


Working with Young Learners in Tunisia: Assessing the impact of the Training Program on Primary School English Teachers’ Professional Development


Abstract 
It has become commonly heldamongELT professionals and practitioners thatcontinuing professional development for English language teachers is extremely important for refining the quality of teaching and learning as well. Therefore, over the course of time, planning and implementing effective professional development activities havealways been intended to address individual needs and concerns of English language teachers, in general, and of primary school teachers, in particular. 
The following study aims to delve into primary school English language teachers’ perspectives on the merits of the current training program they are taking part in. It seeks to investigate their views of the effectiveness of the program and to what extent it responds to their specific school- based needs and, hence,it attains their aims of development and learning. Working with a sample of 40 teachers from diverse areas of the country revealed a clear awareness of the significance of the training program but unveiled multiple views on its effectiveness. These different views would later on impact teachers’ commitment and motivation to follow through or give up working with young learners. 
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1. Introduction
Worldwide, English is being recognized as a world language, and many people believe that the earlier children start learning it, the better they will perform. As such, there has been a growing push to introduce this language to children in primary school classrooms. The underlying assumption is that learners will be more successful if they begin studying English at an early age. 
		The Tunisian Ministry of Education has decided to embark on English instruction in the primary grades. The beginning of English education took the form of clubs before developing into a compulsory subject. The Ministry has considered many different issues and has created a program focused on English clubs. Theyhave been designed to provide primary school learners with a positive initial exposure to the English language before they begin formal academic study of the language in middle school.English was first introduced in primary education in 2001 as a club to 5th grade pupils.Then, it was extended to the 6th grade from 2002 to 2006 when English became a compulsory subject for 6th grade primary school pupils (Barkia,2007, as cited in Abid, 2012). 
		According to a report issued in 2002 by the Direction of Academic Programs and Manuals of the Ministry of Education and Training, the objectives of teaching English to primary school children include developing the pupils’ oral and aural skills in a relaxing and motivating atmosphere and sensitizing students about the English-speaking countries’ cultures (Barkia, 2007, as cited in Abid, 2012). Those objectives are to be achieved through involving pupils in motivating communicative activities, learner-centered lessons and pair work or group work activities. The motivating atmosphere is to be created by teaching songs, rhymes, interactive games, stories, dialogues, role playsetc, which helps promote oral skills (Ben Afia, 2006).
2. From teacher education to teacher development 
According to Borg (2006), “In the past fifteen years there has been a surge of interest in the study of language teacher cognition – what language teachers think, know and believe – and of its relationship to teachers’ classroom practices”, observing also that “understanding teacher cognition is central to the process of understanding teaching” (p. 1).Calderhead (1988), also, asserted that in the late 1980s, research of this type “promises to be of value in informing . . . policy and the practices of teacher educators” (p. 52).
	According to Freeman (1991), the process-product notion of language teaching which conceives of teaching as the exercise of specific ways of acting or a set of behaviors that need to be taught directly, has been challenged by an increasing body of research in the field of teacher education and development over the past decades. For Richards (1998), within the field of teacher education and development, the focus is no longer on searching for better ways to train teachers, rather the focus has shifted to trying to describe and understand the process of how teachers learn to teach through their self-awareness and reflection.Within the same vein, Gebbard (2005) affirms that when teachers try new things: something they have never tried before or try the opposite of what they actually do, they can see their teaching differently including their beliefs about teaching and learning. Teachers can learn and discover a lot about their own teaching by changing the way they teach, introducing small changes to their teaching or adopting new conducts. 
	Gebbard and Oprandy (1999) identify the shift towards teacher development as a sort of “liberating tool” for teachers from the search for the best way of teaching to the exploration of other alternative possibilities for change.  In order to better conceptualize the shift, it is worth referring to Wallace’s (1991) three models that identify the defining characteristics of both concepts. Wallace proposes two models that seem to correspond to the notion of teacher education and one model into which the concept of teacher development may be integrated. 
3. The growing interest in Professional Development 
Following Darling-Hammond and Prince (2007), there is a consensus among researchers and educators that a central component of improving the quality of education is the enhancement of educational personnel capacity and commitment. They state that:
clearly, meeting the expectation that all students will learn to high standards will 
