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Running head: TEACHERS’ PERCEPTIONS                                                                                  

 

Abstract 

The purpose of this study was to explore Saudi EFL teachers’ perceptions of the quality 

of the new English as a Foreign Language (EFL) Flying High curriculum in selected secondary 

schools in the Sabia Educational Directorate. The researcher examined Saudi EFL teachers’ 

attitudes towards EFL, preparation programs, the quality of the new curriculum, teacher 

practices, and administrative support. The researcher used a 50-item survey with a five point 

Likert Scale.  Participants were 42 Saudi EFL teachers.  

The findings revealed:  a) Saudi EFL teachers think that English is important for 

academic and social purposes; and b) teachers had mixed feelings about the quality of the 

curriculum (Flying High), although they believed that the curriculum reflected high-quality in its 

layout and instructional design, yet, the results indicated that they encountered some difficulties 

in implementing the new methodologies and strategies; c) teachers felt moderately prepared, 

while some teachers thought that college courses prepared them to teach the new curriculum, 

others believed that college courses did not prepare them for teaching the new curriculum; d) the 

results of this study showed that teachers’ practices are not aligned with their beliefs about the 

quality of the Flying High curriculum. Moreover, the results of the study also indicated that 

teachers’ role in the planning of the ELDP was minimal and that teachers and students were not 

ready for the implementation of the new reforms. Finally, the findings revealed that teachers felt 

they were inadequately trained on the new EFL curriculum.     

 

Keywords: teachers’ perceptions, teacher education, EFL curriculum, implementation, reforms, 

administrative support, Saudi EFL teachers, teachers’ practices, beliefs, quantitative research.  
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Introduction 

Teachers’ Perceptions of New EFL Curriculum in Saudi Arabia 

 Much educational research in the last few decades on English as a Foreign Language 

(EFL) and English as a Second Language (ESL), has focused on the beliefs of teachers towards 

changes in curriculum and educational practices, acknowledging their crucial role of informing 

teaching decisions in the classroom (Yook, 2010; Pajares, 1992). Research has shown that any 

improvement in student learning requires change in teachers’ beliefs because they are essential 

players in implementing the new reforms (e.g., a new curriculum) and can contribute to the 

success or failure of educational change (Fullan, 2001; Allen, 2002).  

EFL research has identified that the failure of new EFL curriculum in most education 

systems is the result of teachers holding unfavorable perceptions towards the proposed changes, 

such as changes in pedagogy (Dailey, 2010; Saad, 2011; Senussi, 2009). Teachers’ perceptions 

towards new curriculum can be contributed to many factors, including their education, EFL 

teaching experiences, and EFL contexts (Yook, 2010; Senussi, 2009).  According to Lee (1998), 

teachers’ perceptions towards innovation were a significant factor in determining the educational 

innovation's success or failure. Allen (2002) emphasized the importance of conducting research 

that identifies teachers’ perceptions, and noted that new implementations into the classroom must 

acknowledge and account for them or risk disappointing results.  

A number of studies that have focused their attentions towards teachers in EFL contexts 

(such as Saudi Arabia’s) have examined teachers’ perceptions towards curriculum innovation, 

language teaching, and educational policies. The majority of these studies found that curriculum 

innovation is shaped by teachers’ perceptions, which in turn affects the implementation of the 

new reforms (Xiongyong, 2011; Yook, 2010; Daily, 2010; Chio, 2000; Saad, 2009). Other 

studies have found that when teachers have been included in the decision making process, such 
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as the designing of curriculum, they are more likely to enable the success of new changes in any 

education system (Shawer, 2010; Tay, 2009).  

EFL Educational Reforms in Saudi Arabia 

Kachru (1985) identified Saudi Arabia as a part of the expanding circle of nations, where 

English is recognized as a foreign language. EFL is taught in all Saudi schools, from elementary 

to secondary, where it currently holds a high status.  The Ministry of Education (MOE) in Saudi 

Arabia has dedicated a considerable amount of resources towards teaching English as a foreign 

language, recognizing the opportunities that the acquisition of EFL can provide students, 

including the opportunity to pursue higher educational opportunities in English-Speaking 

environments. In order to better meet the needs of students, a number of curriculum reforms have 

been put into effect, some at a huge monetary cost. 

Typical curriculum project reforms in EFL contexts, including Saudi Arabia, can be 

described as being created through a project cycle (Tribble, 2012). According to Tribble (2012) 

the project cycle first includes the initial policy development and identification of the project, 

and from there, the design, implementation, and the final evaluation phases take place. While 

each of these phases should be viewed collectively, the implementation phase is often regarded 

as one of the more critical phases in determining a curriculum's success (Fullan, 2001). Wang 

and Cheng (2005) suggested that awareness to what is occurring during the implementation 

phase is critical because it can help to pinpoint why the reform is struggling, once it has been 

rolled out. As EFL teachers implement the curriculum, it is important to shape the 

implementation phase around their ideas and opinions.  Policy makers who fail to identify and 

adopt teachers’ views, concerning proposed curriculum changes, are typically unable to affect 

their desired objectives (Allen, 2002).  
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Despite the many EFL curriculum changes that have been implemented over the years in 

the Saudi schools, each can be classified as being poorly designed, badly implemented, and/or 

ineffectively evaluated during the implementation (Liton, 2013; Alsaadat & Al-Braik, 2004).  

According to several Saudi studies, much attention and resources have been directed towards 

planning reforms and designing EFL courses, but not enough time or attention has been spent on 

the actual implementation of curriculum (Al-Ameer, 2008; Al-saadat and Al-Braik, 2004).   

Since 1970, the Saudi MOE has invested a great deal of time and money in reforming the 

education system and implementing new curriculum for EFL; however, these efforts have failed 

to completely achieve the goals of teaching English in Saudi schools. Despite the increased 

attention and EFL's growing importance, a number of studies have determined that Saudi EFL 

students fail to attain the required language proficiencies needed to communicate in an English-

speaking environment (Alsaadat & Al-Braik, 2004; Ur-Rahman & Alhaisoni, 2013). 

Recently, Saudi Arabia's MOE initiated new educational reforms (King Abdullah 

Project), with the generalized objective of improving the education system as a whole.  These 

educational reforms included improving the school environment, using information technology 

to improve learning, developing curricula and learning materials, continuing employees’ 

professional development, and supporting non-class activities and student services (Tatweer, 

2012).   

A key aspect of the new educational reforms is the English Language Development 

Project (ELDP). The ELDP introduces (Flying High) a new EFL curriculum series (Brewster, 

Davies & Rogers, 2014) for the elementary, middle, and high school levels, as well as the hiring 

of curriculum design experts in order to ensure the quality of the series.  The project aims at 

improving English teaching by emphasizing intellectual, creative, communicative skills, and 
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learner-centered approaches, as well as encouraging the development of critical thinking skills.  

As many Saudi EFL teachers are experienced in other pedagogies, there is some uncertainty as to 

whether some of the curriculum's new features, such as the communicative teaching and learner-

centered approach, will create issues which might negatively affect the effectiveness of the 

ELDP.  

Problem  

The author determined his topic based on professional experience in Saudi Arabia as an 

English teacher and supervisor. Through conversations with teachers in Saudi Arabia, he noticed 

that teachers had mixed feelings about the amount of training they received in the new 

pedagogical techniques. Many were also concerned about the mismatch between what they had 

been taught in college to prepare for their career and the demands of the new curriculum. They 

also had ambivalent opinions regarding the structure of curriculum and courses, changes in 

methodology, and the amount of content to be covered in a 45 minute period. 

Purpose of this Study 

As a response to the MOE’s new reforms, the purpose of this study was to examine Saudi 

EFL teachers’ perceptions of the new curriculum Flying Highthat has been introduced into Saudi 

secondary schools in the Sabia Directorate of Education (SDE). Sabia is a city in the southern 

part of Saudi Arabia. The Directorate of Education is an agency that oversees and directs over 

1160 schools in the area. The study explored teachers’ perceptions, examining several contexts, 

such as Teachers’ attitude of EFL, teachers education and preparation programs, teachers 

perception of the Flying High curriculum, teachers practices and the MOE administrative support 

to answer the research question.  
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Research Question  

  The main research question is: What factors have a relationship with teacher perception 

of the quality of the Flying High Curriculum? Sub-questions investigated the relationship of 

attitude (section A), teacher preparedness (section B), teacher practices (section D), and 

administrative support (section E). 

Sub-questions. What is the relationship between attitude toward English language and 

perception of the quality of the Flying High curriculum? What is the relationship between 

teacher preparedness and perception of the quality of the Flying High curriculum? What is the 

relationship between teacher practices and perception of the quality of the Flying High 

curriculum? What is the relationship between the administrative support and perception of the 

quality of the Flying High curriculum?      

Significance of this Study 

As the Saudi MOE continues to modernize and reform EFL curriculum, the innovations 

and changes have created a need for this study, especially as teachers’ perceptions and their 

relevance towards the success of any educational change, has not been taken into consideration. 

Additionally, research on this issue, within the Saudi context, has not yet been conducted. 

Therefore, it is important to identify teachers' perceptions and why teachers’ might feel the way 

that they do towards the curriculum.  

This study provided a profile of teachers’ perception towards the recent EFL changes and 

the factors that have a relationship with their perceptions of the Flying High curriculum. Studies 

have shown this to be a valuable precursor, as teachers’ positivity towards educational changes 

in EFL curriculum are likely to transfer to the classroom, where students benefit from both the 

curriculum design and their teachers’ positive attitudes towards the content. 
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Literature Review 

 In this literature review, the researcher reviewed a number of empirical studies on 

EFL/ESL teaching, teachers’ beliefs, educational reforms and teacher education. Furthermore, as 

the study was conducted in the Saudi context, it was important to explore the language policy in 

Saudi Arabia and provide a historical background of teaching EFL in Saudi Arabia, including 

recent educational reforms. The purpose of the study was to examine teachers’ perceptions of the 

quality of the new EFL curriculum and the factors that have a relationship with teachers’ 

perceptions. Therefore, the focus of the literature was on teachers’ beliefs and curriculum 

reforms. While there is a lack of research into this subject in the Saudi Arabian context, the 

researcher explored many empirical studies that were conducted in countries where English is 

taught as a foreign language. A review of these studies helps to form a conceptual and 

methodological framework to answer the research question.   

English as a Global Language 

English is a global language and continues to be recognized internationally as the 

language of business, industry, technology, and education (Kachru, 1992). Among many 

academic scholars who have discussed the cause and effect of English's current position in the 

global community, Crystal (2012) in his text English as a Global Language offered an objective 

discussion of the history, growth, and future of English as a global language. He suggested that 

the United States' economic, political, religious, technological, and cultural forces, together, are 

the factors that aid in understanding how English has evolved to its current standing. Crystal 

(2012) reported how current global politics have helped to establish and maintain English's 

dominant position. For example, he discussed how the media, such as film, newspapers, and 

advertising primarily use English as their preferred vehicle for communication. He also stressed 

the official use of English in political gatherings and international organizations as the Lingua 
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Franca, which has replaced translation. Another important occurrence that has helped to further 

establish English as a global language is the role of tourism, where English has become the 

language of the signs and other facilities. Moreover, Crystal made a case that he believes the 

English will continue in its position as a global language for the next 25 years, largely due to its 

dominant role in technology and the media (Crystal, 2012). 

The spread of English language. English, at present, is the most widely used language 

for international communication. According to Crystal (2012) by 1990, English showed a 

dramatic increase in numbers of speakers. However, neither the mother tongue nor the number of 

speakers that makes a language global, but its official status and teaching in a foreign country. 

For example, Latin became an international language during the time of the Roman Empire 

because of the cultural and the political power of the Romans. Yet Latin was not a global 

language and did not have the reach that English does today (Crystal, 2012). Also, Crystal (2012) 

reported that there is a strong relation between the dominance of a language and economic, 

technological, cultural, religious and political power. Without the political and technological 

power of the United States in the international setting, English would not be a dominant language 

(Crystal, 2012). 

Kachru model.  Kachru (1992) describes the spread of English around the world in 

terms of three circles. The inner circle represents where English resides as a first language, an 

outer circle which represents where English is used as a second language and, an expanding 

circle, where English is a foreign language (Kachru, 1992) (see Figure 1). One of the more 

interesting predictions that Crystal (2012) made in his text English as a Global Language is that 

he argued English will continue to spread in the outer circle to the point that they will challenge 

the inner circle's ownership of the language. This will add new words to the English lexicon, 
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changes in grammar, code switching, and eventually, English may break up into new forms and 

multidialectism (Crystal, 2012).  

 

 

 

 

 

 

 

 

 

 

 

Figure 1: Kachru’s three circles of English. The figure shows the classification of Englishes 

around the world as found on Google Images 

World Englishes and English as a Lingua Franca 

According to Berns (2008), the spread use of English in the outer and expanding circles 

has led Jenkins who has different studies in English as a Lingua Franca (ELF) to propose 

establishing accent norms for non-native speakers in the international community where English 

is used as a means of communication; the accent of the native speakers should not be imposed in 

the outer circle (Berns, 2008). ELF holds that the rules of pronunciation in EFL contexts should 

be changed for outer circle speakers, and not be influenced by the accents of native speakers 

(Berns, 2008). On the other hand, Crystal (2012), assures that new forms and multidialectism 

such as Singlish will emerge and we must accept different kinds of use as a price of being global. 
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As a result, he suggested that people use different national Englishes in their cultures, but they 

should use a more international style of English when they communicate with people outside 

their cultural context (Crystal, 2012). 

Teaching English in International Setting 

English language is taught for different purposes in international settings. In some Asian 

countries such as India, English is taught for social and academic use. Students are supposed to 

use English when communicating with their families and in other daily life situations. In these 

countries, students have much exposure to English in the environment (Tarone, 2005). Tarone 

(2005), stated that the primary goal of learning English in most expanding circle Asian countries 

is for “academic and professional uses of English” (p. 4). Tarone suggested that these countries 

should teach academic content and English language genres using native speakers or expert 

users, as well as instructional models such as content-based instruction and language immersion 

models to improve students’ English proficiency (Tarone, 2005). 

 Yoshida (2004) describes the English classes in Asian countries by stating that students 

are passive and the teacher is active; while Japan is in Eastern Asia, and Saudi Arabia is in the 

Middle East, the classroom dynamics are very similar. The model of the classroom is teacher-

centered with a native accent model. English is not practiced in real life situations outside the 

classroom, while students’ main focus is on passing the exam. Yoshida also stated that English is 

an international language used by different people in different contexts and that students need 

much exposure to a variety of English models in order to achieve communicative intelligibility 

(Yoshida, 2004). 
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Teachers’ Beliefs and Sources of their Beliefs 

 Definitions of teachers’ beliefs. Throughout the last decades, there has been a 

considerable attention to research on teachers’ beliefs and the sources of their beliefs (Bryan, 

2012). Belief is a complex and difficult term to define, and the literature has not provided a 

consistent definition for this phenomenon (Bryan, 2012; Borg, 2001; Pajares, 1992). However, 

an extensive review of the literature by Bryan (2012) has defined beliefs as “part of a group of 

psychological constructs that describe the structure and content of human thought that is 

presumed to drive a person’s actions” (p. 478). The term belief is used interchangeably with 

other terms including perceptions, attitude, values, perspectives, conceptions, opinions, and 

ideology (Pajares, 1992). Therefore, for the purpose of this study, these terms will also be used 

interchangeably to refer to teachers’ beliefs and perceptions. 

Belief and knowledge. The biggest obstacle into an investigation into teachers’ beliefs is 

how to make a distinction between beliefs and knowledge.  Borg (2001) reported that “one of the 

key differences between belief and knowledge, is that knowledge must actually be true in some 

external sense”, while an individual’s beliefs may not necessarily to be true or held by others 

(Borg, 2001, p. 186). Pajares (1992) argued that knowledge and belief are connected with each 

other, and that belief is used as means to interpret new phenomena (Pajares, 1992).   

Bandura 1986 (as cited in Pajares, 1992) believed that there is an assumption that 

individuals are better understood from their beliefs rather than their actions and that “beliefs are 

best indicators of the decisions individuals make throughout their lives” (p. 307). Pajares (1992) 

concluded that several assumptions must be used when studying teachers’ perceptions and 

beliefs. These assumptions included: (a) that culture, schooling and experience are significant 

sources for teachers’ beliefs; (b) that knowledge and beliefs are connected with each other; (c) 
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that beliefs act as a filter to interpret knowledge; (d) that educational beliefs correlate with each 

other and might have connections with others that are related to the central system; (d) that old 

beliefs are more resistant to change than new ones; and that (e) beliefs function as tools that 

interpret and make decisions (Pajares, 1992). 

