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Abstract This paper is the third continuation of the previously published paper “National Libyan Public
Education Reform: Entire Transformative Strategies, 2020-2026” (November 2017), which proposes a complete
framework for reforming Libyan public education and reflects on the difficulties that educators and learners have
faced due to existing confusing conditions. It divides the entire reform plan into six years of gradual reform actions
to overcome their complications; these complications stem from the discouraged forms of education, changeable
curricula, bureaucratic schools and university administrations, the conservative community, and uncertain education
strategies. Another factor is the way that learners acquire information (that is, their learning styles). In addition,
upheavals all over Libya have affected the overall stability of education in Libya and led to there being two
ministries of education (East and West Libya). Thus, six years of gradual reform stages were proposed so that a new
generation of students would start with pre-kindergarten in the academic year 2026 or the equivalent. This paper also
is subsequent to the prior published paper (16 May 2018) on the same reverence project, “Contextualizing the First
Two Years of the Libyan Education Reform Proposed Strategies (2020-2026): Targeted Candidates and Reflective
Activities,” which explains in depth the suggested Phase I of the first two years (2020-2022) of the proposal for
reforming Libyan education (2020-2026 or equivalent years). The purpose of this paper is to explain in depth the
suggested subsequent four years (2022—-2026 or equivalent years) of the proposed strategy of a six-year reform and
come out with clearly constructed strategy without conflicting laws or regulations in the country.
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1. Emphasis on the Demonstrated
Problem

As explained, frequent studies in various sectors of
education have focused on areas associated with teachers
and teaching practices. These areas are teachers’
knowledge, classroom interpretations, teachers’ beliefs on
teaching, cultural situations, and how these areas connect
to each other theoretically. Wilson (1999) shows that
teaching is a practical activity; to be a teacher, one needs
to be very practical. Teachers also must find ways of using
theory in the practice of teaching. This means that they
must act within a community of other teachers; people do
not learn in isolation, but as active members of society.
What people learn and how they make sense of that
knowledge depends on where and when they are learning,
that is, the social context (172).

Elabbar [1] points out that the “Libyan English teachers
learned to be Libyan teachers in a particular social context,
using a particular kind of knowledge at a particular time,
therefore their practices are socially constructed.” The
practices of Libyan educators have been constructed from
their cultural background, their views on learning and
teaching, and the kind of education they have received.
Libyan educators are products of the way learning has
been managed in the school or university context.
These problems are exacerbated by top-down personal
management and control; managers tend to consider all
teachers qualified to teach any subject without specific
trained. This managerial expectation puts pressure on
teachers to perform without providing the necessary
training or professional development support (14-16).

Therefore, these four years of transformational actions
are concerned with gradual policy reform, professional
development, structural aims to put into practice the
project’s main goals, and the anticipated results of Phase 1.
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An additional aim is to include contributors from schools,
vocational sectors, and higher education to unify clear
attitudes toward the change. The results of several studies
[1,2,3,4,5] have uncovered significant difficulties and
deep complications influencing Libyan education. Most of
these complications result from the following facts:

1.1. Education Policy Impairment:
Schools and Universities

The Libyan Education Authority (1995, 109) shows that
the Libyan government provides policy statements
detailing the aims of the school; for example, the
“curriculum must cover all the activities in a school
designed to promote the moral, cultural, intellectual and
physical development of students, and must prepare them
for the opportunities, responsibilities and experiences of
life and society.” However, El-Hawat (2006, 215) and
Elabbar [2] explain that the school/university education
systems are administrated by directors who apply
whatever policy they personally feel is most suitable; this
point has caused differences between schools, universities,
and even faculties. Vandewall (2006) claims that “while
educational development is still a priority for the
government, the educational programmes in Libya suffer
from limited and changeable curricula, a lack of qualified
teachers, and a strong tendency to learn by memorisation
rather than by reasoning, a characteristic of Arab education in
general. Nonetheless, education is already free at all levels,
and students receive a substantial salary” (40-42).

