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Abstract

This paper will discuss recent issues in the area of foreign language teachers’
beliefs. It will mainly look at why research is being undertaken in the field. It
will argue that an understanding of teachers’ practices can be achieved by an
understanding of the beliefs underpinning those practices. This is particularly
important  because  any  educational  innovation  would  not  succeed  if  the
objectives of these innovations are incompatible with the beliefs of teachers.
The  paper  will  then  give  a  bird’s  eye  view  of  the  few  studies  on  foreign
language teachers’ beliefs that were conducted in the Arab world. It will note
that while the findings in these studies were generally congruent with current
theory  in  the  field,  the  Arab  context  remains  nevertheless  drastically
unexplored. Hence, the paper will  argue that further research is needed in
order to have a fair representation in the field. It will point out that any data
would be peculiar and unique because they would reflect the socio-political
and cultural aspects of teachers in the Arab countries. Finally the paper will
argue  for  the  need  to  encourage  debate  within  the  Arab  academia  as  a
platform for promoting research on language teachers’ beliefs.

Keywords: Teachers’ beliefs, foreign languages, curriculum innovation, 
teacher training, Arab World.

1. INTRODUCTION

Recent  theories  suggest  that  a  better understanding of  language teachers’
practices can be achieved by an understanding of the beliefs underpinning
those  practices.  The  underlying  assumption  is  that  teachers’  classroom
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decisions do not happen at random, but are underpinned by systems of beliefs
which, to a large extent, influence teachers’ classroom decisions. Hence, it has
become necessary to explore and to eventually try to understand language
teachers’ beliefs in order to improve classroom practice and methodology. In
this  respect,  recent  years  have  witnessed  a  growing  body  of  research  on
language teachers’ beliefs, mainly  in  the field  of  foreign language teacher
education and development. Nevertheless, not much can be said on research
on language teachers’ beliefs  in  the Arab world. In  fact, the Arab context
seems  to  be  underrepresented  by  such  research.  This  paper  will  hence
attempt to put forward some arguments which could represent a platform for
further academic debate. It is hoped that this would consequently generate
further debate and research in the Arab world.

This paper will be divided into three main sections. The first section will
first review the relevant literature related to teachers’ beliefs from a generic
standpoint. It will also discuss the nature of teachers’ beliefs which involves a
discussion  of  the  definitions,  the  sources  and  the  categories  of  teachers’
beliefs. Then, the second section will  highlight the reasons underlying the
study  of  language  teachers’  beliefs,  particularly  in  relation  to  curriculum
innovation and teacher training. The third section will outline some of the
few studies that were conducted in the Arab world, and will argue that the
context  is  generally  underrepresented.  The  paper  will  finally  provide  a
summary of the main points discussed and will draw some conclusions on the
main issues raised. 

2. THE NATURE OF TEACHERS’ BELIEFS

2.1. Definitions

The issue of teachers’ beliefs seems to be a subject of inconclusive debate. It
is  argued  that  still  little  is  known  about  teachers’  beliefs  and  that  no
consensus has been reached as to the exact nature of this construct (Schmidt
and Kennedy, 1990;  Rueda and Garcia, 1994). The reason for  this, as  it  is
argued, is  the  fact  that  beliefs  are  complex  and  abstract  in  nature  which
makes them difficult to research (Pajares, 1992). Another reason is that 

beliefs can be attributed to other concepts, such as ‘perceptions’ (Li, 1998;
Sengupta  and Falvey, 1998;  Bernat  and Gvozdenko, 2005;  Da Silva, 2005),
‘conceptions’ (Freeman and Richards, 1993; Farrell and Lim, 2005; MacDonald
et  al.,  2001),  ‘orientations’  (Standen, 2002;  Freeman  and  Richards, 1993),
‘attitudes’ (Young, 1998;  Karabenick  and Clemens Noda, 2004;  Bernat  and
Gvozdenko,  2005;  Karavas-Doukas,  1996;  Gahin  and  Myhill,  2001),
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‘dispositions’  (Raths,  2001),  ‘mental  and  social  representations’  (Gabillon,
2005), and ‘knowledge’ (Gabillon, 2005; Murphy, 2000; Bernat and Gvozdenko,
2005). Pajares (1992) calls beliefs a ‘messy construct’.