Drawing on Borg (2001) and Pajares’ (1992) discussions, we can infer that the definition 

of the term belief is vague and difficult to understand. Beliefs are evaluated by individuals and 

not necessarily to be true or held by others. Beliefs guide the individuals’ thoughts and behaviors 

and are resistant to change if they were formed earlier. Understanding teachers’ beliefs is 

essential because there is a “strong relationship between teachers’ educational beliefs and their 

planning, instructional decisions, and classroom practices” (Pajares, 1992, p. 326). 

Sources of teachers’ beliefs. Different studies reflect on how teachers develop their 

beliefs about teaching. Saad (2013) suggested that teachers develop their beliefs over time from 

their experience as learners and teachers. Some teachers teach as they were taught as English 

language learners, and some prefer certain teaching styles, strategies and techniques over others 

and use them in their classroom. Further, teachers develop their beliefs from educational research 

and apply these principles in their classrooms. For example, some teachers may prefer to use the 

audio-lingual method and plan their teaching accordingly; while other teachers prefer to use the 

communicative teaching method and apply its principles in their classrooms. 

In a study of 81 secondary school teachers in the United States, Collinson (2012) 

collected sources of teachers’ attitudes and beliefs found in literature and developed them. 

Findings reported 14 sources that form and influence teachers attitudes: family and friends, 

teachers and colleagues, professional development, imaginative life, experience as learners and 

teachers, prior career, experimental or accidental use, and government policies (Collinson, 2012). 
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Results of this study were that “sources such as experimental or unanticipated use, intensive 

professional development, …government policies and going abroad all provided opportunities to 

re-examine, reinforce, or refine values and attitudes” (p. 341). The study suggests that “well-

designed professional development may be able to help teachers surface, articulate, understand, 

and synthesize their own values into a coherent worldview and to appreciate how their values 

attitudes affect their work and those whose lives they influence” (Collinson, 2012, p. 342).  

Similarly, Fleming, Bangou, and Fellus (2012), identified five factors that influence 

teachers thought of language: prior beliefs, interaction with peers, the course textbook, lectures 

and practicum experience. The findings of this study indicated that teachers form and extend 

their beliefs about language at earlier stages of their careers. The study argued that extensive 

research which focused on teacher candidates’ perceptions as they move forward in their careers 

was needed.  

Teachers’ Perception and Educational Change   

Teachers’ perceptions of curriculum change. Literature on teachers’ beliefs revealed 

that the change process is complex (Fullan, 1991). This is because change includes institutional 

and personal factors (Lami, 2004). Teachers’ perceptions are a key factor that influences the 

change process. A number of studies suggest that what teachers believe about the new reforms 

(e.g. new curriculum) affect the success of the proposed change (Gregoire, 2003; Lee, 1998).  

Introducing a curriculum is not enough for change to occur and will not bridge the gap (Klein, 

1994). This is because success requires change in teachers’ beliefs and practices (Fullan, 2001). 

According to Orafi and Borg (2009) “curriculum innovations that conflict with teachers’ beliefs 

are less likely to be adapted as planned in the classroom” (p. 244). Pajares (1992) states 

“researchers who have wandered into it have found exploring the nature of beliefs a rewarding 
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enterprise, and their findings suggest a strong relationship between teachers' educational beliefs 

and their planning, instructional decisions, and classroom practices” (p. 326).  

Bantwini (2010) and Lamie (2004) have identified different aspects that affect teachers’ 

perceptions of the new reforms: practical constraints (e.g. book and class size), reforms visibility, 

and a lack of confidence, awareness, training and feedback.  In China, Xiongyong and Samuel 

(2011) conducted a study to measure teachers’ perceptions of implementing task-based language 

teaching. Findings indicate that teachers’ perceptions of class size affected the implementation of 

the new reform although teachers were aware of the importance of the reform for students 

(Xiongyong & Samuel, 2011). A possible explanation to this is, as Smith and Southerland (2007) 

found in their study, teachers “consciously choose to embrace, alter, or ignore the reform 

message” (p. 415). A cause of this is that teachers’ former beliefs guide their decisions and 

practices (Pajares, 1992).   

Change, if it is to be a long-lasting process, requires cooperation and collaboration but, 

according to Fullan (2001), change is a complex process. Bantwini (2010) states that 

“introducing curriculum reforms should not be the end of the reform process but the beginning of 

a long journey to the desired success” (p. 89). Several studies indicate that failing to provide 

enough awareness, pedagogical and training support for teachers leads to misunderstanding of 

the message of the new reforms which creates conflict and resistance from the part of the 

teachers (Gess-Newsome et al., 2003; Smith & Southerland, 2007; Bantwini, 2010).  

In short, change requires realizing and understanding new meanings (Fullan & Miles, 

1992). The fact that change requires new information and new ideas means that administrators 

and curriculum designers should not expect that teachers have enough knowledge about the new 

curriculum to successfully implement it (Bantawini, 2010). Lack of knowledge, teachers’ beliefs 
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and contentment of how the new curriculum should be implemented would affect the degree of 

success in the implementation (Smith & Southerland, 2007; Bantwini, 2010). Further, 

incompatible perceptions between teachers and reformers affect the outcome of the new reforms 

(Gess-Newsome et al., 2003). Goh (1999) argued that top-down change causes conflict and 

resistance from the teachers. Change needs cooperation to occur, so establishing good 

communication with teachers before and during the change process, and taking into 

consideration their role as implementers, will facilitate this process (Fullan, 2001).   

Teachers’ perceptions and classroom practices. The role of teacher’s perceptions is 

known as an important factor that affects classroom practices. A number of studies identify a 

mismatch between teachers’ beliefs and their actual practices in the classroom. For example, 

Hiep (2007) examined three teachers’ beliefs implementing communicative language teaching 

(CLT) in Vietnam. Results found that teachers’ beliefs are inconsistent with their practices. 

Although they believed that (CLT) is important for developing students’ communicative skills, 

they were not using activities such as group work and role play in their classroom. This is due to 

several factors such as number of students in the classroom, teachers’ abilities and beliefs about 

students’ abilities (Hiep, 2007). This indicated that what teachers believe is not necessarily 

consistent with their actual practices in the classroom.   

However, other studies have reported that teachers’ perceptions are consistent with their 

practices. For example, Johnson (1992) conducted a study which include 30 participants, then 

observed three teachers and examined their theoretical beliefs. The first teacher was using 

function-based approach, the second adapted a skill-based approach, and the third implemented a 

rule-based approach. Findings indicates that all the three teachers held beliefs that are consistent 

with their practices.    
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In conclusion, studies suggest a strong relationship between teachers’ beliefs and 

teachers’ practices. According to Allen (2002), teachers’ beliefs inform their actual classroom 

practices. For this reason examining teachers’ beliefs is rewarding and can bring about change in 

practice. He argues that disregard of teachers’ beliefs when introducing new classroom practices 

will lead into undesired results.   

Teachers’ perceptions of students’ abilities. Teachers often complain of students’ low 

proficiency and motivation to learn English as a second/foreign language (Fareh, 2010). This 

belief influences instructional practices and leads the teachers to ignore implementing the new 

reforms. Latif (2012) examined how a standards-based communicative curricular reform in 

general secondary schools English in Egypt changed teachers’ practices and the factor 

influencing their practices. Results found that teachers allocate more time for teaching grammar 

and vocabulary and neglect other skills because they perceive students low English level as an 

obstacle hindering teaching speaking writing and listening. 

Research on teachers’ perceptions identifies that teacher’s opinion about students play an 

important role on how teachers perceive and apply curriculum change. In a study carried out in 

South Africa to examine teachers’ perception of RCNS required teachers to change their 

traditional approaches and use inquiry-based learning approach. Findings reported that teachers 

thought that the new approaches were difficult for their students to understand and felt frustrated 

to implement the new reforms (Bantawini, 2010). In other words, teachers observed students 

with less abilities than were needed to be successful and did not implement the new reforms as 

intended. According to Bantawini (2010): 

The new teaching approaches encourage the use of inquiry-based learning and also 

promote elements of the constructivist approach. Teachers felt that the new teaching 
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approaches required excessive work as they had to assist learners to understand and apply 

them. They complained that most of their learners, who are mostly from rural 

backgrounds where resources such as libraries are scarce, are not familiar with carrying 

out research projects. Given these limitations, teachers were required to put in a great 

deal of extra effort and teach their learners the basics of research; this takes time and is 

considered as extra work. Aggravating the situation was the fact that most of these 

teachers were themselves not familiar with the research projects they were expected to 

assist the learners with (p. 86).    

Teachers’ Perception and Teacher Education 

This study will highlight the role of teacher education and professional development 

programs in changing teachers’ beliefs about the content they teach.  Teachers’ education and 

other professional development programs are a significant source of teachers’ beliefs and it is in 

these programs where they acquire the knowledge and develop their teaching practices. 

Education influences teachers’ beliefs about what is consistent in teaching and role perception 

which in turn shape their practices (as cited in Tatto, 1998). While Donaghue (2003) stated that 

“teachers’ beliefs influence the acceptance and uptake of new approaches and techniques” which 

influence their professional development (p. 344). Tatto (1998) suggested that  “reflecting and 

attempting to understand how their beliefs influence their teaching are critical to teachers’ 

development and change in role conceptions and teaching practices” (p. 66). Donaghue (2003) 

suggested that teachers need extensive awareness-training courses in order to change their 

beliefs. 

Literature has found that teachers enter teacher education programs with prior beliefs that 

influence the way they perceive knowledge (Pajares, 1991; Saad, 2011; Mattheodakis, 2007). 
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According to Saad (2011) teachers were learners themselves who acquired the language through 

a variety of approaches and were taught by teachers and educators who held different beliefs and 

use varying teaching practices. As a result, teachers assume that they should teach as their school 

teachers or academic professors taught them. According to Wong and Wong (1991) “many 

teachers teach as their academic college professors taught them, thinking that is the way to 

teach” (p. 29).  

Further, most EFL/ESL teacher education programs emphasize the theoretical parts of 

ESL and neglect the practical aspects. These courses are far from actual, practical classroom 

practices that do not teach teachers why a certain approach is more effective than others 

(Mattheodakis, 2007). Fleming et al., (2011), examined how teacher-candidates grapple with 

beliefs about language during their professional training. During the practicum course, 

participants showed willingness to use language as a social practice in the classroom. Candidates 

argued why this tendency is not emphasized in the teacher-training course. Results of the study 

suggest that “reflective practice anchored in the social nature of learning must be as central to 

ESL teacher training as it is in general education” (p. 54).  

Professional development. Borg (2011) conducted a qualitative longitudinal study to 

investigate the impact of an intensive eight-week in-service teacher education program in the UK 

on the beliefs of six English language teachers.  This study reports that three of the six teachers 

showed positive awareness of beliefs after participating in Delta program. Results suggested that 

teacher education has an impact on in-service teachers’ beliefs. According to Borg (2011): 

Thus, as we have seen, through teacher education teachers’ beliefs can be strengthened 

and extended; they can be made more apparent to teachers and assume a form that can be 
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verbalized; teachers can learn how to put their beliefs into practice and also develop links 

between their beliefs and theory (p.378). 

On the other hand, this study acknowledged that the program has not impacted some of 

the teachers and that they did not feel significant changes. Borg argued that teachers often do not 

feel significant changes during a short in-service training program (Borg, 2005). This might be 

because they need enough time to think and reflect on their own practices (Gregoire, 2003).  

 Mattheodakis (2007), conducted a study in Greece to examine EFL teachers’ beliefs and 

track changes after exposing teachers to a three-year teacher education program which 

emphasize integrating declarative and procedural knowledge. Findings revealed that a few of 

teachers’ beliefs were constant without considerable change while the majority of teachers’ 

beliefs changed gradually (Mattheodakis 2007). Similarly, Peacock (2001) has found surprising 

stability in teachers’ beliefs. In the third year, trainees still believed that a second language was 

learned through vocabulary and grammar rules.  Both Mattheodakis (2007) and Peacock (2001) 

pointed out that teacher education had little effect on teachers’ beliefs. Their studies contradicted 

with Tatto’s (1998) findings that teachers’ education programs can play a significant role in 

changing teachers’ beliefs.  

To summarize, research on teachers’ education revealed that teachers arrive at teachers’ 

education programs with previously held beliefs which were developed from different sources. 

Some beliefs are stable and resistant to change, while others are subject to gradual change. 

Contradiction among the studies was apparent regarding the effect of teacher education program 

in changing teachers’ beliefs. Some studies acknowledged that teachers’ education programs 

have great influence on teachers’ beliefs, while others suggest that they have little effect. Most 



TEACHERS’ PERCEPTIONS     19 

 

  

  

studies found that engagement through teaching practices is significant for teachers to raise their 

awareness of their own beliefs. 

Language Policy in Saudi Arabia 

 Education policy in Saudi Arabia states that Saudi students must study another language 

along with Arabic (Saudi MOE, 2003). Due to the fact that the English language provides access 

to resources in many topics, such as science, technology, and business, the Saudi MOE started 

teaching English in schools to enable students to get access to the scientific and technological 

knowledge. In Saudi Arabia, students acquire EFL as a means to improve their post-secondary 

educational opportunities, or to participate in an English-speaking, international business 

environment. 

History of teaching English language in Saudi Arabia. Teaching English in Saudi 

schools is an issue that has been a part of Saudi Arabian education from 1929 to the present time. 

According to a report by Alhajailan (2009), English was introduced to Saudi public schools in 

1929 and taught as a main subject in the elementary level. It was then stopped in 1942 for 

reasons that are unclear Alhajailan (2009). In 1944, English was introduced again to those select 

Saudi schools designed to prepare students for studying abroad (also known as scholarship 

schools), and soon after were reintroduced into the rest of the Saudi educational system, where it 

continued to be the most important foreign language, then French. In 1953, the Saudi education 

system featured different reforms including setting rules for the middle and high schools, 

teaching English and French in Saudi schools (Alhajailan, 2009). 

The Saudi Ministry of Education (as cited in Mohammed, 2013) outlined the following 

goals for teaching English as a foreign language in Saudi schools: 

1. To develop the students’ intellectual, personal and professional abilities. 
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2. To acquire a level of proficiency in language skills (listening, speaking, reading 

and writing) that enables them to communicate with speakers of English. 

3. To acquire the linguistic competence necessarily required in various life 

situations. 

4. To acquire the linguistic competence required in different professions. 

5. To develop their awareness of the importance of English as a means of 

international communication. 

6. To develop positive attitudes towards learning English. 

7. To develop the linguistic competence that enables them to be aware of the 

cultural, economic, and social issues of their society in order to contribute in 

giving solutions. 

8. To develop the linguistic competence that enables them, in the future, to present 

and explain Islamic concepts and issues, and participate in spreading Islam 

(para.1). 

The Ministry of Education in Saudi Arabia recognized the importance of acquiring EFL 

for Saudi students, in order to pursue educational opportunities in an international, English-

speaking environment (Moskovsky & Alrabai, 2009). In preparation for their post-secondary 

educational studies, Saudi students often study EFL for up to eight years. Though many Saudi 

students dedicate a considerable amount of time to EFL learning, many still struggle to 

communicate using EFL. Studies have determined that Saudi EFL students often lack the 

necessary characteristics to become proficient in a foreign language (Ur Rahman & Alhaisoni, 

2013).  
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Ur Rahman and Alhaisoni (2013) conducted a study on the status of English in Saudi 

schools and explain the challenges of teaching English as a foreign language in Saudi Arabia. 

They stated that in the past, English was not given a high status by Saudi students because 

Arabic is used as a means of communication in Saudi Arabia. Ur Rahman and Alhaisoni 

summarized the situation by stating, “[English] was introduced as a compulsory subject from 

class seven, but hardly the students had given any emphasis in acquiring the efficiency in English, 

instead they considered it as a language to pass in the examination” (2013, p. 113). Nowadays, the 

situation is different, English is recognized by Saudi students as the language of technology, science 

and education. Yet, “…the level of achievement in learning English as a foreign language is far 

below” the desired level (Ur Rahman & Alhaisoni, 2013, p. 114). 

Debate around the Saudi education system. The Saudi education system has been 

criticized by international and Saudi educators for its inability to prepare students to participate in the 

global market, often citing the ineffectiveness of rote learning and the overemphasis on religious 

instruction at all levels. They fear that Saudi students will fall behind in other areas of studies such as 

math and science, and that the Saudi education system will not prepare students to meet the scientific 

and technological requirements of 21st century life (Prokop, 2003). Prokop (2003), also assures that 

the Islamic content is emphasized in Saudi education in order to maintain the religious identity and 

loyalty of the Saudi society. While recognizing the need for changing the curriculum, Saudi religious 

leaders often reject the criticism and refuse or are extremely reluctant to allow any change to be 

imposed on the Saudi education system (Elyas & Picard, 2013; Prokop, 2003).  