Also, the law in force (parliament decree ) in the state
of Libya (18-2010 verse 2) clearly enables the Ministry of
Education to take all possible actions toward development,
reform, or support of professional development among all
education sectors. However, all these regulations did not
end up applying in terms of conditions in reality:

* Libyan beliefs and the culture of learning have

strong consequences on the educational process.

* Many teachers may find it hard to apply different
ideas, methods, and methodologies to their teaching;
some of them simply attempt to teach by the same
methods they learned from their Libyan teachers.

* The age and gender of teachers (OGT and NGT)
affects the academic collaboration among them, as
teachers face difficulties of age and gender, which
influence to a certain extent their professional
relationships with each other.

* Lack of knowledge and skills development inside
schools and public universities have an impact on
teachers’ knowledge, how they perform while
teaching, and their choices of teaching methods.

* Old and existing top-down approaches from the
government, the Ministry of Education, and schools
or universities may affect the inspiration that teachers
exhibit for development or professional activities.

Latiwish [6] also highlights that the Committee of
Higher Education (now called the Ministry of Education)
provides a list of normal policies for universities, such as
the start and end dates of academic years, faculty entrance
scores, and the authorization of university heads and
deans to other positions of academic managements (25).
El-Hawat (2006) shows that this method of administration

has increased the gap between schools, departments,
faculties, and universities. Some faculty deans try to apply
their own perspectives and beliefs of managing to their
faculties, such as choosing department heads for personal
or social reasons. Also, some heads of departments or
administrators require their teachers to follow their
perspectives on selecting materials, methods of teaching,
and even managing exams (382).

* Poor facilities and resources within the whole
education sector have an impact on teaching and
learning processes.

* Having to instruct large numbers of students affects
learning and teacher performance.

Therefore—and as the previous phase suggests—key
contributors from the Ministry of Education and
administrators from the entire Libyan educational system
should put into practice the targets of the whole project
through connecting the participants of all six years to track
reform procedures.

2. Literature Review

2.1. The Second Two Years, 2022-2024
or Equivalent Years

The last published paper [5] contextualizes the first two
years of the suggested six years of the reform strategy.
These two years of transformational and gradual change of
policy aim to put into practice the project’s main goals
in addition to the anticipated results of Phase 1. They
also aim to widely include contributors from schools,
vocational sectors, and higher education to unify clear
attitudes toward change. Elabbar [5] also clarifies that all
participants of the suggested Phase 1 should be invited
to take a strong part in the second two years of
developmental activities. Those officials invited to take
part in Phase 1 are the following:

1. Government and parliament

makers (Education planers);

2. Ministry of Planning’s officials in charge of
preparing education budgets and polices;

3. Minister office managements, deputy minister
managements, and the Ministry of Education
consultancies;

4. County administrations and developments directors;

5. Education developers, curriculum creators, and
teachers’ trainers;

6. Ministry of Education research and training center

executives;

Ministry of Education legal administrators;

Ministry of Education general exams executives;

Deans of universities and faculties of educations;

0. Senior inspectors and their TAs; and

1. Key people (decision makers) from the Ministry of
Education, government, and parliaments in charge
of education management in Libya (169).

The main goal of involving such officials in this
four-year stage is to ensure implementation of the main
goals of the reform project for 2020-2026. Also, it will
facilitate the interaction with the four years of contributors
to join the efforts of the targeted continuing professional
development strategies (CPDS).

education policy
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2.2. Continuing Professional Development
(CPD) Brief Summary

CPD can be seen as offering a systematic way of
improving and developing educators’ knowledge, perspectives,
beliefs, and skills during their lifelong careers as educators.
The Institute of Professional Development [7] defines
CPD as combinations of approaches, ideas, concepts, and
techniques that help teachers manage their own learning
and development (20). Rodrigues [8] writes that “CPD is
any process or activity that provides added value to the
capability of the professional through the increase in
knowledge, skills and personal qualities necessary for the
appropriate execution of professional and technical duties,
often termed competence” (11). Bell et al. [9] states that
teachers can “review, renew and extend their commitment
as agents of change to the moral purposes of teaching; and
through this they acquire and develop critically the
knowledge, beliefs, skills and emotional intelligence
important to excellent professional thinking, planning and
practice with children, young people and colleagues
throughout each phase of their teaching lives” (p.4-6).