Furthermore,  much  of  the  debate  generally  centres  round  the
relationship of teachers’ beliefs with the concept of teachers’ knowledge. It is
still  not  clear  whether  teachers’ beliefs  can be  classified  as  knowledge or
whether they are two separate and distinct constructs. For example, Kagan
(1992)  argues  that  beliefs  are one form of  knowledge. In this  respect, she
maintains that teachers’ personal knowledge can be viewed as beliefs. This
knowledge,  according  to  Kagan,  increases  with  the  increase  of  teachers’
experience to become part of a system of professional knowledge that affects
teachers’ classroom decisions and practices. Nespor (1987), however, provides
many  characteristics  which  differentiate  beliefs  from  knowledge. Amongst
these characteristics is the fact that knowledge changes whereas beliefs are
‘static’, and that  knowledge can be assessed whereas “belief  systems often
include  affective  feelings  and  evaluations,  vivid  memories  of  personal
experiences, and assumptions about the existence of entities and alternative
worlds, all  of  which  are  simply  not  open to  outside  evaluation  or  critical
examination” (ibid, p. 321). It is important to note that the relationship of
beliefs  with  knowledge  is  still  surrounded  with  ambiguity  and
inconclusiveness (Pajares, 1992).

To clarify the construct further, Pajares (1992) provides a synthesis of the
nature of beliefs, which are summarised by Ballone and Czerniak (2001) as
follows:

1. Beliefs are formed early and tend to be self-perpetuated. They tend to
be preserved throughout time, experience, reason and schooling.

2. People  develop  a  belief  system  that  houses  all  the  beliefs  acquired
through the process of cultural transmission.

3. Beliefs are prioritized according to their connections or relationship to
other beliefs. 

4. The earlier a belief is incorporated into the belief structure, the more
difficult it is to change.

5. Belief alteration is relatively rare during adulthood.

6. Beliefs strongly influence perception.
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7. The beliefs individuals possess strongly affect their behaviour.

8. Beliefs  about  teaching  are  well  established  by  the  time  a  student
attends college.

9. Beliefs  play a  key  role  in defining tasks  and selecting the cognitive
tools with which to interpret, plan, and make decisions regarding such
tasks. (p. 8)

To sum up this section, teachers’ beliefs can generally be defined as firm
opinions that are shaped by teachers’ experience (personal and professional)
and general knowledge, and that in turn becomes internalised to the extent of
becoming  subconscious  knowledge,  but  that  is  actively  influencing
individuals’ choices and practices.

2.2  Sources of teachers’ beliefs

The  issue  of  sources  of  teachers’  beliefs  is  also  another  area  of  debate
surrounded  with  ambiguity  and  inconclusiveness.  That  is,  it  is  still
inconclusive what exactly the sources of  beliefs  can be (Raths, 2001). It  is
argued that teachers’ beliefs  derive partly from the teachers’ personal and
professional  experience  (Anderson, 1998;  Farrell  and Lim, 2005)  and from
school  experience  as  learners  (Farrell  and  Lim,  2005).  Raths  (2001)  for
instance notes that personal experience as a learner gives the teacher images
of what a perfect teacher, learner, or lesson are, the process of which is known
in the literature on teacher education as ‘the apprenticeship of observation’
(Freeman  and  Richards,  1993).  Schmidt  and  Kennedy  (1990)  note  that
teachers’ “…beliefs  are not  the product  of armchair  reasoning, but instead
develop through a vast array of personal experiences” (p. 9). 