Also, curricula in the Saudi education system was often criticized for being overly 

traditional and not matching the current needs, even though it may have been appropriate in the 

past (Alrasheed, 2000). Different studies pointed out that there is a rising demand for developing 

students’ analytical and thinking skills as well as increasing the interaction between the student 
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and the teacher (Elyas, 2010; Jamjoom, 2009). According to Prokop (2003) “many Saudi 

students and professors complain that there is too little emphasis on analytical and creative 

thinking” (p. 80). Other studies claim that the traditional style of learning in Islamic nations 

dominates on the education system, and has a negative effect because it focuses too much on 

memorization and neglects other skills. Such traditional pedagogy should not take over 

creativity, which is an essential part of an effective learner’s development (Fareh, 2010; Elyas & 

Picard, 2013).  

Despite relatively frequent, and wide, sweeping reforms, the English language curriculum 

implemented in Saudi schools has been consistently criticized by many educators in that it 

doesn’t provide students with the necessary skills to be proficient in English (Ur Rahman & 

Alhaisoni, 2013). Ur Rahman and Alhaisoni (2013) assert that  “…, the policy makers and 

syllabus designers in Saudi Arabia fail to design a curriculum or a syllabus after conducting a 

needs analysis program” (p. 115). Fareh’s (2010) findings revealed that the lack of teachers’ 

training, a teacher-centered approach, low motivation, emphasis on memorization, inadequate 

assessment methods and inappropriate curriculum are the major challenges that confront EFL 

programs in Arab countries (Fareh, 2010).  

Reforming Saudi Education System 

This has led the Ministry of Education to think seriously about the development of its 

educational system through a Ten–Year plan 2004–2014, and set the following goals which has 

been translated by Wikipedia. The content and translation was checked by the researcher by 

cross-referencing the content in the Wikipedia (2012) page with information obtained from Al 

Rasheed (2000), the Saudi Ministry of Education website, Tatweer website (the agency 

responsible for the design of the King Abdullah Development Project, which oversees the ELDP 
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and curricula for the entire nation of Saudi Arabia) websites (Al Rasheed, 2000; Tatweer, n.d; 

Ministry of Education in Saudi Arabia, n.d):  

1. The education of 4- to 6-year-old children and the consideration of kindergarten as 

an independent stage as compared with other educational stages in terms of its 

buildings and syllabi. 

2. Accommodation of all age categories from 6–18 years-old at various stages of 

education. 

3. Deepening the spirit of loyalty and pride of the country through intellectual 

awareness of Saudi Arabia’s national issues. 

4. Preparing students academically and culturally at the local and international levels 

to be able to achieve advanced international posts in the fields of mathematics and 

science for various age categories, taking into account International tests’ standards. 

5. Organization of girls’ technical education. 

6. Development of an educational system for students with special needs. 

7. Development and growth of educational and administrative training for the 

Ministry’s personnel. 

8. Improvement of internal and external sufficiency for the educational system. 

9. Development of syllabi based on Islamic values leading to the development of male 

and female students’ personality and to their integration in society as well as to the 

achievement of scientific and thinking skills and life characteristics resulting in self-

education and lifelong learning. 

10. To improve the quality of male and female teachers and to increase the citizens’ 

rate in the education sector to achieve the full use of Saudi human resources. 
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11. To develop the educational structure and to update the school map to meet the 

expected quantitative and qualitative changes in the next stage. 

12. To develop the infrastructure of information and communication technology and its 

employment in education and learning. 

13. To develop male and female adults’ education and to eradicate illiteracy. 

14. The Ministry’s comprehensive administrative development. 

15. Expansion of social participation in education. 

16. To establish integrated systems for accountability (para. 3). 

King Abdullah Project for the General Education Development. In 2004, the 

Ministry of Education in Saudi Arabia created a reform project for developing the education 

system, called the King Abdullah Project for General Education Development, which is on based 

on an education policy which incorporates the Islamic religion and the history of Saudi Arabia 

(Ministry of Education, 2014). This project aimed to improve the school environment, as well as 

promote the use of information technology to aid learning. Other goals included the development 

of curricula and learning materials, and to continue employees’ professional development. The 

project also supported student involvement in extracurricular activities and expanded and 

improved student services.  Changes in the curricula aimed to meet the current scientific and 

technological growth and development, both locally and internationally (Tatweer, 2014). 

English Language Development Project. A key aspect of the new educational reforms 

is the English Language Development Project (ELDP), which introduces new EFL curriculum in 

the elementary, middle, and high school levels, and also includes the hiring of curriculum design 

experts from US, in order to ensure the quality of the new ELDP curriculum. The ELDP (see 
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Figure 2) includes five phases (a) selection, (b) alignment, (c) application, (d) evaluation, and (e) 

generalization (Tatweer, n.d).  

 

 

 

 

 

 

    

 

 

 

Figure 2. Phases of ELDP reform project. This figure illustrates the design cycle of the project. 

Recently, a number of Saudi schools have been selected to implement the Flying High 

curriculum. The Flying High project aims at improving EFL teaching by emphasizing 

intellectual, creative, and communicative skills in teaching EFL, learner-centered approach and 

the development of critical thinking skills (Ministry of Education in Saudi Arabia, n.d; Tatweer, 

n.d), which introduce characteristics different from current and traditional approaches to teaching 

EFL in Saudi Arabia. In other words, this represents significant Language Education changes. 

English Language Education Change 

Despite all efforts and attempts at reform in the past decades, educational change, 

including English language education, remains a complicated issue (Branson, 2010). This is due 

to the fact that it involves several different aspects, such as, the teacher, the school, and the 
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district (Fullan, 2001). Fullan (2001), summarized educational change in the context of 

understanding both the change “theories of education” and the change process “theories of 

change” (p. 48). In other words, to bring about changes in education, we must know what aspects 

need change, why they are worth changing, and how to change and implement the new 

innovations; misunderstanding any of these questions very often leads to a shallower change and 

disappointing results (Fullan, 2001; Allen, 2002).  

Several educational reform projects in English Language Teaching (ELT) have been 

conducted in different countries in attempts to bring about change to their education systems. 

While some of these projects may have failed to achieve the intended goals or remained 

incomplete, others were successful (Tribble, 2012). Christison and Murray (2012) discussed 

understanding organizational innovation and change in English language education, stressing 

that these reform projects may differ from one context to another and what is applicable for one 

context may or may not be common to all contexts. Managing the projects requires 

communication skills, administrative support, and change of framework (Christison & Murray, 

2012).  

Curriculum change. Planning for curriculum change requires accounting for different 

aspects. Among these aspects, the subject matter, the awareness of the change process, teachers’ 

language knowledge and proficiency, teaching approaches and teachers’ beliefs (Christison & 

Murray, 2012; Fullan, 2001; Bantwini, 2010; Lamie, 2004). As Fullan (2001) states “Changes in 

beliefs and understanding (first principles) are the foundation of achieving lasting reforms” (p. 

45). Overall, curriculum change does not simply take place by changing the textbooks, rather it 

requires understanding the context, planning and organizing the change process, and a change in 

beliefs (Fullan, 2001; Christison & Murray, 2012; Tribble, 2012).  
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As Fullan (2001) stated “… educational change is not a single entity even if we keep the 

analysis at the simplest level of an innovation in the classroom” (p. 39). Educational change 

(including curriculum change) involves three dimensions (a) introducing new materials; (b) 

using new teaching approaches; and (c) changing attitudes. Without considering all of these 

components, efforts will most likely fail to achieve the goals of the reform (Fullan, 2001; Allen, 

2002).   

Curriculum implementation. Implementation is a critical phase where ideas of reforms 

and changes are interpreted into actual practices to bring about desired change (Fullan, 2001; 

Wang & Cheng, 2005; Allen, 2002). “Implementation is a variable, and if the change is a 

potentially good one, success (such as improved students learning or increased skills on the part 

of the teachers) will depend on the degree and quality of change in actual practice” (Fullan, 

2001, p.70).  

Researchers have identified different factors that affect implementation of a new 

curriculum. These factors include context and the need for change, awareness and clarity of the 

message, teachers’ language knowledge and pedagogy, knowledge of the subject matter, 

teachers’ beliefs and government support (Fullan, 2001; Lamie, 2004; Bantwini, 2010; Gregoire, 

2003; Smith & Southerland, 2007). Fullan (2001) argues that “if any one or more factors are 

working against implementation, the process will be less effective” (p. 71). These factors are 

related to each other and should not be detached in order to accomplish the intended result 

(Fullan, 2001). Preparation long before the actual implementation of a new curriculum will 

assure effective implementation (Taole, 2013).   

Successful implementation requires accounting for all variables affecting the actual 

practices of the new reforms (Fullan, 2001). Among these factors are adequate teacher 
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preparation, which includes knowledge of the subject matter, pedagogical support and change of 

teachers’ beliefs (Bantawini, 2010; Gregoire, 2003; Gess-Newsome, Southerland, Jhonston, & 

Woodbury, 2003; Smith & Southerland, 2007). Bantawini (2010) found that the lack of teacher’s 

preparation caused the failure of the implementation of the new curriculum that had been 

introduced into South African secondary schools (Bantawini, 2010).  

Teachers’ support. During the implementation process, teachers should not be left to 

predict and interpret the new reforms. In the absence of adequate support, teachers rely on their 

former knowledge, experience and beliefs to interpret the new curriculum (Saad, 2011). Policy 

makers and curriculum designers must provide teachers with enough support to understand the 

materials and the teaching pedagogy (Fullan, 2001; Bantawini, 2010). As Taole (2013) reported, 

training is an important factor that helps teachers to scaffold their understanding of the new 

curriculum. While Gregoire (2003) argued that teachers need more time to think about their 

actual practices and experience the new reform, he also suggested that teachers should be 

provided with enough training to scaffold their understanding of the new curriculum.   

Moreover, needs-assessment to gauge the level of knowledge of the new curriculum and 

skills is required in order to provide teachers with supportive feedback to develop their practices. 

It can be done by subject advisors, who form a link between curriculum designers and educators. 

Then, teacher trainers are responsible for assisting teachers to implement the new curriculum 

properly by providing them with practical examples and by showing them how to employ the 

curriculum pedagogy (Taole, 2013).  

Curriculum evaluation. Educational change is a continuous process and should not stop 

after introducing the new reforms (e.g. new curriculum) (Bantawini, 2010). Similarly, Tribble 



TEACHERS’ PERCEPTIONS     29 

 

  

  

(2012) considers the evaluation process as a very important phase that should start before 

designing the project and continues throughout the reform process:   

Monitoring and evaluation are best seen as a process which starts before the project 

design has been completed (in the form of a baseline study) and which continues for 

some time after the last project product has been handed over to end users. Through 

systematic and focused monitoring and evaluation, the project team is able to improve its 

own processes and apply learning from earlier stages to activities in later stages in the 

completion of the project. Without such monitoring and evaluation, the chances for 

sustainable impact are dramatically reduced (p. 25).  

For example, the evaluation of Egypt’s longest running ELT program revealed that the 

program “succeeded in developing curricula but failed on two fundamentals of reform: building 

ownership and improving capacities” (Tribble, 2012, p. 25). The study suggested that monitoring 

and evaluation from the early stages will be beneficial to accomplish the intended results 

(Tribble, 2012). Fullan (2001) argues that implementation and continuation are influenced by 

similar factors. For example, a teacher’s decision to embrace or ignore the reforms, or a lack of 

support from the agencies, may result in the failure to complete a project (Fullan, 2001). 

Summary of Literature 

The literature review was conducted to provide the researcher with a conceptual and 

methodological framework to answer the following research question: 

Research question. The main research question is: What factors have a relationship with 

teacher perception of the quality of the Flying High Curriculum? Sub-questions investigated the 

relationship of attitude (section A), teacher preparedness (section B), teacher practices (section 

D), and administrative support (section E). 
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Sub-questions. What is the relationship between attitude toward English language and 

perception of the quality of the Flying High curriculum? What is the relationship between 

teacher’s preparedness and perception of the quality of the Flying High curriculum? What is the 

relationship between teacher’s practices and perception of the quality of the Flying High 

curriculum? What is the relationship between the administrative support and perception of the 

quality of the Flying High curriculum?      

The review of literatures explored English as a global language, teaching English as a 

foreign language in international settings, with an emphasis on Saudi Arabia. The history of 

teaching English in Saudi Arabia was discussed, as well as its language policy and reforms to the 

Saudi education system. The researcher also conducted extensive research on teachers’ 

perceptions and educational change. This was done to better understand the factors in relation to 

teachers’ perception of the quality of the Flying High curriculum that has been introduced into 

Secondary schools in Sabia Educational Directorate.       

Few studies have explored Saudi EFL teachers’ perceptions. Therefore, the researchers 

drew heavily on research in other context where English is taught as a foreign language. For 

example, extensive research has explored Korean and Chinese EFL teachers’ beliefs and 

educational reforms. The review of these studies provided the researcher with understanding of 

the nature of teachers’ beliefs and educational change in English language education.  

In conclusion, the literature shows that the educational change is a complex process 

which involves different components and influenced by different factors such as teachers’ 

beliefs, teachers’ preparedness and the degree of support given to the teachers by administration. 

Any attempt to change curriculum or educational policy without considering these factors may 

not achieve the intended outcomes (Allen, 2002; Fullan, 2001). 
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Methodology 

Step One 

 Review of literature. The researcher conducted a literature review to support the topic of 

teachers’ perception of a new English curriculum. He collected readings in Arabic and English in 

other contexts where English is taught as a foreign language, requested documents from the 

Ministry of Education in Saudi Arabia and surfed the official website of the King Abdullah 

Development Project. He also, spent considerable time reading and examining the structures and 

the features of the new curriculum Flying High (Brewster, Davies & Rogers, 2014), in order to 

gain much understanding of the research study. 

Step Two 

Framework. This study subscribed to the theoretical framework that a teacher's 

perception towards the curriculum that he or she is to follow, will reflect on the curriculum's 

overall effectiveness in the classroom (Gregoire, 2003; Lee, 1998; Xiongyong & Samuel, 2011).  

For example, if curriculum is deemed to be exemplary and far superior to the previous 

curriculum, but a teacher holds an unfavorable perception of the new curriculum, the negative 

perception will lead to a negative effect in its implementation in the classroom. The framework 

for this study is supported by the literature review and includes: Teachers’ attitude towards EFL, 

teachers’ education and preparation programs, teachers’ perception of the Flying High 

curriculum, teachers’ practices and the MOE administrative support. 

Research question. The main research question is: What factors have a relationship with 

teacher perception of the quality of the Flying High Curriculum? Sub-questions investigated the 

relationship of attitude (section A), teacher preparedness (section B), teacher practices (section 

D), and administrative support (section E). 



TEACHERS’ PERCEPTIONS     32 

 

  

  

Sub-questions. What is the relationship between attitude toward English language and 

teacher perception of the quality of the Flying High curriculum? What is the relationship 

between teacher preparedness and perception of the quality of the Flying High curriculum? What 

is the relationship between teacher practices and perception of the quality of the Flying High 

curriculum? What is the relationship between the administrative support and perception of the 

quality of the Flying High curriculum?      

Step Three 

Instrumentation. This study utilized a survey which was adapted from the following 

studies to suit the purpose of this research: (Edwards & Fitzpatrick, 2002; Yook, 2010; Aqel, 

2009; Liton, 2013; Al-saadat, & Al-Braik, 2004). In developing the survey, the author drew 

heavily in section C items (i.e., 17, 18, 19, 20, 21, 22.23, 24, 27, 30, 31. 32, 35, 36) from a book 

by Edwards & Fitzpatrick, (2002), which provided guidelines to administrators for evaluating 

ESL programs.  

The author also referred to surveys used in other contexts where English is taught as a 

foreign language. For items 1, 7, 8, 41, 47, 50, he drew from a dissertation completed by Yook, 

(2010), which examined Korean EFL teachers’ beliefs about English language education in 

Korea, sources of their beliefs, as well as their perceptions of the Korean Ministry of Education, 

Science, and Technology-initiated reforms in English language education, and the degree of 

implementation of the reforms in their classroom teaching. The author also drew on surveys used 

in previous studies (i.e. Liton, 2013; Al-saadat, & Al-Braik, 2004) in their investigation of Saudi 

EFL teachers’ perceptions about EFL curriculum change.  

In order to ensure that the survey's accuracy is not compromised in translation from 

English to Arabic, the survey was first translated into Arabic and then into English. After 
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drafting the survey, the researcher emailed both the English and Arabic versions for peers and 

professors whose native language were Arabic or English to review the accuracy of the language 

used. The survey was evaluated and checked by two English language professors from SUNY 

Fredonia and three Arabic native speakers who work for the Ministry of Education in Saudi 

Arabia. Professors and peers were asked to review wording, grammar and bias. The survey was 

retuned back with valuable suggestions for the researcher to adopt. The survey was refined by 

the researcher then sent back for final review before it was issued to teachers.  