require a transformation in the ways in which our education system attracts, prepares, 
supports, and develops expert teachers ... An aspect of this transformation is 
developing means to evaluate and recognize teacher effectiveness throughout the 
career, for the purposes of licensing, hiring, and granting tenure; for providing needed 
           professional development. (Darling-Hammond & Prince, 2007, p. 3)  
Carnoy (2007) gave the idea more insight when spelling out that:
	Improving the quality of education necessarily requires improving the quality of 
teaching [and] the quality of educational management… significant upgrading in the 
pre-service and in-service training of teachers… a new strategy for recruiting the 
teachers who can be trained to raise the level of student learning (p. 3-4). 
Recent literature (Berliner, 2001; Joyce & Showers, 2002) reveals an increasing attention to, and debate about the importance of high quality professional development in helping teachers to be responsive to changing, complex and challenging demands and in improving and sustaining learning for teachers and students alike. Still other researchers (Billingsley, 2004; Burns &Lawrie, 2015) spell out the essential role of teachers’ professional development throughout the course of their careers in order to be effective. In the view of Evers et al (2016), professional development is crucial in helping teachers fill in the gaps in their skills’ sets and continue to develop their expertise. Through professional development, teachers have the opportunity to keep up-to-date with the continuously changing practices. 
Richardson (2003), also, stressed the fact that teachers need professional development to be successful. Professional development is nothing but a sustained, intensive effort whose end result is improving teaching and learning. Guskey(2003) highlights the significance of professional development for teachers as it makes of them active learners and pushes them to be a coherent part of well-planned activities. As such, professional development for Guskey(2003) has to be collaborative, long term and content driven. 
3. Attempts at conceptualizing professional development
The vast and growing literature on professional development has concentrated on a variety of aspects related to this area of research. This section will address the spectrum of diverse attempts at conceptualizing professional development before expanding on a range of other spectra closely linked to this field of examination. 
	To start with, despite the increasing literature on teacher development and, more generally, on professional development, Fullan and Hargreaves (2002, p. 1) point out to the difficulty of finding stipulative definitions. In their view ‘little systematic attention has been devoted to understanding the topic’. For them, definitions of professional development are almost entirely absent from the literature. Moreover, even those who are considered leading researchers in this area, such as Darling-Hammond (1994) andLeithwood (1994), were unable to precisely identify the concept and offer an operational definition of what they mean by this term.  Yet, the notion has been described and understood in different ways. Morewood (2009), for example, conceives of professional developments as the enduring enhancements and upholding of professional skills, competencies and experiences. Professional development is a continuous process of getting knowledge and skills that relates to ones profession (as cited in Rebora, 2009).
Sparks and Loucks (1989) pointed out that Professional development refers to the provision of an unbroken process for learning, accomplishments and follow_ up. It is not a collection of lonely presentations given by the professionals or mentors. Effective operation of professional development includes initial trainings as well as a plan for continuing, mentoring, augmentation and follow-up of learning. 
Gall and Renchler (1985) described professional development more specifically as “efforts to improve teachers’ capacity to function as effective professionals by having them learn new knowledge, attitudes and skills.” (1995, p. 6)  Fullan (1995) defined professional development as “the sum total of formal and informal learning pursued and experienced by the teacher in a compelling learning environment under conditions of complexity and dynamic change”. (1995, p. 265).  Nonetheless, Fullan, Hill and Crevola (2006) have begun to intentionally use “professional learning” to refer to the ongoing, focused “daily learning of teachers individually and collectively” (p. 21). 
Guskey (2000) conceives of the notion of professional development as a continuous addition to the knowledge of teaching and learning of professionals. He defined it as a process that is “intentional, ongoing and systemic” (2000, p. 16). He stresses “educators at all levels must be continuous learners throughout the entire span of their professional careers”. (2000, p. 19).
	Within a wider context of change and its interconnected components, Day (1999) rejected what he considered a “more narrow conceptual term” (p. 27) and offered a definition that may best highlight teachers’ continuous professional learning. He argued that: 
	Professional development consists of all natural learning experiences and those 
	conscious and planned activities which are intended to be of direct or indirect benefit 
	to the individual, group or school, which constitute, through these, to the quality of 
	education in the classroom (p.4).
Day adds:
	It is the process by which, alone and with others, teachers review, renew and extend 
	their commitment as change agents to the moral purposes of teaching; and by which 
	they acquire and develop critically the knowledge, skills and emotional intelligence 
	essential to good professional thinking, planning and practice with children, young 