With special reference to second/foreign language teaching, Richards and
Lockhart (1994) argue that the sources of teachers’ beliefs are: 

1. Their  own  experience  as  language  learners.  All  teachers  were  once
students, and their beliefs about teaching are often a reflection of how
they themselves were taught…

2. Experience  of  what  works  best.  For  many  teachers  experience  is  the
primary source of beliefs about teaching. A teacher may have found
that some teaching strategies work well and some do not…
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3. Established practice. Within a school, an institution, or a school district,
certain teaching styles and practices may be preferred…

4. Personality  factors.  Some  teachers  have  a  personal  preference  for  a
particular  teaching  pattern,  arrangement,  or  activity  because  it
matches their personality…

5. Educationally based or research-based principles. Teachers may draw on
their  understanding  of  a  learning  principle  in  psychology,  second
language  acquisition,  or  education  and  try  to  apply  it  in  the
classroom…

6. Principles derived from an approach or method. Teachers may believe in
the effectiveness of a particular approach or method of teaching and
consistently try to implement it in the classroom… (pp. 30-31 – italics
as in original text)

Hence, second language teachers’ beliefs according to Richards and Lockhart
stem  from  their  experience  as  second  language  learners,  from  their
professional  experience  as  teachers,  but  also  from  the  influence  of  their
personality. 

2.2. Main categories of teachers’ beliefs

Teachers’  beliefs  can  be  classified  into  different  categories,  which  are
inextricably interrelated, and very often it is difficult to study one category of
beliefs without referring to the other categories. These categories can be wide
and diverse even within the same category of teachers in the same school
(Schmidt and Kennedy, 1990; Fives and Buehl, 2005). However, the literature
indicates that teachers’ beliefs generally fall under three main categories: 

1. Personal beliefs: These are teachers’ beliefs about themselves and how they
should be. These beliefs derive from personal experience as a learner (Raths,
2001,  Richards  and  Lockhart,  1994).  This  personal  experience  gives  the
teacher ‘self-defining images’ (Raths, 2001) of what a perfect teacher, learner,
or  lesson  are.  These  images  are  an  important  element  in  understanding
teachers’ practices. Personal beliefs  are closely interlinked to beliefs about
teaching, learning, and epistemological beliefs. 

2. Beliefs about teaching, learning and curriculum: These stem from different
sources, mainly the teachers’ personal experience as learners and professional
experience as teachers (Richards and Lockhart, 1994; Calderhead, 1996).
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3. Epistemological  beliefs: These  are  closely  interrelated with  beliefs  about
learning and teaching (Chan 2003; Tutty and White, 2005; Fives and Buehl,
2005; Flores, 2001). These are beliefs about the nature of knowledge and how
knowledge is acquired (Flores, 2001). It is argued that the study of teachers’
epistemological  beliefs  can give researchers  some insights  about  teachers’
practices, but also about teachers’ lives and the system in which they work
(Flores, 2001; Filisetti and Fives, 2003; Woods et al., 2003).

3. WHY STUDY TEACHERS’ BELIEFS?

3.1. Shift in epistemological paradigm 

Research  in  teacher  education  was  in  the  past  marked  by  the  study  of
teachers’  behaviour  in  an  attempt  to  understand  what  happens  in  their
classroom. What was assumed is that an understanding of classroom practices
would  help  identify  constraints  for  effective  teaching,  which  teacher-
educators would address in pre-service and in-service trainings. However, it
was  noticed  that  this  approach  was  ineffective  and  very  often  no
improvement in practice was seen (Pajares, 1992; Murphy, 2000). With the
evolution of psychological theory from behaviourism to constructivism, it has
become  clear  that  a  better  understanding  of  teachers’  practices  can  be
achieved by an understanding of the beliefs guiding those practices (Pajares,
1992; Ballone and Czerniak, 2001; Schmidt and Kennedy, 1990; Richards and
Lockhart,  1994).  It  was  therefore  argued  that  teachers’  decisions  in  their
classrooms were guided by a system of beliefs, which serves as a filter before
these decisions are put into practice (Richards and Lockhart, 1994; Pajares,
1992). 