The survey featured five different sections: teachers’ perceptions about EFL teaching and 

learning in the Saudi context, teachers' perceptions of their EFL education, teachers’ perceptions 

of the Flying High curriculum, teachers’ practices when implementing the Flying High 

curriculum and current administrative support, and the Saudi Ministry of Education initiated 

reforms.  

The survey featured 50 items in five sections (see Appendix A for English version and B 

for Arabic version) issued to each participant in a five point Likert Scale, from 1 strongly 

disagree to 5 strongly agree, which will identify their perceptions. 

 Section (A) featured six items that are intended to examine teachers’ perceptions of 

learning and teaching EFL in the Saudi context. The theoretical framework suggested that 

teachers’ negative perceptions about teaching and learning English in the Saudi context may 

affect the implementation, while teachers’ positive perceptions will facilitate it (Gregoire, 2003; 

Lee, 1998; Xiongyong & Samuel, 2011). 
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Table 1 

Learning and teaching English as a foreign language in Saudi Arabia 

Item   Statement 

A1  Learning English is important for Saudi students. 

A2  Learning English has an impact on Saudi students’ life. 

A3  Learning English is important in students’ social life in Saudi Arabia. 

A4  Learning English is only important for academic purposes for Saudi students. 

A5  Teaching English in Saudi schools affects the use of Arabic language. 

A6  Teaching English in early stages will delay students’ progression in Arabic.    

Section (B) includes items, numbered seven to 15 which investigate teachers’ education 

and preparation programs when they were university and/or college students. These items are 

intended to examine whether teachers have received adequate preparation and training which 

enable them to implement the methodologies and strategies adapted in the new EFL curriculum 

Flying High. This section requires teachers to provide information about the type of courses 

offered to them when they were college students and whether these courses have affected their 

abilities and teaching skills.     

Table 2 

 Teachers’ education and preparation programs 

Item  Statement 

B7 English courses were grammar focused.   

B8 English courses were communicative focused. 

B9 English courses offered developed students thinking skills (e.g. critical thinking, problem solving, and 

creative thinking skills).  

B10 English courses focused on students’ communication skills (e.g. speaking and listening). 

B11 English courses focused on interpersonal skills (e.g. managing groups and cooperative learning).  

B12 English courses offered current EFL teaching best practices. 

B13 English courses offered experience in EFL teaching practices and instructional strategies used in 

elementary, intermediate, and secondary curriculum.  

B14 English courses only focused on theoretical aspects.  

B15 English courses provided students with field experience in schools.  
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Section (C) consists of 21 items asking teacher perception about the new EFL curriculum 

(Flying High). The section is divided into four parts; curriculum layout, curriculum guides and 

instructional materials, instructional design and focus on students’ learning and engagement. This 

section is intended to examine Saudi EFL teachers’ perceptions of the new curriculum and 

understand the type of beliefs they hold.   

Table 3.1 

 Curriculum layout 

Item   Statement 

C16  The appearance of the textbooks is attractive.  

C17  The units of study are organized in an appropriate sequence. 

C18  The curriculum reflects a meaningful progression from the lower to the higher level. 

Table 3.2 

Curriculum guides and instructional materials 

Item  Statement 

C19  Curriculum guides and support materials are clearly written and serve as meaningful and 

useful tools. 

C20  Instructional materials, including technology resources, support the rationale and 

philosophy of the curriculum. 

C21  Instructional materials (textbooks, teachers’ books and activities) are available and reflect 

current educational best practices.   

Table 3.3 

Instructional design 

Item  Statement 

C22  Essential competences across the four skills areas (reading, writing, listening and 

speaking) are identified and given priority in the development of the curriculum.    

C23  Instructional strategies and learning activities are based on the curriculum learning goals.                                                                                                

C24  Different approaches to language pedagogy such as content based and communicative 

language teaching are presented. 

C25  Teaching practices and instructional strategies used in the overall design of the curriculum 

are clear and applicable. 

C26  Teaching methodologies and strategies being used in the new curriculum are very 

important in developing students’ language skills. 
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Table 3.4 

Focus on students’ learning and engagement 
Item  Statement 

C27 Goals and expectations for students learning are clearly communicated. 

C28 The number of students in the classroom allows the teacher to practice the new methodologies and 

teaching strategies that are addressed in the new curriculum. 

C29 Some parts of the new curriculum are above students’ proficiency level. 

C30 The curriculum provides a structure for all students to attain high levels of competency of essential 

knowledge and skills. 

C31 The curriculum will prepare students for the workplace and/or continuing education. 

C31 The curriculum accommodates students’ learning needs. 

C32 The curriculum addresses higher order thinking skills (critical thinking, problem solving and 

creative thinking skills). 

C33 The curriculum emphasizes students’ communicative skills. 

C34 The curriculum is culturally appropriate and incorporates other cultures as well as students’ own 

culture.    

C35 The curriculum connects students with daily life issues. 

C36 Goals and expectations for students learning are clearly communicated. 

Section D featured four items which investigate teachers’ practices when implementing 

the new curriculum to identify teachers existing practices and how they interpret the new 

curriculum design. This section is also intended to provide information about teachers’ beliefs 

that might affect the implementation process positively or negatively. 

Table 4 

Teachers’ practices 

Item   Statement 

D37  I have encountered difficulty with some of the new methodologies being used in the new 

curriculum 

D38  I teach the content that is only appropriate for students’ proficiency level. 

D39  I only use the methodologies that are consistent with the time available for teaching each 

lesson. 

D40   I only use the methodologies and strategies that I believe at students’ levels and support 

their learning. 
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Section (E) includes 10 items which examine teachers’ perceptions of the Ministry of 

Education supervision and administrative support provided to them. This section looks to 

identify the procedures of monitoring and evaluating the ELDP and the supportive feedback 

provided to teachers. 

Table 5 

English language development project supervision and administrative support 

Item   Statement 

E41  I have enough knowledge about the English Language Development Project English 

Language Development Project and its objectives. 

E42  I believe that there is need for developing EFL curriculum in Saudi school. 

E43  I participated in one or more stages of planning the English Language Development 

Project. 

E44  I consider myself a participant in this project and responsible for its success or failure. 

E45  The Ministry of Education and the curriculum designers took into consideration the 

readiness of the teachers and the students before implementing the new curriculum.                  

E46  I was offered an orientation program about the  English Language Development Project 

E47  I have received adequate training on the English Language Development Project which 

secures successful implementation. 

E48  The administrators assess the stages of the English Language Development Project and 

identify teachers’ opinions about the project progression.  

E49  The administrators assess the implementation process and provide teachers with supportive 

feedback to develop their practices. 

E50  I have received adequate training on the instructional design of the new curriculum (Flying 

High) which had influenced my teaching ability. 

The survey also includes demographic data (i.e. gender, age, major & experience) for 

each participant in order to determine whether trends exist between demographic variables and 

teachers’ perceptions regarding this study’s areas of emphasis, such as whether teachers with less 

experience trend to have beliefs that differ significantly with the perceptions of more 

experienced teachers. Moreover, teachers were required to provide information about their 

certification. A teacher was considered to be certified when he had his/her major from a college 
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of teachers, college of education and/or hold an education diploma. This section also includes the 

amount of training that he or she had on the ELDP and the new curriculum.  

Table 6 

Participants’ demographic data  

Item  Choices  

Gender  Male (     )      Female (     ) 

Age  (       ) years 

Major   Diploma (    )      BA  (    )    MA (    )    PHD (    ) 

Teaching Certification  Certified  (     )       Not certified  (     ) 

Years of experience  Less than 3 years (    ) 5-10 (    )  10-15 (    ) more than 15 (  ) 

ELDP training hours  (         ) hours 

Curriculum training hours  (         ) hours 

Step Four 

Request permission. In Saudi Arabia, consent is required to enter schools and gather 

data for research purposes. Therefore, SUNY Fredonia invited the Sabia Educational Directorate 

on April 8, 2014 to participate in this research study by providing the researcher with the 

permission and the support in the distribution of the surveys to EFL teachers who are 

implementing the Flying High curriculum in selected secondary schools (See Appendix C & D). 

The Sabia Educational Directorate approved the request, and the researcher was allowed on May 

27, 2014 to distribute surveys for the teachers of boys’ and girls’ schools (See Appendix F). 

Step Five 

Applying for scientific journey. Saudi Cultural Mission to the USA (SACM) offered 

students scholarships, known as “Scientific Journeys” to Saudi Arabia and to other countries to 

collect data for research purposes. In order to be granted a Scientific Journey, student must 

provide SACM with the following documents:  a request for Scientific Journey, an academic 

recommendation from the advisor, a research proposal, academic records and consent from the 
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institution where the study is conducted (see Appendix for documentation). After collecting all 

required documents, the researcher requested Scientific Journey from SACM to conduct his 

study in the Sabia Educational Directorate. The researcher was granted a scholarship to return to 

Saudi Arabia on May 25, 2014 to collect data from secondary schools. (See Appendix C for 

documentation).  

Step Six  

Choosing participants. This study was planned to include a large sample of participants 

from urban and rural schools to provide statistically meaningful data. The researcher  chose the 

sample from this district because it featured participants from both rural and urban areas. This 

variety of locations may provide variable insights into EFL teachers’ perceptions in these areas. 

Further, the Sabia Educational Directorate is one of the biggest institutions in Saudi Arabia, and 

thus has an adequate number of boys and girls schools that are mandated to implement the Flying 

High curriculum. The researcher had to eliminate rural schools from the sample because they 

were not implementing the new curriculum. The researcher targeted 64 teachers total. 

Almost all the 64 (100%) male and female Saudi EFL teachers, who are implementing 

the Flying High curriculum in the Sabia Directorate of Education received the survey. Forty four 

(68.8%) surveys were returned. Two (3.1%) surveys were discarded by the researcher. One 

survey included incomplete page. While the second survey included invalid data because the 

respondent drew a line down through all responses, indicating the same response for every 

question. As a result, 42 (65.6%) of the 64 Saudi EFL teachers completed and returned the 

survey.  
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Step Seven 

 Demographic overview. All of the 42 participants were native Arabic speakers. Twenty 

four (57.1%) were male and eighteen (42.8) female Saudi EFL teachers. All respondents are 

implementing Flying High curriculum in a total of 21 boys’ and girls’ secondary schools in the 

Sabia Directorate of Education. Their average age is 36, ranging from 24 to 47. Their teaching 

experience in secondary schools varied from one year to over 15 years.  All participants held 

bachelor’s degrees, but three held master degrees in English language. Thirty three of the 

participants were certified. In Saudi Arabia, certified teachers graduate from a college of 

teachers, college of education and/or hold a certification diploma in education. The sample over-

represented male EFL teachers by (14.2%) because the number of boys’ schools that are 

implementing the Flying High curriculum is higher than girls’ schools.  

Step Eight  

Survey overview. The researcher visited the Sabia Directorate of Education and 

conducted different meetings with the head of the English department in the Sabia Educational 

Directorate. He also met with five educational supervisors and explained the goals of the study 

and the procedures related to the survey. They were asked by the researcher to distribute the 

surveys and explain the confidentiality to the teachers.  

Confidentiality. Teachers were notified that his or her identity was to be coded once the 

surveys are received, in order to protect their identity. Willing participants were informed that 

under no circumstances, would their names or the names of their schools be included in the 

published study.  In addition, Educational supervisors informed each participant that their 

willingness to complete and return the survey back to the EFL department symbolized their 

consent to participate in the study.   



TEACHERS’ PERCEPTIONS     41 

 

  

  

Step Nine 

Meeting participants. The researcher conducted random field trips to meet the teachers 

and the administrators to ensure that the surveys were distributed. The researcher also remained 

available to answer calls and respond to any questions that teachers might have. The researcher 

provided flexibility to participate by allowing a two week window of opportunity to complete the 

survey. 

Step Ten 

Collecting surveys. After two weeks, surveys were returned to the English department in 

the Sabia Directorate of Education and given to the researcher. As soon as the surveys were 

collected, the responses were transferred into the English version. Each survey was numbered so 

that the Arabic version and English version had the same number in case surveys were 

misplaced. 

Step Eleven 

Coding. To organize the data base, the researcher coded the demographic data. The 

variable gender was coded in numbers where 1 signifies male and 2 signifies female. The 

variable degree; diploma, bachelor, master and Ph.D. were coded in numbers 1 to 4. The 

demographic data also included certification status.  Certification status signified that the teacher 

holds a degree from a college of teachers, college of education and or has a certification diploma 

in education. A teacher with certification is labeled yes while a teacher without certification is 

labeled no. While coding the years of experience, the researcher used numbers from 1 to 4 to 

represent less than 3 years, 5-10, 10-15 and more than 15. The following table explains the 

coding system that the researcher used in organizing the data base. 
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Table 7 

Demographic data coding 

Category   Variable  Code  

Gender   Male  1 

Female  2 

Major   Diploma 1 

Bachelor 2 

Master 3 

Ph.D  4 

Certification   Certified  yes 

Not certified  No 

Years of experience  Less than 3 years 1 

5-10 2 

10-15 3 

More than 15 4 

Step Twelve  

 Data analysis. The researcher designed a data base using Microsoft Excel. The data base 

included survey number, demographic variables (i.e. gender, age, major, certification, years of 

experience, number of ELDP training hours & number of curriculum training hours) and 

responses from numbers 1 to 50.   

The researcher took four steps to analyze the data:  First, he calculated average score per 

item, then per section to look for any overall trends. Second, he ran frequencies per item and per 

subgroups where subgroups were determined by selecting groups of items that best answer the 

research question. The researcher looked for variability within sections by conducting item 

analysis to determine whether trends exist within each item. Then the researcher used pivot 

tables to investigate relationship between important factors (see sub-questions) and teachers’ 

perceptions regarding this study's areas of emphasis. In other words, the researcher analyzed the 

data to see if there were any surprising or interesting results or trends after the numbers were 

calculated.  Third, the researcher constructed tables and figures to show interesting trends 
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between two variables. Using Excel, the researcher displayed the data in a graphic that allowed 

the researcher and reader to easily see the differences between two variables, such as the 

differences in beliefs of male and female teacher to the survey items. Fourth, the researcher drew 

conclusions about the data and reported the results and summarized his findings.  
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Results 

The purpose of this section is to report results of the quantitative analysis of the collected 

data using a survey based on five point Likert-Scale. In reporting the results of each section of 

the survey (see Appendix A for the full survey), the researcher took three steps: first, he reported 

the average score per item and per section, noting whenever interesting results in the data 

analysis emerged. Second, the researcher reported frequency of responses per item by identified 

subgroups. Subgroups were determined by selecting items that have related ideas and by 

grouping them together, based on the research questions. Third, the researcher looked into 

variability within each section and reported surprising or interesting results. Fourth, the 

researcher reported the relationship between important factors (see sub-questions) and teachers’ 

perceptions regarding this study's areas of emphasis. To analyze data, the researcher mainly used 

the Excel functions “average” and “count if” as well as pivot tables to compare two variables at 

once. To make the presentation of the results more effective, the researcher used Figures and 

Tables to show trends that exist across variables.  

Attitudes toward Teaching and Learning EFL in Saudi Arabia 

 Section (A) included six items which were intended to measure teachers’ attitudes 

towards learning and teaching EFL in the Saudi context. The researcher calculated average 

scores per item. Interesting averages were found in item A1 (1.2), item A2 (1.4), item A4 (4), 

and A5 (3.9).  

The importance of learning EFL. Items A1, A2 and A3 related to the importance of 

learning EFL for Saudi students. Analysis of frequencies of this subgroup showed that the 

majority of the participants believed that learning English is important for Saudi students. 

Results of item A1 showed that 42 (100%) of the participants agreed that learning English is 

important for Saudi students. Responses of item A2 indicated that 41 (97%) agreed that learning 
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English has an impact on a Saudi students’ life and only 1 (2%) strongly disagreed. Results of 

item A3 indicated that 33 (79%) agreed that learning English is important in students’ social life 

in Saudi Arabia while 8 (19%) disagreed and 1 (2%) did not know (see Figure 3).  

 

The majority of the sample surveyed did not agree with the statement in A4 that learning 

English is only important for academic purposes (see Figure 4). Results showed that 30 (73%) of 

the participants disagreed while 11 (27%) agreed. It is important to note that the teachers’ 

responses to item A4  aligned with the results of item A3 English is important for Saudi 

students’ social life (see Figure 3).  In other words, the results showed that teachers felt that 

English is important for both academic and social purposes for Saudi students. 

