of students to comprehend the teaching point from his explanations only is suggestive of a teacher-centred approach. This 

is in contrast to the following response which appears to show more consideration of the problems students may face and diverse 

strategies to address them. 

 

This phase of analysis (phase 4) showed that participants drew upon different knowledge according to Shulman’s 6 categories.  

Some displayed some kinds of knowledge in some scenarios but not in other scenarios they responded to. For example, some 

participants, such as M4 (OGT) who participated in all scenarios, displayed knowledge in Scenario Three but did not display 

knowledge in Scenario Five. In contrast, M3 (OGT) did not exhibit knowledge in any of the scenarios he responded to, except for 

some general pedagogical knowledge in Scenario Two.  

However, M1, F10 and F11 (all group one OGT) displayed the knowledge in all scenarios they responded to. So, it is clear that 

the participants exhibited different types of knowledge according to Shulman’s PCK theory.. This relationship leads to the 

following question as a theme for the next phase to find the source of the problem: “Is it the teacher or the scenario?” 

Example of the interviews analysis  

 The interview Questions  

A. Which scenario did you find interesting to respond to? 

B. Can we talk a bit more about how you obtained the knowledge to deal with those scenarios? 

C. If you had to choose one area to concentrate on for your development as an EFL teacher, what would it be? 

D. Would you like to add anything?  

During the process of conducting the interviews, it appeared that the participants’ responses to some interviews questions differed 

not only in content but also in length. For example in question A, “Which scenario did you find interesting to respond to?” some 

example responses were: 

“I’m so interested in the writing scenario…Because I believe that writing skill allowing students to express their learned 

information” M3 (OGT).  
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“The reading one” F13 (NGT), Also, the “All are good to me” F18 (NGT).   

Also, some participants showed different backgrounds during their response to question B: Can we talk a bit more about how you 

obtained the knowledge to deal with those scenarios?  

For example:  

 

“I was lucky enough to study in both countries Edinburgh and Boston …So, there you go”M2 (OGT). 

 While, F12 (NGT) said:  

 

“It is from my teaching experience as English teacher even before I become university teacher…I had to be 

school teacher for 11 years” 

M14 (NGT) said: 

 

 “It is long history … I have been teaching  at the university for just 5 years , but before that I was interested 

in English … Also, I have got another experience  I was  an air craft controller for 17 years .. So …I have 

responded from my experience” 

The participants’ responses started to get longer from the third question (C): If you had to choose one area to concentrate on for 

your development as an EFL teacher, what would it be? And were even longer on the fourth question D: Would you like to add 

anything? As discussed in chapter two, and as a result of these interview questions, some important themes emerged from the 

participants’ responses. For instance: the management of teacher development within the university, the facilities, the top-down 

approach, and students’ and teachers’ cultures of learning.   

 Summary Findings: overall research findings 

 Libyan beliefs and culture have a strong impact as many teachers find it hard to apply different ideas, methods, and 

methodologies to their EFL teaching, and some teachers try to teach by the same way they learned.  

 There is a strong impact of beliefs, the Libyan community control according to age or loyalty to the government, and the 

political setting in the way teachers make decisions and deal with managers. 

 The age and gender of teachers OGT & NGT and students influence academic collaboration amongst them, as teachers 

face difficulties of age and gender which influenced their relationship with each other.  

 A lack of knowledge and skills development within the University impacts on the EFL teachers’ knowledge and their 

teaching practices and choices. 

 The existing top-down approach impacts on the University, the faculty and the department, and even it impacts on the 

teachers’ motivations towards development or activities. 
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 The poor facilities and resources within the University impact on the teaching and learning processes. 

 The very large number of students impacts on the learning and teaching performance. 

 The poor motivation and lack of collaboration among teachers has a negative impact on their teaching performance.  

 The teachers’ generations were not found to impact greatly on the kind of teachers’ knowledge, as the three 

knowledgeable teachers I have found in my research were OGTs. This suggests that the interest of teachers is the main 

push towards being good teacher. The findings of the research show that the teachers (OGTs & NGTs) vary a great deal. 

It is not only their background or age that influences their choice of approach. Some teach the way they have always 

done, some have changed a lot, some think they are using up to date methods and know their names, but the descriptions 

of their lessons show they do not. 

 Researcher’s Recommendations 

I would recommend and encourage the Libyan teachers at the University  of Benghazi to consider the following: 

 It would be useful for the interested teachers get together to discuss their classroom difficulties and events; by this sort of 

activity, teachers may pick up more ideas and views towards their classroom situations. 

Due to the existing culture which limits wide interaction between men and women, It would be recommended that each 

gender to begin action research as a CPD activity, and then to present the outcomes in wider meetings or conferences.  

I recommend that teachers begin discussing the classroom difficulties they face and try to read up on and find out about the 

possible solution - and then try it, observe it and react to the difficulties. By this sort of activity, teachers will be engaged to 

discover the problems, and read about it as well as try to find solutions for it, without any influence or pressure on their 

beliefs of being qualified for teaching.    

 It would be recommended that interested teachers arrange short classroom action research studies in areas such as 

students’ learning styles, dealing with large groups of students, and methods of teaching used in pairs.  Then they should 

discuss their outcomes with other teachers or other interested people. 

 It would be recommended that interested teachers extend their reading before and after their classroom research, this will 

help them discover more supportive solutions.  

 It would be recommended that the head of the department arrange regular academic meetings to discuss the difficulties 

which exist and to take suggestions from the teachers. 

 It would be recommend that the department managers discuss their points of view with teachers and suggest effective 

materials or decisions.  

 I encourage interested teachers to interact with their interested students for more research, ideas, and feedback activities.   
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 It would be recommend that the university support CPD activities among its teachers and create professional 

development plans and ideas. 

 I would encourage the university to promote more facilities, such as the internet, libraries and language labs. 

 It would be recommended that the university managers arrange meetings with teachers which have an open agenda and 

study their comments and their suggestions.     

 Finally, It would be recommended taking a bottom-up rather than a top-down approach. This point could occur through 

giving more freedom to teachers’ suggestions and start building the future plans from the existing situation instead of 

following the instructions from the top.  
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