Taking this new paradigm as a framework, Cuban (1993: 256, cf. Fulton
and  Torney-Purta,  1999,  p.1)  suggests  that  “the  knowledge,  beliefs,  and
attitudes  that  teachers  have…  shape  what  they  choose  to  do  in  their
classrooms and explain the core of instructional practices that have endured
over  time”. Schmidt  and Kennedy (1990), for  instance, note  that  teachers’
beliefs about the subject they teach are closely linked to classroom practice
because these beliefs can influence day to day curricular decisions about what
and how to teach. This position is also taken by Pajares (1992) who notes that
a  possible  way  of  understanding  classroom practice  is  through a  study  of
teachers’ beliefs. Richards et al. (2001) point out that “changes in teachers’
practices are the result of changes in teachers’ beliefs” (p. 11). Fulton and
Torney-Purta  (1999)  maintain  that  no  real  change  will  occur  in  schools
without substantial change in the beliefs of teachers. It is further argued that
the study of beliefs is particularly important when curriculum innovations are
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being  implemented,  because  innovations  generally  challenge  teachers’
existing beliefs (Schmidt and Kennedy, 1990; Ballone and Czerniak, 2001). 

3.2. Curriculum innovations

The  literature  on  teachers’  beliefs  generally  argues  that  educational
innovations  would  not  succeed  if  the  objectives  of  these  innovations  are
incompatible  with  the  beliefs  of  its  users  (Rueda  and Garcia, 1994;  Fives,
2003;  Anderson  et  al., 1991). Matese  et  al. (2002)  posit  that  teachers  see
‘innovation through the lens of their existing knowledge and beliefs’ (p. 3).
Ballone and Czerniak (2001) point out that “the teacher is the critical change
agent in paving the way to educational reform and that teacher beliefs are
precursors  to  change”  (p.  7).  Schmidt  and  Kennedy  (1990)  posit  that
introducing  any  curricular  innovations  “is  not  likely  to  significantly  alter
teaching practices if teachers either do not understand or do not agree with
the goals and strategies implicit in these new devices” (p. 2). Schmidt and
Kennedy (1990)) argue, for instance, that attention must be 

… paid  to  teachers  beliefs  because  of  an  accumulating  body  of  evidence
suggesting  that  teachers  entering  beliefs  about  the  nature  of  the  subject
matter and how it is learned influence the extent to which teachers value and
use new curricula and instructional models.
             (ibid, p.2) 

Hence,  Richards  et  al.  (2001)  posit  that  any  change  in  curriculum
should be paralleled with an attempt to change teachers’ beliefs. They warn
that curriculum innovations usually fail when there is a mismatch between
the  ideologies  underlying  the  innovation  and  the  teachers’  beliefs.  Fives
(2003) explains that the level of teachers’ ‘self-efficacy’, defined as teachers’
beliefs about the extent to which they can execute and perform actions to
attain  certain  objectives  (Fives,  2003;  Bandura,  1986),  can  be  seen  as
determiners of the success or failure of educational innovations. In her study
of  teachers  self-efficacy  beliefs  and  innovations,  Fives  (2003)  found  that
teachers  who showed high levels  of  efficacy beliefs  towards their  teaching
relatively  had  high  levels  of  acceptance  and  valuing  of  innovations.
Furthermore, Ballone and Czerniak (2001) point out that usually experienced
teachers who have been through unsuccessful reforms may develop a culture
of distrust in policy-makers and this would lead, according to Ballone and
Czerniak, to a disparity between the objectives underlying reforms and the
teachers’ beliefs, which generally results in a failure of the innovation. In this
respect,  it  is  argued  that  professional  preparation  and  development
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programmes  can  play  an  important  role  in  challenging  and  re-shaping
teachers’ beliefs according to the objectives of the innovation (Pajares, 1992).