 

item A1        % item A2       % item A3        %

strongly agree 31 74% 27 64% 15 36%

agree 11 26% 14 33% 18 43%

do not know 0 0% 0 0% 1 2%

diagree 0 0% 0 0% 7 17%

strongly disagree 0 0% 1 2% 1 2%
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Figure 3: Frequency of  items A1, A2 and A3. The Figure shows the responses to the 
importance of learning and teaching EFL in the Saudi context.
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Figure 4: Frequency of item A4. The figure shows teachers’ attitude towards 
learning English for academic purposes in Saudi Arabia
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Items A5 and A6 showed that the majority of the respondents did not believe that 

teaching English affected the use and/or delayed students’ progression in Arabic language (see 

Figure 5). Responses to item A5 showed that 36 (86%) disagreed that teaching English in Saudi 

schools affects the use of Arabic language while 4 (10%) agreed and 2 (5%) did not know. 

Results of item A6 showed that the majority of the teachers (33 of 42, or 86%) disagreed that 

teaching EFL in early stages will delay students’ progression in Arabic while 5 (12%) agreed 

and 2 (5%) were neutral. In conclusion, the results of this section reported that the participants 

believed that learning and teaching EFL in the Saudi context is very important for academic and 

social reasons  (See Figure 5, below).  

  

Teacher Education and Preparation Program 

Section (B) included items B7 to B15, which aimed to measure teachers’ perceptions of 

their education and preparedness. The researcher calculated average scores per item and did not 

find surprising results, i.e., moderate response answers were found, that were neither very high in 

agreement or disagreement. Then, he ran frequencies for sub-groups determined by selecting 

groups of items that best answer the research question.  
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item A5 0 4 2 23 13

      % 0% 10% 5% 55% 31%

item A6 1 4 2 24 11
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Figure 5: Frequency of items A5 and A6. The Figure shows responses to the effect 
of teaching EFL on Arabic language in Saudi Arabia.
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The focus of English courses in the college level. The results of this subgroup which 

included items (B8, B9, B10, B11 and B14) were moderate in percentages except item B14. Item 

B14 showed a high agreement percentage (see Figure 6). Item B8 showed that 20 (50%) of the 

respondents agreed that English courses were communicative focused while 18 (45%) disagreed 

and 2 (5%) did not know. Item B9 revealed that 20 (50%) of the respondents agreed that English 

courses offered developed students thinking skills (e.g. critical thinking, problem solving, and 

creative thinking skills while 20 (50%) disagreed and 2 (5%) were neutral. Item B10 showed that 

22 (52%) of the participants agreed that English courses focused on student communication skills 

(e.g. speaking and listening) while 19 (45%) disagreed and 1 (2%) did not know. Results of item 

B11 indicated that 23 (56%) agreed with the statement that the EFL courses which were offered 

to students focused on interpersonal skills, while 16 (39%) of the respondents disagreed and 2 

(5%) were neutral. Analysis of item B14 revealed another interesting result.  The majority of the 

respondents (27 of 42, or 64%) agreed that the college courses only focused on theoretical 

aspects while 10 (24%) disagreed and 5 (12%) were neutral.  
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Figure 6: Frequency for  items B8, B9, B10, B11 and B14. It shows the focus of  EFL 
courses offered to participants when they were college students.
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EFL teaching practices. The second subgroup included items (B12, B13 and B15) 

which related to the EFL teaching practices offered to participants when they were college 

students (see Figure 7). Results of item B12 showed that 19 (48%) agreed that English courses 

offered current EFL teaching best practices while 17 (43%) disagreed with the statement, and 4 

(10%) did not know. Responses to item B13 revealed that 20 (48%) agreed that English courses 

offered experience in EFL teaching practices and instructional strategies used in elementary, 

intermediate, and secondary curriculum while 17 (42%) of the participants disagreed with the 

statement and 4 (10%) did not know. Result of item B15 showed that 28 (67%) of the teachers 

agreed that English courses provided students with field experience in schools while 11 (26%) 

disagreed and 4 (10%) indicated that they did not know. This could have been due to the 

respondent not understanding the question or not wanting to answer (see Figure 7). 

 

The researcher looked for variability within section B by conducting item analysis to 

determine whether trends existed within each item (see Figure 8). Analysis of item B8 and B10 

showed contrasting trends between participants based on gender of the respondents (gender 

item
B12

       %
item
B13

      %
item
B15

%

strongly agree 2 5% 1 2% 3 7%

agree 17 43% 19 46% 24 57%

do not know 4 10% 4 10% 4 10%

disagree 15 38% 11 27% 8 19%

strongly disagree 2 5% 6 15% 3 7%
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Figure 7: frequency distribution for items B12, B13 and B15. The Figure showed 

responses to the subgroup which examined the focus of the EFL teaching practices 

in college courses.  
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effect). It is important to note that both items were related to the features of the Flying High 

curriculum and the MOE initiated reforms, which emphasized a more communicative language 

teaching approach.  

The results of item B8 revealed that male responses contradict female responses. Results 

showed that 14 (64%) of the male teachers agreed that English courses were communicative 

focused. By contrast, the majority of the female EFL teachers showed high disagreement, as 12 

(67%) disagreed with the same statement (see Figure 8, below).  

 

Analysis of item B9 English courses offered developed students thinking skills (e.g. 

critical thinking, problem solving, and creative thinking skills) showed differences among 

participants due to their majors (see Figure 9). Teachers who held Bachelor degrees were 

typically more moderate in their responses while 3 (100%) of the teachers who held Master 

degrees strongly disagreed that English courses developed their thinking skills when they were 

college students (see Figure 9). 

strongly
agree

agree do not know disagree
strongly
disagree

male 1 13 2 6 0

    % 5% 59% 9% 27% 0%

female 1 5 0 10 2

    % 6% 28% 0% 56% 11%
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Figure 8: Frequency distribution of item B8. The Figure shows male and female 

responses to item B8 English courses were communicative focused
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As for item B10, analysis revealed gender differences which also supported the results of 

item B8. The researcher found that 16 (67%) male EFL teachers agreed that English courses 

focused on students’ communication skills (e.g. speaking and listening). By contrast, 12 (67%) of 

the female EFL teachers disagreed with the same statement (see Figure 10).  

 

The Flying High Curriculum 

 

 Section C was designed to examine teachers’ perceptions of the quality of the Flying 

High curriculum. The researcher calculated average scores per item. Interesting results were 

strongly agree agree do not know disagree
strongly
disagree

BA 3 17 2 19 1

% 7% 40% 5% 45% 2%

MA 0 0 0 3 0

% 0% 0% 0% 100% 0%
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Figure 9: Frequency distribution of item B9. The Figure shows teachers’ responses 
to item B9  English courses offered developed students thinking skills (e.g. critical 
thinking, problem solving, and creative thinking skills) according to their majors.    
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agree do not know disagree
strongly
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male 1 15 1 7 0

    % 4% 63% 4% 29% 0%

female 0 6 0 10 2

    % 0% 33% 0% 56% 11%
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Figure 10: Frequency distribution of item B10. The Figure shows  male and female 
responses to English courses focused on students communication skills (e.g. 
speaking and listening).
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found in item C16 (1.8) and item C28 (3.5). The researcher divided this section into four 

subgroups of items, then ran a frequency analysis per item and per subgroup.  

The curriculum layout. The first subgroup included items C16, C17 and C18. 

Responses to item C16 showed that 37 (88%) agreed that the appearance of the textbooks is 

attractive while 4 (9%) disagreed and 1 (2%) did not know. Results of item C17, i.e., the units of 

study are organized in an appropriate sequence revealed that 30 (71%) of the respondents 

agreed and 11 (26%) disagreed while only 1 (2%) did not know. Item 18 the curriculum reflects 

a meaningful progression from the lower to the higher level indicated that 27 (64%) of the 

teachers agreed while 12 (28%) disagreed and 3 (7%) did not know. In sum, the results of this 

subgroup revealed that the majority of the respondents agreed that the Flying High curriculum’s 

layout was of high quality (see Figure 11).  

 

 The curriculum guides and the instructional materials. This subgroup included items 

C19, C20, and C21. Analysis of this subgroup revealed that the majority of the participants 

item
C16

       %
item
C17

       %
item
C18

        %

strongly agree 15 36% 8 19% 9 21%

agree 22 52% 22 52% 18 43%

do not know 1 2% 1 2% 3 7%

disagree 3 7% 8 19% 9 21%

strongly disagree 1 2% 3 7% 3 7%
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Figure 11: Frequency distribution of items C16, C17 and C18. The Figure shows 

responses to the quality of the Flying High curriculum layout.
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agreed that the Flying High curriculum guides and instructional materials reflected a high 

quality. Results in Figure 12 showed that 33 (79%) of the respondents agreed with item C19 

curriculum guides and support materials are clearly written and serve as meaningful and useful 

tools while 4 (9%) disagreed and 5 (12%) responded they did not know. Responses to item C20 

instructional materials, including technology resources, support the rationale and philosophy of 

the curriculum were 29 (69%) agreed while 10 (24%) disagreed and 3 (7%) were neutral. While 

some of the teachers 8 (20%) disagreed with item C21 that instructional materials (textbooks, 

teachers’ books and activities ) are available and reflect current educational best practices, the 

majority of the surveyed teachers 33 (80%) agreed with this statement.   

  

The instructional design. This subgroup included items C22, C23, C24, C25 and C26. 

Teachers’ responses, as shown in Figure 13, indicated that the Flying High curriculum reflected a 

high quality in its instructional design. The frequency of item C22, essential competences across 

the four skills areas (reading, writing, listening and speaking) are identified and given priority in 

the development of the curriculum was very high, as 35 (85%) of the participants agreed that the 

item
C19

       %
item
C20

       %
item
C21

        %

strongly agree 8 19% 7 17% 7 17%

agree 25 60% 22 52% 26 63%

do not know 5 12% 3 7% 0 0%

disagree 3 7% 8 19% 8 20%

strongly disagree 1 2% 2 5% 0 0%
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Figure 12: Frequency distribution of items C19, C20 and C21. The Figure shows 

responses to the quality of the Flying High curriculum guides and  instructional 

materials.
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four skills are identified and given priority while 6 (14%) disagreed. Results of item C23 was 29 

(69%) showed that instructional strategies and learning activities are based on the curriculum 

learning goals while 10 (24%) disagreed and 3 (7%) did not know. For item C24, the frequency 

was also very high. The majority of respondents, 34 (81%) agreed that different approaches to 

language pedagogy such as content-based and communicative language-teaching are presented 

while 6 (14%) disagreed and 2 (5%) were neutral. Responses to item C25 were 24 (58%) agreed 

that teaching practices and instructional strategies used in the overall design of the curriculum 

are clear and applicable, while 12 (29%) disagreed and 5 (12%) were neutral. The results of 

item C26 revealed that the methods used in the new curriculum were important. The majority of 

the teachers 34 (81%) agreed that teaching methodologies and strategies being used in the new 

curriculum are very important in developing students language skills while 4 (10%) disagreed 

and 4 (10%) were unsure. 

 

item
C22 %

item
C23 %

item
C24 %

item
C25 %

item
C26 %

strongly agree 10 24% 8 19% 11 26% 7 17% 8 19%

agree 25 61% 21 50% 23 55% 17 41% 26 62%

do not know 0 0% 3 7% 2 5% 5 12% 4 10%

disagree 5 12% 10 24% 6 14% 12 29% 4 10%

strongly disagree 1 2% 0 0% 0 0% 0 0% 0 0%
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Figure 13: Frequency distribution of items C22, C23, C24, C25 and C26. The Figure 
shows responses to the quality of the Flying High curriculum in its  instructional 
design.
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 The focus on students’ learning. The analysis for this subgroup included items C27, 

C30, C33 and C34 related to the focus on students’ learning (see Figure 14). Teachers’ responses 

to item C27 showed 24 (57%) agreed that goals and expectations for students learning are 

clearly communicated while 14 (33%) disagreed and 4 (10%) chose to be neutral. Results of item 

C30 indicated that 27 (64%) agreed that the curriculum provides a structure for all students to 

attain high levels of competency of essential knowledge and skills while 13 (31%) disagreed and 

2 (5%) responses were neutral. Results of item C33 showed moderate agreement, as 18 (52%) 

agreed that the curriculum addresses higher order thinking skills (critical thinking, problem 

solving and creative thinking skills), 16 (38%) teachers disagreed and 4 (10%) were neutral. 

Results of item C34 revealed that 27 (68%) agreed while 10 (25%) disagreed and 3 (8%) did not 

know. Finally, item C34 revealed that 27 (68%) of the participants agreed that the curriculum 

emphasizes students’ communicative skills while 10 (25%) disagreed and 3 (8%) chose a neutral 

response.  

 
  

item
C27 %

item
C30 %

item
C33 %

item
C34

        %

strongly agree 6 14% 6 14% 6 14% 9 23%

agree 18 43% 21 50% 16 38% 18 45%

do not know 4 10% 2 5% 4 10% 3 8%

disagree 13 31% 12 29% 16 38% 10 25%

strongly disagree 1 2% 1 2% 0 0% 0 0%
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Figure 14: Frequency distribution of items C27, C30, C33 and C34. The Figure shows 

responses to the quality of the Flying High curriculum regarding the focus on students 

learning.
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 The focus on students’ engagement. The analysis of this subgroup included four items: 

C31, C32, C35 and C36. The general trend of this subgroup indicated that teachers believed that 

the Flying High curriculum reflected high quality regarding the focus on students’ engagement. 

Results of item C31 indicated that 33 (78%) of the participants agreed that the curriculum will 

prepare students for the workplace and/or continuing education, 8 (19%) disagreed with the 

same statement, and 1 (2%) of the respondents did not know. Teachers’ responses to item C32 

showed that 27 (75%) agreed that the curriculum accommodates students’ learning needs while 

10 (26%) disagreed and 2 (5%) responded neutrally. As shown in Figure 15, responses to item 

C35, that is the curriculum is culturally appropriate and incorporates other cultures as well as 

students’ own culture were that 28 (66%) agreed that the Flying High curriculum is culturally 

appropriate, 11 (26%) disagreed and 3 (7%) of the responses were neutral. Results of item C36 

indicated that 32 (76%) of the teachers agreed and viewed that the curriculum connects students 

with daily life issues while 8 (19%) disagreed and 2 (5%) did not know.  

 

item
C31

        %
item
C32

        %
item
C35

         %
item
C36

        %

strongly agree 7 17% 3 8% 9 21% 9 21%

agree 26 62% 24 62% 19 45% 23 55%

do not know 1 2% 2 5% 3 7% 2 5%

disagree 8 19% 10 26% 10 24% 5 12%

strongly disagree 0 0% 0 0% 1 2% 3 7%

0

5

10

15

20

25

30

R
e
sp
o
n
d
e
n
ts

Figure 15: Frequency distribution of items C31, C32, C35 and C36. The 
Figure shows responses to the quality of the Flying High curriculum 
regarding the focus on students engagement.
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 Analysis of item C28, the number of students in the classroom allows the teacher to 

practice the new methodology and teaching strategies that are addressed in the curriculum 

showed that 28 (67%) teachers disagreeing with the statement while 11 (26%) agreed and 3 (7%) 

indicated that they did not know (see Figure 16). The result indicated that the number of students 

in the classroom is a constraint which may contradict implementing the new methodologies and 

strategies as intended.   

 
 

 Results of item C29, some parts of the new curriculum are above students’ proficiency 

level showed that the majority of the teachers 33 (79%) agreed to the statement while 6 (15%) 

disagreed and 3 (7%) of the responses were neutral. The result revealed that the teachers felt that 

some aspects of the course were above the students’ level (see Figure 17).  

strongly agree agree do not know disagree
strongly
disagree

item 28 2 9 3 21 7

         % 5% 21% 7% 50% 17%
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Figure 16: Frequency distribution of item C28. The Figure shows responses to item 
C28 related to the number of students in the classroom.
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Teachers’ Practices 

 This section included item D37, D38, D39 and D40 and intended to examine teachers’ 

perceptions when implementing the new curriculum.  

 Frequency analysis of item D37 revealed that 21 (51%) of the participants agreed that 

they have encountered difficulty with some of the new methodologies being used in the new 

curriculum while 17 (41%) disagreed and 3 (7%) did not know (see Figure 18).  

  

Classroom practices. This subgroup included items D38, D39 and D40. Results of item 

D38 showed 31 (73%) of the teachers agreed that they teach the content that is only appropriate 

for students proficiency level while 10 (23%) disagreed and 1 (2%) did not know. Responses to 

strongly
agree

agree do not know disagree
strongly
disagree

item 29 15 18 3 4 2

         % 36% 43% 7% 10% 5%
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Figure 17: Frequency distribution of item C29. The Figure shows responses to item 

C29 related to the difficulty level of the Flying High curriculum.

strongly agree agree do not know disagree
strongly
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item D37 3 18 3 14 3

     % 7% 44% 7% 34% 7%
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Figure 18: Frequency distribution of item D37. The Figure shows responses to item D37 
related to the teaching difficulty when implementing the Flying High curriculum.
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item D39 showed 31 (74%) agreed that they only use the methodologies that are consistent with 

the time available for teaching each lesson while 10 (24%) disagreed and 1 (2%) were neutral. 