	people and colleagues throughout each phase of their teaching lives. (p. 4) 
4. Training for EFL in Tunisia 
With the spread of EFL instruction across different levels in Tunisia and especially with the official introduction of English to grade 6,a dilemma emerged relating to staffing young learners classes. On the one hand, English majors were not trained to teach young learners and, on the other hand, primary school teachers were not trained to teach the language. According to Boukadi (2013), to cope with this dilemma, decision makers opted for the following solution: assigningprimary teachers the task of teaching English to primary students. For Ben Afia (2003), the supervisor in charge of the project,it was not possible to give English graduates coming from university departments of English this task. As a result, Ben Afiacalled for language training for established primary school teachers and, according to regulations, only primary school teachers should be club “animateurs” (as cited in Boukadi, 2013). Using Ben Afia`s (2003) own words, club ‘animateurs’are:
	“these (who) have the pedagogy but have forgotten their English having never used it 
	since the baccalaureate. They majored in the subjects related to primary schools: 
	French, Arabic, Math, Biology, Music, etc., but not English hence, the need to train 
	primary school teachers in English” (p. 24). 
ChaabouniFourati (2009) further explained that primary school teachers were preferred to teach English to primary students on the assumption that they were already equipped with the appropriate pedagogy for teaching all school subjects and accustomed to dealing with young learners, and this pedagogical knowledge can be transferred to the teaching of English. Therefore, primary school teachers had to be trained to teach English by senior English teachers, who did not receive any training to train teachers (Fourati, 2009, as cited in Boukadi, 2013). 
Additionally, as teaching English to young learners moved from the club phase to an assessed school subject, the Ministry of Education decided to put an end to the work of trainers. As a result primary school English teachers,those who started as animateurs or those who joined the project later on, had not benefited from training for a long while. It was not until 2018 that the Ministry of Education decided to hire English language advisors and revive training programs. 
5. The Study 
.
5.1. Statement of the problem 
My interest in teachers’ qualifications, pedagogical qualities and professional needs and development has been developing over the time since I started teaching TEYL to third year students of English at the Higher Institute of Languages in Gabes,within the current LMD regime. Conducting a doctoral research on TEYL experience in Tunisia also gave more prominence to my concern with such issues. Operating within the same framework, the aim of the following questionnaire-based research paper is to document primary school English language teachers’ perspectives on the training program they are currently taking part in and to explore its major features, merits and shortcomings. 
5.2. Description of the questionnaire 
Brown (2006, as cited in Dornyei, 2007, p. 719-731) defines questionnaires as “any written instruments that present respondents with a series of questions or statements to which they have to react either by writing out their answers or selecting from among existing answers”. Leedy and Ormrod (2005) consider that questionnaires offer participants the advantage of answering questions with the assurance of anonymity for their responses. In the view of Richards & Schmidt (2002), questionnaires are doubtless one of the primary sources of obtaining data in any research endeavor. Consequently, researchers have to make sure that the questionnaire they are designing should be “valid, reliable and unambiguous” (Richards & Schmidt, 2002, p. 438).
	As the main instrument of gathering data for the current research paper, a questionnaire was shared with a group of primary school English teachers who were chosen randomly. The questionnaire includes 27 different questions organized in three main parts. The first part elicits general information on the teachers’ professional experiences. The second part explores some data relating to teachers’ experience with TEYL at both levels theoretical and practical, while the last part addresses teachers’ professional needs and their perceptions of and concern with professional development based on their personal assessment of the current training program they are presently participating in. 
6. Main results .
6.1. Teachers’ Professional Experiences 
	The participants in this research noticeably differ in their professional career and years of experience either in teaching in primary schools, in general, or when it comes to teaching English, in particular. Therefore, the information gathered about teachers reveal that 27% of the teachers in this study have a career that extends between 1 and 5 years, while 12% of them have a career ranging between 6 and 10 years. Moreover, 18% of the research informants have already spent between 11 and 15 years working in primary schools. Lastly, the big majority of the study informants 43% are teachers who enjoy a professional career that exceeds 20 years of actual teaching in primary schools. 
It should, also, be noted that differences among teachers regarding their professional experience is shown in the number of years they spent instructing English. 27%of these teachers have been teaching the subject since its early beginning, since the Clubs phase. Others, 6%, have recently joined the experience,tackling the subject for the first time. 
Those differences will impact diverse issues relating to motivation, quality of teaching, classroom practices and performance. Table 1 illustrates the differences in the teachers’ professional experience. 
	Years
	Percentage