Lange [10] also shows that it is a “process of continual
intellectual, experiential and attitudinal growth of teachers,”
which is essential for maintaining and enhancing the
quality of teachers and learning experiences (250).
Rodrigues [11] explains that a teacher’s CPD shifts to
meet accountability and credibility demands, as it is
planned to enhance teachers’ self-confidence, overall
competence, and language of teaching or pedagogical
content knowledge by providing instruction on the
fundamental themes and perceptions in teaching process
(387-391). Kanu [12] also suggests that CPD serves
longer-term goals and seeks to facilitate the development
of teachers’ understanding of teaching as well as
understanding themselves as educators (499).

2.2.1. Process of CPD: Schoolteachers

The process of teachers” CPD may be anything that
helps teachers develop their skills and teaching beliefs to
improve their teaching performances. Rodrigues [8] shows
that the aims of CPD from a second or foreign language
development perspective can cover any of the following:
the process of how second/foreign language development
grows; learning how roles transform according to the kind
of the learners being taught; reviewing theories and
principles of foreign language teaching; determining
learners’ perceptions of classroom activities; developing
an understanding of different styles and aspects of
teaching; understanding the sorts of decision making that
occur during foreign language lessons; and building
awareness of instructional objectives to support teaching
(5-6). Also, Rodrigues et al. [11] states that “teacher
development is more involved with in-service teacher
education. It relies more on teachers’ personal experiences
and background knowledge as the basis of the input
content, and typical teacher development activities
through their teaching career,” as it includes “teacher
study groups, practitioner research, or self-development
activities” (390). Guskey (2009) reports on the strong
relationship between teachers’ CPD and their students’
outcomes and practice (490). Similarly, Guskey [13]
offers four models of professional development as

vehicles for changing teaching practice, leading to
improvements in student achievement and outcomes, and
changes in teachers’ beliefs and attitudes (382).

2.2.2. CPD in Higher Education

The role of CPD in the field of higher education is
explained by McWilliams [14], who points out that the
term “continuing professional development” is widely
used across a range of occupational fields: “There is
however, a lack of clarity and agreement about how it is
defined, and some acceptance that the concept is ‘neither
innocent nor neutral’” (289). Deem et al. [15] states that
within the context of higher education, professional
development for academics occurs within a complex
situation of changing national policy “directives,”
increasing demands on both institutions and academics
themselves (116). Also, Blackmore and Blackwell [16]
show that the CPD of academics can be seen as taking
place within a complex “array of competing challenges
and perspectives.” The nature of the academic role and
the responsibilities attributed to it are changing, along
with the relationships to other roles both within and
outside the institution (22). Dill (2005) claims that “[i]t is
equally...[i]mportant for the continuance of the university
as we know it that we look systematically and critically at
our own professional behaviour, at our structures of
university self-governance, at our processes for peer
review and at our underlying academic beliefs” (178).

The Higher Education Academy [17] states that CPD
can be seen as “systematic, on-going, self-directed
learning. It is an approach or process which should be a
normal part of how you plan and manage your whole
working life.” Clegg [18] argues that the “problem of CPD
of professionals in higher education is that it operates
around a series of unresolved tensions” and goes on to
explain “fault lines in conceptualising.” Clegg [18] also
explains that there are two “dualisms” in respect of what
is considered appropriate for the content and focus of
CPD in higher education, which reflects characteristic
influences on academic identity. These dualisms form the
“research-teaching nexus and the tension between
loyalties to the subject discipline and the organization”
(37-38).

2.2.3. Strategies for CPD

Lo (2005) shows that “Professional Development
should go beyond personal and individual reflections, for
example, it can include exploration of new approaches and
theories in language teaching” (140).