The majority of the respondents 37 (88%) agreed to item D40 that they only use the 

methodologies and strategies that I believe are at students’ levels and support their learning 

while 3 (7%) disagreed and 1 (2%) did not know (see Figure 19).   

 

 Further analysis of item D37 showed that teachers who had not received adequate amount 

of training in the methodologies and strategies being used in the Flying High curriculum had 

more difficulties than teachers who had received more training (see Figure 20).  

item
D38

%
item
D39

%
item
D40

%

strongly agree 9 21% 7 17% 6 14%

agree 22 52% 24 57% 31 74%

do not know 1 2% 1 2% 2 5%

disagree 9 21% 10 24% 3 7%

strongly disagree 1 2% 0 0% 0 0%
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Figure 19: Frequency distribution of item D38, D39 and D40. The Figure shows 

responses  to teachers’ classroom actual practices  when implementing the Flying 

High curriculum
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Similarly, frequency of item D37 also showed that teachers who are not certified found 

more difficulty than certified teachers (see Figure 21, below). It is important to note that a 

teacher was considered to be certified when he had his/her major from a college of teachers, 

college of education and/or hold an education diploma.   

  

Further analysis of item D38 revealed significant differences due to gender. More male 

teachers 19 (80%) agreed that they only teach the content appropriate to students’ proficiency 

level while 12 (66%) of the female teachers agreed with the same statement (See Figure 22).  

1 to 3
hrs

%
5 to

10 hrs
%

10 to
15 hrs

%
more
than

15 hrs

strongly agree 3 10% 0 0% 0 0% 0 0%

agree 16 52% 1 17% 1 33% 1 50%

do not know 3 10% 0 0% 0 0% 0 0%

disagree 8 26% 3 50% 2 67% 1 50%

strongly disagree 1 3% 2 33% 0 0% 0 0%
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Figure 20: Frequency distribution of item D37. The Figure shows distribution of 

teachers’ responses according to the amount of training they had received on the 

Flying High curriculum. 
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Figure 21: Frequency distribution of item D37. The Figure shows distribution of 

teachers’ responses according to their certification 
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English Language Development Project Supervision and Administrative Support 

 Section E included 10 items intended to measure teachers’ perceptions of the ELDP. The 

researcher calculated average scores per item and did not find interesting, i.e. strongly negative 

or strongly positive results. Then he divided this section into subgroups of items and ran 

frequencies per items for each subgroup. 

 Teachers’ knowledge and beliefs about the ELDP. This subgroup included items E41 

to E45 which measured teachers’ knowledge and beliefs about the English Language 

Development Project (ELDP). Frequencies of item E41, I have enough knowledge about the 

English Language Development Project (ELDP) and its objectives, showed that 22 (54%) agreed 

while 10 (25%) disagreed and 9 (22%) did not know. Results of item E42 I believe that there is 

need for developing EFL curriculum in Saudi schools indicated that the participants believed in  

the importance of the new reforms including the new EFL curriculum Flying High. The majority 

of the surveyed teachers 36 (86%) agreed that there is need for developing EFL curriculum in 

Saudi schools   while 5 (12%) disagreed and 1 (2%) did not know. Responses to item E43 

indicated that the majority of the surveyed teachers felt that their role in planning the ELDP was 

minimal which may indicate the planning was top-down. While 14 (34%) agreed that they 

participated in one or more stages of planning the English Language Development Project, 22 

strongly agree agree do not know disagree
strongly
disagree

male 3 16 1 4 0

% 13% 67% 4% 17% 0%

female 6 6 0 5 1

% 33% 33% 0% 28% 6%
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Figure 22: Frequency distribution of item D38. The Figure shows male and female 

responses to item D38. 
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(52%) disagreed and 6 (14%) of the respondent did not know. As for item E44, (27 or 66%) 

agreed that they consider themselves participants in this project and responsible for its success 

or failure, there were 10 (24%) of the respondents disagreed to the same statement and 4(10%) 

did not know. Finally, responses to item E45 revealed that the majority of the teachers disagreed 

that the Ministry of Education and the curriculum designers took into consideration the 

readiness of the teachers and the students before implementing the new curriculum as a total of 

26 (62%) disagreed, 10 (23%) agreed and 6 (14%) were neutral (see Figure 23).  

 

 Further analysis of this subgroup which looked into variability within each item revealed 

that teachers who had received more than 10 hours of training on the ELDP showed high 

agreement towards planning the project and the need for developing the EFL curriculum than 

teachers who had received less than 10 hours of training (see Table 8).  

item
41

%
item
42

%
item
43

%
item
44

%
item
45

%

strongly agree 7 17% 12 29% 2 5% 9 22% 1 2%

agree 15 37% 24 57% 12 29% 18 44% 9 21%

do not know 9 22% 1 2% 6 14% 4 10% 6 14%

disagree 8 20% 3 7% 13 31% 5 12% 14 33%

strongly disagree 2 5% 2 5% 9 21% 5 12% 12 29%
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Figure 23: Frequencies of items E41, E42, E43, E44 and E45. The Figure shows the
distribution of teachers' responses to each item in this subgroup.
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Table 8 

Frequency distribution of items E41, E42, E43, E44 and E45 which shows responses according 

to the amount of training on the ELDP. 

Item  ELDP training hours strongly agree agree do not know disagree strongly disagree total 

E41  less than 10 5 10 9 7 1 32 

 % 16% 31% 28% 22% 3% 100% 

 more than 10 2 5 0 1 1 9 

 % 22% 56% 0% 11% 11% 100% 

E42  less than 10 10 18 1 2 2 33 

 % 30% 55% 3% 6% 6% 100% 

 more than 10 2 6 0 1 0 9 

 % 22% 67% 0% 11% 0% 100% 

E43  less than 10 1 7 6 10 9 33 

 % 3% 21% 18% 30% 27% 100% 

 more than 10 1 5 0 3 0 9 

 % 11% 56% 0% 33% 0% 100% 

E44  less than 10 6 14 3 5 4 32 

 % 19% 44% 9% 16% 13% 100% 

 more than 10 3 4 1 0 0 8 

 % 38% 50% 13% 0% 0% 100% 

E45  less than 10 1 5 5 11 11 33 

 % 3% 15% 15% 33% 33% 100% 

 more than 10 0 4 1 3 1 9 

 % 0% 44% 11% 33% 11% 100% 

Teachers’ training and administrative support. This subgroup included item E46 to 

E50 which were intended to examine teachers’ perceptions of the training and administrative 

support provided to them to successfully implement the Flying High curriculum.  

Analysis of item E46 showed that 20 (48%) of the surveyed teachers agreed that they 

were offered an orientation program about the English Language Development Project while 19 

(55%) disagreed and 3 (7%) did not know. These responses indicated a mixed perception 

towards the administrative support of the ELDP. For item E47, I have received adequate training 

on the English Language Development Project which secures successful implementation, results 

showed that the majority of the teachers 30 (72%) disagreed, 11 (26%) agreed, and 1 (2%) were 

neutral (see Figure 24).   
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Responses to item E48, the administrators assess the stages of the English Language 

Development Project and identify teachers’ opinions about the project progression revealed that 

20 (47%) agreed, 13 (31%) disagreed and 9 (21%) did not know. Results of item E49 indicated 

that 19 (45%) agreed that the administrators assess the implementation process and provide 

teachers with supportive feedback to develop their practice, 15 (36%) disagreed and 8 (19%) 

were neutral (see Figure24).  

The majority of the surveyed teachers 32 (76%) disagreed to item E50 I have received 

adequate training on the instructional design of the new curriculum (Flying High) which had 

influenced my teaching ability while 8 (20%) agreed and 2 (5%) chose neutral responses (see 

Figure 24). 

 

 
 

Finally, the researcher used pivot tables to investigate relationship between important 

factors (see sub-questions) and teachers’ perceptions regarding this study's areas of emphasis. 

item
46

%
item
47

%
item
48

%
item
49

%
item
50

%

strongly agree 7 17% 1 2% 6 14% 8 19% 4 10%

agree 13 31% 10 24% 14 33% 11 26% 4 10%

do not know 3 7% 1 2% 9 21% 8 19% 2 5%

disagree 14 33% 23 55% 12 29% 12 29% 24 57%

strongly disagree 5 12% 7 17% 1 2% 3 7% 8 19%
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Figure 24: Frequencies of items E46, E47, E48, E49 and  E50. the Figure shows the 

distribution of teachers' responses to each item in this subgroup.
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Relationship between Perceptions of Flying High and Teacher Preparedness 

 Results showed that 14 (34%) of the teachers who agreed to item D37 I encountered 

difficulty with some of the new methodologies being used in the new curriculum, also felt that 

college courses only focused on theoretical aspects in their responses to item B14 (see Table 9). 

These responses indicated that they might not be prepared enough to teach the new EFL 

curriculum, especially the practical applications. The Flying High curriculum emphasizes new 

approaches, methodologies and strategies. In order to be implemented to its full potential, the 

curriculum requires an understanding of the theoretical and the practical aspects of how to use it 

in the classroom. 

Table 9 

Teachers’ responses to items B14 (college courses focus on theory) and item D37 (Difficulty with 

Methodology) 

survey B14      

D37 1 2 3 4 5 total 

       

1  1 1 1  3 

2 1 12 2 3  18 

3 1 1 1   3 

4 3 6 1 3 1 14 

5  1  1 1 3 

total 5 21 5 8 2 41 

Relationship between perceptions of Flying High and teachers’ current practices 

 Analysis showed that 19 (45%) of the teachers who disagreed with item C28, the number 

of students in the classroom allow the teacher to practice the new methodologies and teaching 

strategies that are addressed in the new curriculum, agreed to item D39, I only use the 

methodologies that are consistent with the time available for each lesson (see Table 10). The 

results indicated that the curriculum may not be implemented as intended by curriculum 

designers and policy makers, but according to teachers’ understanding and views.  
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Table 10 

Frequency and relationship of teachers’ responses to item D39 (use only the methodologies 

consistent with time) and item C28 (number of students). 

survey C28      

D39 1 2 3 4 5 total 

1 1 1  2 3 7 

2 1 6 3 12 2 24 

3  1    1 

4  1  7 2 10 

total 2 9 3 21 7 42 

The result also revealed that 25 (60%) of the teachers who disagreed with item C28, the 

number of students in the classroom allow the teacher to practice the new methodologies and 

teaching strategies that are addressed in the new curriculum, also agreed with item D39, I only 

use the methodologies and strategies that I believe at students’ level and support their learning. 

These results indicated that the teachers may interpreted the curriculum according to their beliefs 

and chose to adopt some methodologies and strategies while rejecting others (see Table 11).   

Table 11 

Frequency and relationship of teachers’ responses to item D40 (use only of methodologies at 

students levels) and item C28 (number of students). 

survey C28      

 D40 1 2 3 4 5 Total 

1 1 1  3 1 6 

2 1 6 3 15 6 31 

3  2    2 

4 

 

   3  3 

total 2 9 3 21 7 42 

  Furthermore, analysis revealed that 24 (57%) of the surveyed teachers agreed with the 

statement from C29, some parts of the new curriculum are above students’ proficiency level. On 

the other hand, they also agreed with item D38 I teach the content that is only appropriate for 

students’ proficiency level. It is important to note that item D38is contrary to C29, described 

above—if some parts of the curriculum are above the students’ level but teachers only teach 
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content that is appropriate for their level, then the teachers are not following the curriculum as it 

is written. In other words, the results indicated that the teachers do what they believe will work 

for them and for their students (see Table 12).  

Table 12 

Frequency and relationship of teachers’ responses to item D38 (teach that is only appropriate to 

students’ proficiency) and item C29 (parts above students’ proficiency level). 

survey   C29      

D38  1 2 3 4 5 total 

1  4 2  1 2 9 

2  7 11 3 1  22 

3     1  1 

4  4 4  1  9 

5   1    1 

total  15 18 3 4 2 42 

 Teachers’ practices contradict their beliefs. The analysis revealed that 18 (44%) of the 

teachers who agreed with item C25 teaching practices and instructional strategies used in the 

overall design of the curriculum are clear and applicable, also agreed with item D39 I only use 

the methodologies that are consistent with the time available for each lesson (see Table 13). This 

result indicated that teachers’ practices conflict with their beliefs about the quality of the 

instructional design of the Flying High curriculum.    

 Table 13 

Frequency and relationship of teachers’ responses to item D39 (use only the methodologies 

consistent with time) and item C25 (overall design is clear and applicable). 

survey item D39     

item C25 1 2 3 4 total 

1 1 2  4 7 

2 3 12 1 1 17 

3  5   5 

4 3 5  4 12 

total 7 24 1 9 41 

Similarly, results of item C26 contradict with D40. Twenty four (57%) of the surveyed 

teachers who agreed with item C26 the teaching methodologies and strategies being used in the 
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new curriculum are very important in developing students’ language skills, also agreed with item 

D40 I only use the methodologies and strategies that I believe at students’ level and support their 

learning (see Table 14). 

Table 14 

Frequency and Relationship of teachers’ responses to item D39 (use only the methodologies 

consistent with time) and item C26 (important teaching methodologies). 

survey item C26     

item D39 1 2 3 4 total 

1 2 3 2  7 

2 1 18 2 3 24 

3  1   1 

4 5 4  1 10 

total 8 26 4 4 42 

Relationship between Perceptions of the Flying High and ELDP Administrative Support 

 Teachers and students readiness. Results showed that 13 (32%) who agreed with item 

D37 I encountered difficulty with some of the new methodologies being used in the new 

curriculum, also disagreed with item E45 the ministry of education and curriculum designers 

took into consideration the readiness of the teachers and the students before implementing the 

new curriculum (see Table 15). 

Table 15 

Frequency and Relationship of teachers’ responses to item D37 (Difficulty with Methodology) 

and item E45(teacher and student readiness). 
survey item E45      

item D37 1 2 3 4 5 total 

1  1   2 3 

2 1 4 2 9 2 18 

3  1  1 1 3 

4  2 4 4 4 14 

5     3 3 

total 1 8 6 14 12 41 
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 Analysis of item C29 showed that 19 (45%) of the participants felt that some parts of the 

new curriculum are above students’ proficiency level, did not believe that the Ministry of 

Education and curriculum designers took into consideration the readiness of the teachers and 

the students before implementing the new curriculum (see Table 16).  

Table 16 

Frequency and relationship of teachers’ responses to item C29 (parts above students’ 

proficiency level) and item E45 (teacher and student readiness). 

survey item E45      

item C29 1 2 3 4 5 total 

1 1 5 2 3 4 15 

2  3 3 9 3 18 

3  1 1  1 3 

4    2 2 4 

5     2 2 

total 1 9 6 14 12 42 

 

Teachers’ training. Results showed that 14 (34%) of the teachers who agreed with item 

D37 I encountered difficulty with some of the new methodologies being used in the new 

curriculum, disagreed with item E47 I have received adequate training on the English Language 

Development Project which secures successful implementation (see Table 17). The results 

indicated that the amount of training they had received was not adequate or had not affected their 

teaching abilities.  

Table 17 

Frequency and relationship of teachers’ responses to item D37 (Difficulty with Methodology) 

and item E47 (adequate training on ELDP). 

survey item E47      

item D37 1 2 3 4 5 total 

1  1  1 1 3 

2 1 5  9 3 18 

3  1  1 1 3 

4  2  11 1 14 

5  1 1  1 3 

total 1 10 1 22 7 41 
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Moreover, results revealed that 15 (37%) of the participants felt that I encountered 

difficulty with some of the new methodologies being used in the new curriculum, disagreed with 

item E50 I have received adequate training on the instructional design of the new curriculum 

Flying High which had influenced my teaching ability (see Table 18).  