3.3. Teacher training and development

Research indicates that teachers’ beliefs are generally static and persevering
(Nespor, 1987; Pajares, 1992), and are therefore hard to challenge. However, it
is claimed that  training programmes can play a role in “re-shaping” these
beliefs, although, at the same time, it is also argued that generally teachers
tend to leave their training programs with the same beliefs they brought with
them  (Raths,  2001;  Pajares,  1993).  Raths  (2001)  argues  that  candidate-
teachers bring with them a system of beliefs about teaching practice to their
training; and a priority to teacher educators, according to Raths, is hence to
bring these beliefs  to light  and to attempt to challenge them early in the
training  so  as  to  maximise  the  learning  of  new  practices.  Ballone  and
Czerniak  (2001)  note  that  “teacher  belief  constructs  should  be  considered
carefully  when  planning  teacher  development  programs  in  order  to
successfully  implement reform recommendations” (p. 22). However, on the
other hand, Nespor (1987) argues that training programmes should not expect
teachers  to  abandon  their  beliefs,  but  should  try  to  replace  these  beliefs
gradually  with  more  relevant  beliefs  acquired  through  experience  in  a
different context. In this respect, Nespor (1987), points out that in order for
teachers to change their beliefs, they usually go through three stages: a) they
must come to the conclusion that their beliefs are inappropriate, b) they must
find opportunities to discover new knowledge, and c) they must find ways to
link their new beliefs with their old ones. 

For teacher training programmes to be successful, it is suggested that
they should promote reflective practice (Richards and Lockhart, 1994). In this
respect, it is claimed that reflective practice could possibly get teachers to
reflect about their beliefs, and therefore, to compare these beliefs against new
forms of  knowledge towards  challenging  these  beliefs  and replacing  them
with more appropriate knowledge (Richards and Lockhart, 1994). 

Newstead  (1999)  explains  that  “researchers  agree  that  significant
change…[in teachers’ practices] cannot be achieved without the opportunity
for teachers’ reflection” (p. 1). Rueda and Garcia (1994) point out that there
are  “many  studies  supporting  the  idea  that  if  teachers  are  given  the
opportunity to reflect on their teaching practices, they not only get better at
reflection but they also change as well” (p. 16). Similarly, Flores (2001) posits
that teachers’ critical reflection leads to a change of teaching practice. She
further maintains that critical reflection can empower teachers and this may
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even lead them to challenge the status quo. Fives (2003) notes that teachers
who undergo reflective practice in their training tend to report high levels of
self-efficacy beliefs. 

Reflective practice is particularly important in second/foreign language
teaching (Richards and Lockhart, 1994) mainly that it has also been noticed
that teachers tended to leave their training programmes with the same beliefs
about language learning and teaching that they had when they entered their
courses (Farrell and Lim, 2005; Richards et al., 2001; Karavas-Doukas, 1996;
Newstead, 1999). Furthermore, it has been suggested that reflective practice
in training programmes need to be conducted within a socio-constructivist
approach (Spanneberg, 2001; Richards at al., 2001; Flores, 2001), where “ the
emphasis is on the teacher as learner, a person who will experience teaching
and  learning  situations  and  give  personal  meaning  to  those  experiences
through reflection” (Spanneberg, 2001, p. 1).

Amongst the strategies suggested in teacher training and development
within a socio-constructivist  approach, Richards at al. (2001), for instance,
suggest that “reflection is possible through many means including narratives,
discussion, review of student feedback, viewing videotapes of their teaching
as well as other modes of reflection” (p. 12). They also point out that teachers
can  check  the  extent  to  which  their  beliefs  are  changing  through journal
writing and case studies. Richards et al. suggest that “[o]pportunities to share
experiences of positive change can provide a valuable source of input for in-
service courses and teacher education activities” (p. 12). Ballone and Czerniak
(2001) provide some tangible guidelines on incorporating reflective practice
in teacher education programs. They explain that:

…teacher  training  experiences  should  include  enough  opportunities  to  1)
collaborate with  colleagues  who are  implementing  the  same strategies, 2)
visit  classrooms  that  use  multiple  instructional  strategies  and  focus  on
student learning styles, 3) observe student and teacher success, 4) develop
and/or pilot instructional  materials, 5) practice using these strategies with
colleagues in order to receive feedback, 6) participate in and present activities
that foster learning styles at workshops and in-service programs. 
                                                                                                                        (Ibid, p. 22)

Nevertheless, it is worth noting that for these activities to be possible, an
appropriate provision of resources and support from stakeholders and policy-
makers are essential (Rueda and Garcia, 1994; Ballone and Czerniak, 2001;
Newstead, 1999).
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4. IMPLICATIONS FOR RESEARCH IN THE ARAB WORLD

The general climate of socio-political, economic and cultural developments
currently taking place in the Arab world has led to an ongoing interest in
foreign language education, particularly in the teaching of English language. 