The UK’s Department for Education and Science
(DFES) [19] suggests that CPD strategies should suit the
needs of policy makers and funding and university
managers and increase teachers’ pedagogic and
knowledge skills. Also, CPD strategies should increase
and progress teachers’ individual performances and
develop their teaching beliefs and abilities. It consequently
involves much more than just training courses. However,
while many things can be learned about teaching through
self-observation and critical reflection, many cannot.
These include subject matter knowledge, pedagogical
expertise, and understanding of curricula (126-127). The
Architects Accreditation Council of Australia (2009)
writes that formal CPD activities “should be structured in
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a learning environment with structured learning outcomes
or assessment” (1). They also assume that formal CPD
activities should include faculty seminars, workshops,
courses, conferences, and presentations, among other
activities. Informal CPD activities should, however,
consist of self-directed study of practice, such as reading
technical magazines, making site visits, attending talks
and presentations by peers, and participating in mentoring
programs (3).

2.2.4. Applications of CPD

CPD management and organizations should consider
several concepts. Bell and Gilbert [9] determine three: the
personal concept, the occupational concept, and the social
concept. The personal concept covers teachers’ values,
attitudes, beliefs, and motivations. The occupational
concept encourages a connection between theory and
practice in addition to the essential focus on academic
stimulation and professional relevance. The social concept
encourages the relationship between individuals and
groups (159-160).

Clegg [18] also shows that to understand the influences
on CPD at individual and institutional levels, it is essential
to take account of these debates as well as the significantly
diverse approaches that different academic disciplines take
to CPD (42). Crawford (2009) points out that these
differences can be seen as “evolving from epistemological
sources with academics being positioned within many
systems or communities, each of which may have
different discourses, approaches to teaching and learning,
understandings of CPD and priority.” Besides the changes
related to the meanings attributed to CPD, there is also
obvious difference in the appropriate form and approach
to CPD activity. The core of the matter can be seen to
pivot on whether CPD activity includes formal and
informal approaches to learning in the workplace (165).

3. Proposed Actions

3.1. Teachers Colleges (TCs)

The reform’s main aims need to consider how future
teachers gain and develop their pedagogical content
knowledge (PCK). TCs will also require having working
classroom equipment, teaching aids, IT systems, modern
laps, online library access, and well-trained educators who
can apply the reform’s main goals; to this aim, they (TC
educators) should have taken part in Phase 1 (2020-2022
or equivalent years) preparations. As the preservice educators,
teaching assistants should learn about student centers,
decentralized forms of education, and getting the
new student-teachers ready for the transformation. TCs
syllabuses should also cover core materials, ground-up
activities, app communication, and practical aspects; all
preservice and student-teachers should get enough time to
practice PCK before they take part in the reform
arrangements.

These practices might take several methods or platforms,
such as at schools’ locations, laps, libraries, or short-terms
external training facilities. TCs are a significant part in
formulating teachers with clearly planned ideas of the
change. In other words, TCs must play an important role

in implementing the reform’s main goals. TCs will have to
work to adjust their syllabuses, teaching methods, and
teaching aids and move from centralized to decentralized
forms of education as well as administration.

3.2. Ministry Training Centers (MTCs)

MTCs must play an important role in collaboration with
TCs in applying CPD reform models, such as national
teacher training programs, action research, coaching,
cascading, and transformative training to the suggested
contributors. MTCs should also collaborate with
international universities and research centers that have
gone through a reform process. Correspondingly, MTCs
must shore up the development process toward the
involvement of the in-service teachers, inspectors, school
headquarters, education administrators, and social workers
to participate in contextualizing the transformation goals.

3.3. Teachers’ TV (TTV)

This managed channel (both TV and internet) aims to
help pre- and in-service educators keep up with
fundamental development activities and track all
preparation stages. Those teachers will then have excellent
opportunities to watch all training sessions, recorded
reform lectures, lesson plan activities, communicative
learning manners, and teacher education; they will be able
to see the importance of material design, action research,
and transformative knowledge. Also, it will be further
recommended to prepare an app (phone app) where all
reform contributors track reform constrictions. This
process will ensure an intensive look at the trajectory of
the improvement.