Table 18 

Frequency and relationship of teachers’ responses to item D37 (Difficulty with Methodology) 

and item E50 ((adequate training on the Flying High curriculum). 

survey item E50      

item D37 1 2 3 4 5 total 

1  1 1  1 3 

2 3 1  13 1 18 

3   1 2  3 

4 1 2  7 4 14 

5    1 2 3 

total 4 4 2 23 8 41 

 

Limitations of the Study 

Like other research studies, this study is limited by some constraints. First, the sample of 

teachers responded to the survey is not representative of the total population of EFL teachers in 

Saudi Arabia and therefore not generalizable to the total population. Although almost all teachers 

who are responsible for implementing the Flying High curriculum in the Sabia Educational 

Directorate’s secondary schools were surveyed, the results cannot be generalized to all Saudi 

EFL teachers. The sample size would need to be much larger and include teachers from different 

regions. Second, the researcher had to eliminate rural schools from the sample because they were 

not implementing the new curriculum. Third, time was a constraint which prevented the 

researcher from conducting follow-up interviews with teachers. Due to a conflict between the 

researcher’s schedule as a graduate student in the United States and the Saudi teachers’ schedule, 

the data collection for this research had to take place at the end of the school year in Saudi 

Arabia. The researcher was not able to meet with the teachers to conduct one-on-one interviews, 
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as the teachers were busy testing students and preparing final yearly grade reports. A mixed-

method study may have been able to reveal more details into the perceptions of the teachers 

regarding the Flying High curriculum and its implementation.  

Suggestions for Further Research 

 Research into the attitudes towards educators is extremely relevant for policy makers. As 

mentioned previously in this article, teachers are the central point between students, 

administrators and policy makers. If the teachers do not buy-into the changes to the curriculum, 

they will not implement them. Therefore, the researcher recommends that more investigation be 

done into this topic. Other changes to content areas are being considered; investigations into the 

attitudes of those teachers tasked with using those curriculum should be conducted. 

Investigations could be carried out by using a research design similar to the one used in this 

project, or exploratory qualitative studies be conducted to reveal deeper understandings into why 

some curriculum changes are more likely to be adopted. Mixed method studies may also be very 

fruitful, for example, a quantitative study might reveal general attitudes, and then a qualitative 

study using interviews might be created to investigate those perceptions in more detail.  
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Discussion 

The purpose of this study was to examine Saudi EFL teachers’ perceptions of the quality 

of the Flying High curriculum that has been introduced into Saudi secondary schools in the Sabia 

Directorate of Education and identify the factors that have a relationship with teachers’ 

perceptions. The study explored teachers’ perceptions, examining several contexts, such as 

teachers’ attitude towards teaching and learning EFL, teachers education and preparation 

programs, teachers perception of the Flying High curriculum, teachers practices and the MOE 

administrative support to answer the research question: 

Research Question  

  The main research question is: What factors have a relationship with teacher perception 

of the quality of the Flying High Curriculum? Sub-questions investigated the relationship of 

attitudes (section A), teacher preparedness (section B), teacher practices (section D), and 

administrative support (section E). 

Sub-questions. What is the relationship between attitude toward English language and 

perception of the quality of the Flying High curriculum? What is the relationship between 

teacher preparedness and perception of the quality of the Flying High curriculum? What is the 

relationship between teachers’ practices and perception of the quality of the Flying High 

curriculum? What is the relationship between the administrative support and perception of the 

quality of the Flying High curriculum?   

Teachers think English is Important for Saudi Students  

The results of this study, as examined in section A of this study, revealed that Saudi EFL 

teachers believed that teaching and learning EFL in the Saudi context is very important. 

Moreover, Saudi EFL teachers believe that English is not only important for academic purposes 
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but also for students’ social life since English is used in different settings in Saudi Arabia. The 

result of section A, which was to examine teachers’ attitudes towards teaching and learning 

English in Saudi Arabia is inconsistent with the findings of Alresheed (2012), who found that 

Saudi EFL teachers were equally divided (50% positive to 50% negative) in their attitudes 

towards the importance of EFL. Furthermore, the result is also inconsistent with Tarone (2005) 

finding that the primary use of English language in Asian countries is for academic purposes.     

Teachers had Mixed Feelings about the Quality of the Curriculum 

The findings of this study indicated that the Saudi EFL teachers have mixed feelings 

about the quality of the new EFL curriculum Flying High. While teachers felt that the curriculum 

reflected a high quality in its layout, the curriculum guides, instructional materials and 

instructional design, the results also revealed that the teachers encountered difficulty with some 

of the new methodologies being used. Moreover, the majority of the teachers believed that some 

parts of the new curriculum Flying High are above students’ level and that the number of 

students in the classroom do not allow the teacher to practice the new methodologies and 

teaching strategies that are addressed in the new curriculum. However, curriculum change does 

not simply take place by changing the textbooks; rather it requires understanding the context, 

planning and organizing the change process, and a change in beliefs (Fullan, 2001; Christison & 

Murray, 2012; Tribble, 2012). Educational change (including curriculum change) involves three 

dimensions (a) introducing new materials; (b) using new teaching approaches; and (c) changing 

attitudes. Without considering all of these components, efforts will most likely fail to achieve the 

goals of the reform (Fullan, 2001; Allen, 2002). Therefore, the current study focused on different 

factors that have a relationship with teachers’ perception of the quality of the Flying High 

curriculum and may affect its implementation. 
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Teachers felt Moderately Prepared  

The general trend of teachers’ attitude towards teacher education and preparation 

programs when they were college students are moderate in percentages, and teachers were 

almost equally divided in their perceptions towards teachers’ education and preparation 

programs. While some teachers thought that college courses prepared them to teach the new 

curriculum, others believed that English courses offered in the college did not offer experience 

related to the teaching practices and instructional strategies used in the elementary, 

intermediate and secondary curriculum. It is also important to note that female teachers 

disagreed with item B8 English courses were communicative focused as well as B10 English 

courses focused on students’ communication skills (e.g. speaking and listening) than male 

teachers.  

 In Saudi Arabia, male and female college students receive different education in 

separated institutions. Therefore, it can be argued that female teachers may have received EFL 

education that was different from male teachers. The education for female students (now 

teachers) may have emphasized more traditional approaches and do not focus on the current EFL 

teaching practices used in the elementary, intermediate, and secondary curriculum. As discussed 

in the literature, teacher education has an impact on teachers’ beliefs, as it influences teachers’ 

beliefs about what is consistent in teaching and role perception which in turn shape their 

practices (Tatto, 1998). Teachers’ education and other professional development programs are a 

significant source of teachers’ beliefs and it is in these programs where they acquire the 

knowledge and develop their teaching practices.  

Results of item B14 revealed interesting results. The majority of the surveyed teachers 27 

(64%) believed that English courses only focused on theoretical aspects. The result of item B14 
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is aligned with Mattheodakis (2007) findings that most EFL/ESL teacher education programs 

emphasized the theoretical parts of ESL and neglected the practical aspects. These courses are 

far from providing information about practical classroom contexts; they do not teach educators 

why a certain approach is more effective than others. 

 The results showed that the teacher education programs may not in line with the new 

curriculum and educational reforms, which emphasize communicative teaching, thinking skills 

and interpersonal skills. Any mismatch between a teacher education program and the curriculum 

that the teachers are mandated to implement, for example, teaching practices and instructional 

strategies, will in turn be transferred to the classroom and affect the implementation of the new 

curriculum. Adequate teacher preparation, which includes knowledge of the subject matter, 

pedagogical support, and, often, a change of teachers’ beliefs, is an important variable that 

affects the implementation of the new curriculum (Bantawini, 2010; Gregoire, 2003; Gess-

Newsome, Southerland, Johnston, & Woodbury, 2003; Smith & Southerland, 2007).  

Conflicting Teachers’ Practices  

The results of this study found that teachers’ practices did not reflect their beliefs about 

the quality of the Flying High curriculum. Although teachers reported that the instructional 

design of the new curriculum reflected a high quality and thought that the teaching practices and 

instructional strategies used in the overall design of the curriculum are clear and applicable, 

their responses indicated that they only use the methodologies and strategies that they believe at 

students levels and support their learning. In addition, many teachers only use the methodologies 

that are consistent with the time available for teaching each lesson. At the same time, many 

teachers teach the content that is only appropriate for students’ proficiency level (see Figure 19).  
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The findings were supported in the literature of this study; Hiep (2007) examined three 

teachers’ beliefs implementing communicative language teaching (CLT) in Vietnam and found 

that teachers’ beliefs are inconsistent with their practices. Although they believed that (CLT) is 

important for developing students’ communicative skills, they were not using activities such as 

group work and role play in their classroom. The findings of the current study indicated that the 

teachers do not fully follow a recognizable portion of the new curriculum methodology as 

intended by policy makers and curriculum designers. “Implementation is a variable, and if the 

change is a potentially good one, success (such as improved students learning or increased skills 

on the part of the teachers) will depend on the degree and quality of change in actual practice” 

(Fullan, 2001, p.70).  

It is clear that the teachers interpret the new curriculum design on the basis of their 

personal beliefs and choose to embrace or ignore some of the instructional strategies and 

teaching methodologies (Fullan, 2001). In other words, they hold certain understanding about the 

new curriculum and implement it according to their views, and not as intended by the policy 

makers and curriculum designers. According to Devlin (2006), teachers’ perceptions influence 

their judgment which in turn affect their classroom practices.  

Teaching the content that is consistent with students’ proficiency level and using the 

methodologies and strategies that are consistent with the time available, which can be positive or 

negative depending on the situation. It can be positive in that it considers students abilities, 

proficiency levels and time adequacy. On the other hand, it suggested that the teachers are not 

implementing the new reforms as intended by the policy makers and curriculum designers.  

There might be a relationship between teachers’ practices and their perceptions of the 

quality of the Flying High curriculum. Results showed the number of students in the classroom 
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did not allow the teachers to use the new methodology and teaching strategies being used in the 

new curriculum (see Figure 16). Furthermore, the results also showed that teachers felt that some 

parts of the new curriculum are above students’ proficiency level (see Figure 17). Consequently, 

an important finding is that these constraints (the content and the number of students) caused 

changes in teachers’ practices. This is aligned with findings from Bantwini (2010), and Lamie 

(2004) who identified different aspects that affect teachers’ perceptions of the new reforms: 

practical constraints (e.g. book and class size), a reform’s visibility, and a lack of confidence, 

awareness, training and feedback.  

Another possible explanation is that the teaching methodologies and strategies used in the 

new curriculum posed a major challenge to the teachers, which force them to choose what works 

for them and their students. Teachers’ knowledge about the content and the teaching methods 

affect the implementation of the new curriculum (Jacob, Vakalisa, & Gawe, 2011). Teachers 

have chosen to embrace some of the new reforms and ignore others (e.g. teaching methodologies 

and strategies) because they found difficulty in implementing the instructional design of the 

Flying High curriculum, a result that was reported in item D37 (see Figure 18).  

Teachers’ role in the Planning was Minimal 

 The findings of this study revealed that the project change, including the curriculum 

change, may have been top-down. The majority of the teachers (57%, or 22 of 42) disagreed with 

item E43, I participated in one or more stages of planning the ELDP. Furthermore, results 

showed that 19 (55%) were not offered an orientation program about the project.  

Change requires collaboration between policy makers, curriculum designers and teachers. 

Goh (1999) argued that top-down change causes conflict and resistance from the teachers. In 

other words, change is not only what to change, but how to change when considering the 
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implementation of new reforms. Teachers should not be left to interpret and understand the new 

reforms alone, as individuals, but empowered and equipped with the knowledge and skills to 

implement the new curriculum. Change needs cooperation to occur, so establishing good 

communication with teachers before and during the change process and taking into consideration 

their role as implementers, will facilitate this process (Fullan, 2001).   

Teachers and Students were not ready  

The results of this study found that the MOE in Saudi Arabia and the curriculum 

designers did not take into consideration the readiness of the teachers and the students before the 

implementation process. The majority of the surveyed teachers 26 (62%) disagreed with item 

E45. Several studies indicate that failing to provide enough awareness for teachers leads to 

misunderstanding of the message of the new reforms which creates conflict and resistance from 

the part of the teachers (Gess-Newsome et al., 2003; Smith & Southerland, 2007; Bantwini, 

2010). Further, incompatible perceptions between teachers and reformers affect the outcome of 

the new reforms (Gess-Newsome et al., 2003).  

Preparation long before the actual implementation of a new curriculum which included 

establishing good communication between policy makers, curriculum designers and teachers is a 

significant factor that lead to the desired outcomes. Managing the projects requires 

communication skills, administrative support, and change of framework (Christison & Murray, 

2012).  

Moderate Administrative Support  

The findings of this study showed that the administrative support at the higher and lower 

levels moderates. While some teachers agreed that the administrators assessed the stages of the 

project to identify teachers’ opinions about the project progression and provide them with 
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feedback, others disagreed and showed that the lack of support was seen at higher and lower 

levels. However, monitoring the project is the responsibility of the MOE, curriculum designers, 

the educational directorate and the school as well. All parties should exchange mutual interaction 

with teachers to secure successful implementation. Without administrative support, especially in 

the initial stages, teachers will return to their familiar, comfortable, way of doing things of 

teaching and fail to make necessary changes to their teaching.   

Teachers felt Inadequately Trained 

Findings of this study revealed a lack of training. Data analysis showed that 27 (64%) of 

the surveyed teachers had not received any type of training on the ELDP and 28 (67%) had not 

received any type of training on the Flying High curriculum. This indicated that the teachers 

were left alone to understand the new reform and manage its tasks. The introduction of the new 

curriculum required a shift from traditional approaches to more modern ones (e.g. 

communicative language teaching) and focused on higher order thinking skills and developing 

interpersonal skills.  

As many Saudi EFL teachers are experienced in other pedagogies, there is some 

uncertainty as to whether some of the curriculum's new features, such as the communicative 

teaching and learner-centered approach, will create issues which might negatively impact the 

effectiveness of the ELDP. Moreover, uncertainty will lead the teachers to return to the 

traditional zone and negatively impact the degree to which they implement the new curriculum. 

 As the literature showed, administrators and curriculum designers should not expect that 

teachers have enough knowledge about the new curriculum to successfully implement it 

(Bantawini, 2010). Lack of knowledge, teachers’ beliefs and contentment of how the new 
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curriculum should be implemented would affect the degree of success in the implementation 

(Smith & Southerland, 2007; Bantwini, 2010).  

Implications and Recommendations 

The present study revealed that there might be a relationship between the teachers’ 

perceptions of the quality of the new curriculum and teachers’ preparedness, and teachers’ 

practices and administrative support provided to teachers in order to implement the new EFL 

curriculum. Therefore, the study has several implications for policy makers, curriculum 

designers, teacher education programs and EFL teachers in Saudi Arabia.  

Implications for the policy makers and curriculum designers. A common theme of 

research investigating the effectiveness of curriculum changes in EFL is that, often, when 

attention and resources were directed towards designing EFL courses, not enough time or 

attention were spent on teachers and the implementation phase (Fullen, 2001; Allen, 2002; 

Tribble, 2012; Wang & Cheng 2005). Teachers should be recognized as essential players and 

play a critical role in the actual implementation of the curriculum projects  

As the results of this study revealed in the Saudi Arabian EFL context, teacher-held 

beliefs which influenced their judgment and classroom practices, which affected the 

implementation of the new reforms. Therefore, more attention must be directed towards EFL 

teachers in order to achieve the intended results. The following recommendations are a result of 

this study. 

1. The policy makers and curriculum designers should identify Saudi EFL teachers’ beliefs 

and existing practices before introducing the new reforms to better target the 

implementation of a new curriculum. The goal should be to positively influence teachers’ 

perceptions along with the introduction of a new curriculum to allow change to take place. If 



TEACHERS’ PERCEPTIONS     80 

 

  

  

the teachers were not convinced that the new reforms will work better or are more effective, 

they may not allow change to occur.  

2. Policy makers and curriculum designers must provide teachers with training and 

knowledge about new materials, teaching approaches and instructional strategies. These 

should be addressed through professional development programs before and during the 

implementation process.  

3. Policy makers and curriculum designers should assess teachers’ progression during the 

implementation stage and improve communication with teachers in order to foster healthy 

implementation.  

Implications for teacher education programs. Teachers’ education programs are an 

important source of information about pedagogy and teacher practices, and serve as the first 

building blocks for the pedagogy as they are the places where teachers attain knowledge about 

teaching approaches, instructional strategies, teaching methodologies and higher order thinking 

skills. The results of this study found that Saudi EFL teachers encountered difficulty in 

implementing some of the methodologies and instructional strategies expected to be used in the 

new curriculum. This indicated that they were not prepared or trained enough in their teacher 

education program to teach the new curriculum. Therefore, to achieve the intended results of 

curriculum change, teachers’ preparation must be carefully considered. 

1. The teachers’ education and preparation programs need to be examined in terms of 

quality and equity of preparation between male and female teachers.   

2. Teacher education program should offer EFL courses that focus on current EFL teaching 

practices and current curriculum. Adequate training that is aligned to the expectations of 
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the new curriculum should be given to teachers in order to prepare Saudi EFL teachers to 

effectively work in Saudi schools.  

3. Teachers’ education programs should equally focus on theoretical and practical aspects of 

teaching EFL and provide teachers with field experience in order to prepare them for 

workplace in Saudi Schools.  