English has in fact become a necessary tool for intercultural communication
between  Arab  populations  and  other  populations  from  other  cultures
worldwide.  English  is  also  used  by  Arab  states  as  the  main  language  of
international relations and security, of economic exchange and investment,
and of scientific and technological progress. As a result, and in order to cope
with the challenges of the 21st century, most Arab countries have initiated
curriculum reforms in their systems of English language teaching at one point
of  time  since  the  start  of  the  21st century.  In  this  respect,  different
innovations  have  been  introduced  at  different  levels  of  the  countries’
educational  systems. Nevertheless,  while  these  reform  initiatives  are  very
important to catch up with international progress, they do however need to
be underpinned by a solid body of empirical research; an initiative that seems
to be scarce at the moment. In fact, a closer analysis of educational research
in the Arab world would reveal that not many studies have documented these
reforms. In particular, research on language teachers’ beliefs, as an important
factor in English language curriculum reforms, is to a certain extent under-
represented. 

Amongst  the  few  studies  on  language  teachers’  beliefs  that  were
conducted in the Arab world there is, for instance, Al-Mekhlafi (2004) who
conducted a study in the United Arab Emirates that  investigated language
teachers’ beliefs and attitudes towards using the Internet in EFL classrooms.
He found that  although teachers  were familiar  with using technology and
showed a willingness to integrate it in their teaching, the majority did not in
fact  use the Internet  technology in  their  classrooms. In  Egypt, Gahin  and
Myhill  (2001)  conducted  a  study  on  EFL  teachers’  beliefs  about  the
communicative  approach  as  a  curriculum innovation. They  point  out  that
their findings indicate that there was mismatch between the teachers’ beliefs
and the innovation. They concluded that in 

the Egyptian ELT context, the change in teaching materials in the form of new
syllabus course books and the change in teaching approaches advocated by
the  [Egyptian]…Ministry  of  Education…have  not  been  paralleled  by  any
attempt  to  achieve  a  change  in  the  pedagogical  values  of  the  teachers
involved in implementing the curriculum innovation.                        (ibid, p. 3) 
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In another  study in Algeria, Bellalem (2008)  explored  the beliefs  of
French and English school teachers about curriculum innovation. He found
that the teachers held negative beliefs about the new curriculum because of
an incompatibility of these beliefs with the innovation. He concluded that the
participants’ beliefs had not been so challenged prior to the implementation
of  the  innovation.  Rather  both  teachers  and  the  Algerian  Ministry  of
Education were busy blaming one another, and this resulted in tensions and
conflict  within  the  Algerian  educational  system. In  Lybia,  Orafi  and  Borg
(2009)  examined  the  beliefs  of  EFL  teachers  towards  a  newly  introduced
communicative  curriculum.  They  found  that  there  was  “considerable
differences  between  the  intentions  of  the  curriculum  and  the  [teachers’]
instruction…[because] the uptake of an educational innovation can be limited
when  it  is  not  congruent  with  and  does  not  take  into  consideration  the
cognitive and contextual realities of teachers’ work” (p. 243). In Syria, Albirini
(2006) explored the beliefs of EFL teachers towards the use of ICT. He found
that  the  participants  held  conservative  beliefs  although,  in  general,  they
showed positive attitudes towards the use of ICT in their classroom. A further
analysis  revealed that  teachers  were “mainly  concerned about  the morally
damaging effect of ICT (particularly the Internet), its inattentiveness to their
cultural and language needs, and its growing primacy at the expense of other
societal needs” (p. 49). Finally, in Saudi Arabia, Al-Mohanna (2010) explored
how  English  secondary  teachers’  beliefs  impacted  on  their  teaching.  The
study revealed that although the curriculum in Saudi schools was intended as
communicative, the teachers actually taught within the Grammar Translation
and Audio-lingual Methods. He concluded that the “EFL teachers' theoretical
background is suggested as a contributing factor against the implementation”
(p. 69) of a communicative curriculum. 