3.4. Curriculum Designers

Those designers require intensive professional development
regarding material development and adaptation to be able
to achieve the following goals of the reform:

* Making a core curriculum for the new generation of
pupils who will start in 2026-2027. This core
curriculum would include reading, writing, math,
science, technology, Islamic studies, English
language, French language, and citizenship.

* Making a peripheral curriculum: history, music, arts,
social studies, and physical education.

* Making gradual modifications for the current
students to enable classroom interaction, shared
work, and technology adoption.

* Q@iving spaces in the teachers’ books to enable
teachers to develop activities and use ground-up
activities.

* Requiring the university syllabus to meet the reform
preparations in terms of content knowledge, use of
technology, and forging languages.

3.5. Debates

Debates and workshops must frequently occur within
all levels of contributors and reform administrators to
overcome unanticipated constraints that may happen
during the reform journey. Also, these debates should be



16 American Journal of Educational Research

well administrated in terms of outcomes, bottom-up
debates, and top-down debates to enable all contributors
to increase their philosophies either through direct
participations or through teachers’ TV or apps.

3.6. Role of Social Workers in the Change

Social workers are significant in the change and should
be extensively involved within all practical activities. As
they will be required to further connect with the traditional
Libyan teachers, parents, and students, they would be
trained on preparing the families and students to accept
the gradual change.

4. Current Education Budget, Numbers,
and Expectations

According to the ministry’s published report (2015),
over the past 17 years, Libya has spent an annual budget
of approximately 1.3 billion Libyan dinars (approximately
USS$1 billion) for the Ministry of Education alone and
without a clear developmental policy. This unplanned
budget has led to confusion, as it was not used to build a
strong base for approximately 1.4 million school learners
(201000) in the vocational sector and approximately
435,000 university students. Nevertheless, Elabbar [2]
explains that with a huge budget and a small population,
most of the current classrooms consist of 45 to 50 students
each. This number does not agree with the large number
of assigned teachers (on documents only, 745,000), which
means approximately one teacher for four students. Thus,
part of this project’s main aims is to use such a budget in
the six-year reform plan. For example, Maghaib’s (2017)
statistical report based on the national ID system shows
that by 2021, the entire Libyan population is expected
to reach 6,785,839, with an annual growth of 1.3
and fertility rate of 2.315. Thus, Libya will have
approximately 581,458 new children aged between 0 and
4 years (68).

5. Predicted Structure, Budget, and Policy

This phase would come as a result of the two prior
phases (Phases 1 and 2). It aims to prepare students who

are suggested to start the academic year 2026-2027 (pre-k).

Those learners are anticipated to be approximately
504,000 pre-k students. This phase also aims to implement
the goals of this project, which are creating a modern
learning environment and having well-equipped classrooms
(no more than 20 students per class), well-trained teachers,
and HQs; these goals can be achieved through a
well-organized county system that applies the aims of this
project as framework procedures. Therefore, the number
of expected required new classrooms will be approximately
29,073. Maghaib (2017) anticipates the cost of a
well-equipped classroom (according to US standards) to
be approximately US$60,000 per class, which means
approximately 2,325,832,000 Libyan dinars (approximately
USS$2.1 billion). This study also anticipates that the annual
cost of each student, including administration, teachers,

training, transportation, equipment, carting, and school
supplies, is approximately 20,000 Libyan dinars (US$17,500).

Thus, the total anticipated or required annual budget
for the new reformed education with teaching and
administration will be approximately US$104, 6624, 4000,
which is approximately 1.6 billion Libyan dinars every
year, plus the cost of adding the required classrooms.

6. Conclusion

This framework proposal has aimed to open doors for
key Libyan education figures to analyze ideas of
reforming a complicated learning context. It considers the
current position of Libyan educators, policy makers,
and the difficulties they face because of having used an
unstable system for more than 47 years. This proposal
also considers different models of CPD, cultural reflection,
current students, and economic thought based on the
currently addressed budget in the state of Libya. Most
of the suggested aims have been designed to be linked
to or modified in the face of wider ideas of reform
of the complex situation in Libya. Libya and Libyans
deserve better educational development and collaboration
to achieve anticipated reform and targeted outcomes.
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