4. Teachers’ education programs and the Ministry of Education of Saudi Arabia should 

establish mutual communication and work together to design programs that emphasize 

new pedagogies that support the recent curriculum reforms.  

Implications for Saudi EFL teachers. Teachers are the essential players of the new 

reforms and are at the center of the implementation process for the new curriculum. As the study 

revealed, they considered themselves participants in the ELDP and are responsible for its success 

or failure. Moreover, they believed in the importance of teaching EFL in the Saudi context and 

the necessity of developing the EFL curriculum. Saudi EFL teachers must understand that EFL 

teaching is rapidly evolving worldwide. New approaches and strategies are continuously being 

developed and adopted, and often change without warning. Moreover, research has revealed 

new, more effective ways of teaching EFL. Therefore, teachers need to constantly reflect on their 

beliefs and be flexible enough in their thinking to adapt approaches that reflect the best and 

current teaching practices.   

The approaches required for the implementation of the Flying High curriculum necessitate, 

for many, the adoption of new approaches that may have been different than what the teachers 

were taught or what they are familiar with. They need to consider, first, the research that has 

been conducted into the design of the new curriculum and follow the instruction and training 
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provided to them to help successfully use it in the classroom. They should try their best to 

implement these reforms as intended by the policy makers and curriculum designers.  
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Survey 

(Adapted from Edwards & Fitzpatrick, 2002; Yook, 2010; Aqel, 2009; Liton, 2013; Al-saadat, & 

Al-Braik, 2004) 

 

 

i. Gender: male ____    female____    

ii.  Age: ___  

iii. Major: Diploma ___ BA ___  MA ___  PhD  ___  

iv. Teaching Certification: Certified ____     Not certified ____  

v. Years of experience: less than 3 yrs. (   )  5-10 (  ) 10-15 (  ) more than 15 (  ) 

vi. Training hours on English Language Development  Project (ELDP) ____ 

vii. Training hours on the new curriculum (Flying High) ____  
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1 English is an official language for most Asian countries     X 

 

*This indicates that the respondent strongly disagree that English is an official language for most 

Asian countries. 

 

 

 

 

 

 

 

 

 

Please respond to the following questions by putting X or a number in space. 

Please read the following statements in sections A-E, then decide if you: (1) strongly agree (2) 

agree (3) do not know (4) disagree (5) strongly disagree. For example, if you strongly disagree 

with a statement, you should put X as illustrated in the following example. We are just interested 

in your opinion and there is no correct or wrong answer. 
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Please read the instruction of each section, then respond to the following statements by 

putting X in space: 
 

Section A: Learning and teaching English as a foreign language in Saudi Arabia 
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1 Learning English is important for Saudi students.      

2 Learning English has an impact on Saudi students’ life.      

3 Learning English is important in students’ social life in Saudi Arabia.      

4 Learning English is only important for academic purposes for Saudi students.      

5 Teaching English in Saudi schools affects the use of Arabic language.      

6 Teaching English in early stages will delay students’ progression in Arabic.         

 

Section B: Teachers’ education and Preparation programs 

 

When you were a university and/or college student: 

7 English courses were grammar focused.        

8 English courses were communicative focused.      

9 English courses offered developed students thinking skills (e.g. critical thinking, 

problem solving, and creative thinking skills).   

    

10 English courses focused on students’ communication skills (e.g. speaking and 

listening).  

    

11 English courses focused on interpersonal skills (e.g. managing groups and 

cooperative learning).   

    

12 English courses offered current EFL teaching best practices.      

13 English courses offered experience in EFL teaching practices and instructional 

strategies used in elementary, intermediate, and secondary curriculum.   
    

14 English courses only focused on theoretical aspects.       

15 English courses provided students with field experience in schools.       

 

 

Section C: The new curriculum (Flying High) 

 

Curriculum layout: 

 

16 

The appearance of the textbooks is attractive. 

 

    

17 The units of study are organized in an appropriate sequence.      

18 The curriculum reflects a meaningful progression from the lower to the higher 

level.  

    

 

Curriculum guides and instructional materials: 

19 Curriculum guides and support materials are clearly written and serve as 

meaningful and useful tools.  

    

20 Instructional materials, including technology resources, support the rationale 

and philosophy of the curriculum.  

    

21 Instructional materials (textbooks, teachers’ books and activities) are available 

and reflect current educational best practices.    
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Instructional design: 

22 Essential competences across the four skills areas (reading, writing, listening 

and speaking) are identified and given priority in the development of the 

curriculum.     

    

23 Instructional strategies and learning activities are based on the curriculum 

learning goals.                                                                                                 

    

24 Different approaches to language pedagogy such as content based and 

communicative language teaching are presented.  

    

25 Teaching practices and instructional strategies used in the overall design of the 

curriculum are clear and applicable.  

    

26 Teaching methodologies and strategies being used in the new curriculum are 

very important in developing students’ language skills.  

    

 

Focus on students’ learning and engagement: 

27 Goals and expectations for students learning are clearly communicated.      

28 The number of students in the classroom allows the teacher to practice the new 

methodologies and teaching strategies that are addressed in the new curriculum.  

    

29 Some parts of the new curriculum are above students’ proficiency level.      

30 The curriculum provides a structure for all students to attain high levels of 

competency of essential knowledge and skills.  

    

31 The curriculum will prepare students for the workplace and/or continuing 

education.  

    

32 The curriculum accommodates students’ learning needs.      

33 The curriculum addresses higher order thinking skills (critical thinking, problem 

solving and creative thinking skills).  

    

34 The curriculum emphasizes students’ communicative skills.      

35 The curriculum is culturally appropriate and incorporates other cultures as well 

as students’ own culture.     

    

36 The curriculum connects students with daily life issues.      

       

 

Section D: Teachers’ Practices: 

 

When implementing the new curriculum: 

37 I have encountered difficulty with some of the new methodologies being used in 

the new curriculum  

    

38 . I teach the content that is only appropriate for students’ proficiency level.      

39 I only use the methodologies that are consistent with the time available for 

teaching each lesson.  

    

40 
 I only use the methodologies and strategies that I believe at students’ levels and 

support their learning.  

    

 

Section E: English Language Development Project supervision and administrative support 

 

41 
I have enough knowledge about the English Language Development Project 

(ELDP) and its objectives.  

    

42 I believe that there is need for developing EFL curriculum in Saudi school.      

43 
I participated in one or more stages of planning the English Language 

Development Project.  

    

44 
I consider myself a participant in this project and responsible for its success or 

failure.  
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45 

The Ministry of Education and the curriculum designers took into consideration 

the readiness of the teachers and the students before implementing the new 

curriculum.                   

    

46 
I was offered an orientation program about the  English Language Development 

Project  

    

47 
I have received adequate training on the English Language Development Project 

which secures successful implementation.  

    

48 
The administrators assess the stages of the English Language Development 

Project and identify teachers’ opinions about the project progression.   

    

49 
The administrators assess the implementation process and provide teachers with 

supportive feedback to develop their practices.  

    

50 I have received adequate training on the instructional design of the new 

curriculum (Flying High) which had influenced my teaching ability.  
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Appendix B 

 

 استبيان
وأثرها على تطبيق سلسلة تصورات معلمي اللغة االنجليزية  

(Flying High) 
4102 

(4112؛ السعادات، البريك 4102؛ ليتون، 4112؛ عقيل، 4101؛ يوك، 4114)مقتبس من إدواردز و فيتزباتريك،   
 البيانات األولية:

 .  عزيزي المعلم : نرجو اإلجابة عن األسئلة التالية بوضع عالمة )   ( أو كتابة  رقم  في المساحة المخصصة لذلك.     

.أنثى )      (                                ذكر)     (  الجنس  

.عاًما )         (  العمر  

دكتوراه )       (  ماجستير )       (  بكالوريوس  )       ( دبلوم   )      (  المؤهل التعليمي  

)       (غير تربوي )       (      تربوي  نوع المؤهل التعليمي   

الخبرةعدد سنوات  )   ( 05اكثر من )   (  05الى  01من)   (  01الى5من )  ( سنوات  2أقل من     

 )        (  ((ELDPعدد ساعات التدريب على مشروع تطوير اللغة االنجليزية 

)عدد ساعات التدريب على سلسلة  Flying High) )       ( 

 
(ال 2( ال أعرف)2( أوافق )4( أوافق بشكل مطلًق )0ـ( ثم اختيار إحدى اإلجابات التالية : )ه-نرجو التكرم بقراءة البيانات التالية في األقسام )أ

(ال أوافق بشكل مطلقاً    5أوافق  )  
 

 الرقم

 البند

 

ق
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أو
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 م
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ش

 ب

ق
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ف
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ًا ق
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ق

اف
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ال 
  

 

0 
     × اللغة اإلنجليزية هي اللغة الرسمية لمعظم الدول اآلسيوية

 
 المثال 0 : يشير إلى أن المستجيب يعترض بشدة على القول بأن اللغة اإلنجليزية هي اللغة الرسمية لمعظم الدول اآلسيوية.
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:في المساحة المخصصة (× )نرجو قراءة التعليمات الخاصة بكل قسم ثم االستجابة إلى األحكام التالية عن طريق وضع  
االنجليزية كلغة أجنبية بالمملكة العربية السعوديةأهمية تعليم اللغة القسم أ:   

 البند الرقم
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و
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شك
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ق
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 م

ق
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ق
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قًا
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ال 
 

  

.للطالب السعوديين امهمً  دتعلم اللغة اإلنجليزية يع 0       

على حياة الطالب السعوديين إيجابي اللغة اإلنجليزية له أثر تعلم 4 .والعمليةالعلمية         

في حياة الطالب االجتماعية في المملكة العربية السعودية. امهمً يعد اللغة اإلنجليزية تعلم  2       

فقط لألغراض األكاديميةا مهمً  دعيللطالب السعوديين  اللغة اإلنجليزيةتعلم  2 .       

السعودية يؤثر على استخدام اللغة العربية.  تدريس اللغة اإلنجليزية في المدارس 5       

يؤخر تقدم الطالب في اللغة العربية.  مبكًراتدريس اللغة اإلنجليزية  6       

محتوى مقررات التدريس بالمرحلة الجامعية أو الكليةالقسم ب:   

 

:( الكلية) مرحلة الجامعيةفي ال اعندما كنت طالبً   

 

تركز على القواعد. في المرحلة الجامعية/الكلية  مقررات اللغة اإلنجليزية 7       

.لتواصل اللغويتركز على افي المرحلة الجامعية/الكلية  مقررات اللغة اإلنجليزية 8       

2 
، حل الناقدالتفكير  :طورت من مهارات التفكير لدى الطالب )مثالً  ة في المرحلة الجامعية/الكليةاإلنجليزية المقدم اللغة مقررات

مهارات التفكير اإلبداعي(,المشكالت        

تركز على مهارات االتصال لدى الطالب )المخاطبة واالستماع(.في المرحلة الجامعية /الكلية  مقررات اللغة اإلنجليزية 01       

التعامل مع اآلخرين )مثالً إدارة المجموعات، التعلم التعاوني( تركز على مهارات في المرحلة الجامعية/الكلية مقررات اللغة اإلنجليزية 00       

.للغة اإلنجليزية كلغة أجنبية  تتضمن أحدث األساليب التدريسية مرحلة الجامعية/الكليةمقررات اللغة اإلنجليزية المقدمة للطالب في ال 04       

02 
تقدم خبرات مرتبطة بأساليب واستراتيجيات التدريس المستخدمة في مناهج  مقررات اللغة االنجليزية في المرحلة الجامعية/ الكلية

      التعليم العام )ابتدائي، متوسط، ثانوي(.

.فقطتركز على الجوانب النظرية   في المرحلة الجامعية /الكلية مقررات اللغة اإلنجليزية المقدمة للطالب 02       

لطالب الفرصة للممارسة الميدانية في المدارس.تمنح ا في المرحلة الجامعية /الكلية مقررات اللغة اإلنجليزية 05       

اللغة االنجليزية بالمرحلة الثانوية ) القسم ج: منهج Flying High) 

 تصميم المنهج:

60 .يعد جاذبًا  تابمظهر الك        

70 . امناسبً  يعد ةيوحدات الدراسال تسلسل        

.علىإلى األ دنىتقدماً ذا مغزى من المستوى األيعكس  المنهج  08       

 

 أدلة المنهج والمواد التعليمية: 

 

      أدلة المنهج والمواد المساندة مكتوبة بصورة واضحة وتعمل باعتبارها أدوات مفيدة وذات مغزى. 02

14 هدف وفلسفة المنهج. أموارد التقنية تساند ال         

أفضل الممارسات التعليمية الجارية.  تعكسو( متاحة ,أدلة المعلمين , كتب النشاطالمواد التعليمية )الكتب الدراسية 40       

 

سي:يدرتالتصميم ال  

 

44 المنهج. صميم أولوية في تمحددة وذات القدرات األساسية من خالل المهارات األربع )القراءة، الكتابة، السماع، التحدث(         

24       االستراتيجيات التعليمية وأنشطة التعلم مبنية على أهداف المنهج.  

42 
توى المختلفة في تدريس اللغة اإلنجليزية مثل التعليم القائم على المح األساليبيقدم المنهج   content based instruction    

       communicative language  teaching والتواصل اللغوي

      األساليب واالستراتيجيات التدريسية المستخدمة في بناء المنهج واضحة و قابلة للتطبيق. 45

      االساليب واالستراتيجيات التدريسية المستخدمة في بناء المنهج ذات اهمية قصوى في تطوير مهارات الطالب. 46

 

 التركيز على التعلم والمشاركة من قبل الطالب 

 

ومحددة.األهداف والتوقعات بالنسبة لتعلم الطالب واضحة  27       

      عدد الطالب في الفصل مناسب لتنفيذ االساليب واالستراتيجيات التدريسية التي يقدمها المنهج. 48

أعلى من مستوى الطالب. أجزاء المنهجبعض  21       

التعليم المستمر.أو لمكان العمل  دهمإعداللطالب تطوير مهاراتهم والمنهج  يتيح 20       

المنهج حاجات التعلم لدى الطالب. راعيي 24       

التفكير االبداعي(.،حل المشكالت اقد، )التفكير الن للطالب يتعامل المنهج مع مهارات التفكير العليا 22       

لى مهارات االتصال الخاصة بالطالب.عيركز المنهج  22       

.باإلضافة إلى ثقافة الطالب التنوع الثقافيالمنهج  يراعي 25       

الحياة اليومية. بمواقف الطالبالمنهج  يربط 26       
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تطبيق منهجالقسم د:    

 

.مستخدمة في بناء المنهجبعض األساليب التدريسية الفي تنفيذ واجهت صعوبة  37       

       أقوم بتدريس المحتوى الذي يتناسب مع مستويات الطالب فقط.  38

      أقوم بتطبيق األساليب التدريسية التي تتناسب مع زمن الحصة فقط.  22

      أستخدم األساليب واالستراتيجيات التدريسية التي أرى أنها مناسبة لمستويات الطالب وتدعم تعلمهم فقط.  21

 

تطوير مناهج اللغة االنجليزية والدعم الفني واإلداري مشروعالقسم هـ:   

 

وأهدافه. اللغة اإلنجليزية مناهج مشروع تطويرعن  لديَّ معرفة كافية 41       

رى أنَّ هناك حاجة لتطوير مناهج اللغة االنجليزية .أ 24       

اللغة االنجليزية.لمشروع تطوير مناهج شاركت في مرحلة واحدة أو أكثر من مراحل التخطيط  22       

الً عن  نجاحه أو فشله.ؤوومس تطوير مناهج اللغة االنجليزية  أعتبر نفسي مشاركاً في مشروع 22       

25 
تنفيذ مشروع تطوير مناهج اللغة ومصممو المنهج وضعوا في اعتبارهم جاهزية المعلمين والطالب قبل  والتعليم وزارة التربية 

      االنجليزية.

 26 .مشروع تطوير اللغة االنجليزية  حول للمعلمين تهيئة تم تقديم برنامج         

ا على مفردات مشروع تطوير مناهج اللغة االنجليزية بما يضمن تطبيقه بشكل صحيح.كافيً ا تلقيت تدريبً  27       

يتم من خاللها استطالع آراء المعلمين حول مشروع التطوير. مشروع تطوير اللغة اإلنجليزيةهناك متابعة إدارية لمراحل تنفيذ  28       

22 
بالتغذية الراجعة الداعمة لتطوير ممارساتهم هناك متابعة فنية لمرحلة التطبيق يتم من خاللها تقييم أداء المعلمين وتزويدهم 

      التدريسية.

51 
) منهج المستخدمة في بناء يةلتدريس تلقيت تدريباً كافياً على االساليب واالستراتيجيات ا Flying High  أثر على قدرتي في )

      التدريس إيجاباً.
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