The findings in the above studies are generally congruent with current
theory in the field (see 3.2 above), i.e., the findings of these studies indicate
that often there exists a disparity between the educational innovations and
the teachers’ beliefs. In fact, these studies, do essentially confirm the need for
further research on teachers’ beliefs because of the latter’s importance in the
make or break of any curriculum innovation. Hence, the first argument this
paper wishes to put forward is the fact that there is a strong need in favour of
further research in the field of language teachers’ beliefs in the Arab world
considering the high level of reforms the region is going through. 

Furthermore, it seems to be that there is an element of regional and
contextual  peculiarity  of  the  Arab countries  is  not  covered by  the current
literature on teachers’ beliefs from across the other world regions. In fact, any
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data  from the Arab world could  in a  sense be unique because they would
reflect  the  socio-political  and  cultural  aspects  of  the  Arab  community  of
teachers. In other words, it is important to point out that the above studies
generally  indicate  that  the  context  is  an  important  source  of  data,  and
therefore it  is fair to argue that the area of Arab teachers’ beliefs  is fairly
under-represented by research. Hence, the second point this paper wishes to
put forward is that further studies will undoubtedly be more than valuable to
further  explore  the  issue  of  teachers’ beliefs  from a  different  perspective,
which  may  ultimately  add  to  our  knowledge  in  the  field,  and  may  even
challenge current theories.

However, the most important point this paper wishes to highlight is that
we  need  to  strongly  encourage  debate  as  a  first  step  towards  building  a
platform for research on teachers’ beliefs in the Arab world. It is therefore
argued that we need to build an active research group within the spheres of
the Arab academia whose task would  be to encourage further  research on
language teachers’ beliefs and to coordinate the organisation of conferences,
where research findings would be shared and debated with other communities
of  researchers.  This  paper  hopes  to  be  the  starting  point  of  such  an
endeavour. 

5. SUMMARY AND CONCLUSIONS

To sum up this paper, it was first discussed that teachers’ beliefs are difficult
to research because they tend to be complex and abstract in nature. In this
respect, it was seen that theory on teachers’ beliefs is inconclusive and still no
consensus has been reached as to the exact nature of this construct. It was
argued  that  language  teachers’  beliefs  derive  partly  from  the  teachers’
personal and professional experience and from school experience as language
learners; and that they can generally be classified into three main interrelated
categories: personal beliefs, beliefs about teaching, learning and curriculum,
and epistemological beliefs. It was then discussed that research indicated that
a  better  understanding  of  teachers’  practices  can  be  achieved  by  an
understanding  of  the  beliefs  underpinning  those  practices  because  it  was
generally argued that any educational innovation would not succeed if  the
objectives of these innovations are incompatible with the beliefs of teachers.
It was therefore claimed that training programmes can play a crucial role in
challenging beliefs in order to facilitate the learning of new practices. It was
suggested  that  training  programmes  should  promote  reflective  practice,
which could possibly get teachers to reflect about their beliefs, and therefore,
to compare these beliefs against new forms of knowledge towards challenging
these beliefs and replacing them with more appropriate knowledge. 
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Furthermore, the paper gave a bird’s eye view of a few studies that were
conducted  in  the  Arab  world.  Nevertheless,  it  was  noted  that  while  the
findings in these studies were generally  in line with current theory in the
field, it was argued however that the context remains drastically unexplored
considering  the  rich  data  that  exists.  Hence,  it  was  argued  that  further
research would be needed in order to have a fair representation of research in
the  field. In  addition  to  this,  it  was  also  pointed  out  that  the  context  is
important  because  any  data  from  the  Arab  world  would  be  peculiar  and
unique in the sense that they would reflect the socio-political and cultural
aspects of each community of teachers in each Arab country. It was finally
argued that debate within the Arab academia needs to be encouraged for the
purposes of  promoting research on language teachers’ beliefs  and also for
sharing the findings of other research communities.
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