	1 to 5
	27%

	6 to 10
	12%

	11 to 15
	18%

	More than 20
	43%

	Total
	100%


Table 1. Differences in teachers` professional development
6.2. English Language Studies 
Having a good and necessary pedagogy to deal with all school subjects and being familiar with ways of dealing with young learners were urgent requirements to be met in the very beginning of launching the project of introducing English to primary school children. Yet, a minimum level of English was required even if the teachers seem to have forgotten their English and have never used it since their secondary education. Such requirements have an impact on the teachers’ studies of English language since they are not be asked to master it perfectly or to have a native-like proficiency. As a matter of fact, the information collected in this regard show that only 36% of the research respondents had English courses during their academic studies as compared to secondary education when all respondents, 100% of them, were normally compelled to have English as a compulsory assessed school subject. 
Yet, two important remarks are worth making in this context.On the one side, saying that 36% of teachers had English courses at university does not imply that they all were students of English departments; rather, only 4 out of 12 who studied English at university belonged to departments of English (33%). On the other side, it should be noted that having English courses during university studies does not necessarily mean acquiring the necessary knowledge and skills to teach English as a foreign language to different age groups, in general, and to young learners, in particular. The Table below illustrates differences in terms of participants’ English studies 
	English at University
	English at High School

	36%
	100%


Table 2. Respondents` English studies
6.3. TEYL Academic Studies 
As the demand for English “has increased exponentially with economic globalization” all around the world (Nunan, 2001, p. 605), the teaching of English has witnessed a great spread and expanded into primary school settings motivated by the general belief ‘the younger the better’. As such, it is timely to focus on these younger age groups and seek for a more in-depth look at a variety of issues as the appropriate pedagogies, the necessary skills, contexts of learning and teaching, teachers’ qualities, classroom practices etc. Equally, the issue of TEYL has rapidly gained prominence in English Language Teaching settings and, in recent years, research and interest in this field have grown fast among educationalists and researchers with a clear focus on the change of teaching attitudes, methods, techniques, and materials that have to be used with young learners.
	Nonetheless, when looking at the data collected in relation to the significance of such theoretical knowledge, the results tend to demonstrate the opposite.Only 12% of them already received some kind of knowledge on how to teach English, while 88% never had the opportunity to learn about this issue. What they received was only some kind of training for a limited period of time on how to teach English in general and not to young learners in specific. Furthermore, of the 40 teachers who responded to the questionnaire, only 13 (32.5%) claimed to have a qualification specific to the teaching of English and 27 (67, 5%) claimed to have neither a general primary teaching qualification nor a qualification specific to the teaching of English with no single clear idea about the area of TEYL and the various theoretical and empirical aspects surrounding it.
On the basis of the above findings, it is possible to claim that the lack of a clear knowledge of the field of TEYL along with the shortage of a general primary teaching qualification, may deprive teachers of the opportunity to be most effective in using the qualities of their learners in language learning, in understanding what they and their learners expect from classroom activities, and in perceiving how young learners think, which will be helpful in teaching.The following Table shows differences regarding TEYL knowledge and qualifications. 


	TEYL Knowledge
	12%

	No TEYL Knowledge
	88%

	Teaching English Qualifications
	32,5%

	General Qualifications
	67,5%

	Total
	100%


Table 3. Respondents` knowledge of TEYL
6.4. English in clubs Vs English in classes 
As it is mentioned above, The Tunisian Ministry of Education has decided to embark on English instruction in the primary grades. The beginning of English education took the form of clubs before developing into a compulsory subject. The Ministry has considered many different issues and has created a program focused on English clubs. The English clubs have been designed to provide primary school learners with a positive initial exposure to the English language before they begin formal academic study of the language in middle school. 
	When consulting the data on teaching English during the clubs phase and during the move into a compulsory subject, the results were as follows.27% of the respondents teachers can be considered as the founding fathers and the pioneers of this experience as they were the first called to ‘animate’ the English clubs in its early beginning. Ideally, they received focused English language instruction and had to undergo a special training course which aimed at providing them with the basic English language skills necessary to conduct the English clubs. Some of them still teach English to 6th graders while others have given up. 
The data, also, reveal that 73%of the participants in this study are teachers who joined the experience after English had moved to a compulsory subject. What is worth noting about this category is that some of them, (10 out of 21) 47.6%,were lucky to receive some training in its latest phase before the Ministry of Education put an end to this process. Whereas other teachers, (11 out of 21) 52.38%, have never joined a single session of training. Even more, within the two categories of those who used to work with clubs and those who are used to teaching English in classes, a tiny minority, (6 out of 40) 6% of teachers, is teaching English for the first time along with other school subjects. Those are recently recruited teachers in their first year of teaching.  
Those huge differences revealed through analysis of the data will certainly unveil other major differences at a variety of levels. Such levels include the attitudes towards the subject matter, the personal traits and professional attributes, the quality of teaching, the degree of motivation and satisfaction, the classroom management, creativity and innovation in teaching. 
6.5. Teaching difficulties encountered in the class 
The analysis of the data clearly shows that the respondents to the questionnaire considerably differ in their conception of the nature of the difficulties they encounter in their classes. In reality, when asked to identify the type of difficulties they face in their teaching, the participants mentioned 3 major types of problems: linguistic, pedagogical, and cultural. First, 46.6% of them talked about linguistic difficulties they face while teaching. Such difficulties stem from a humble mastery of and a low level of proficiency in the English language, which prevents them from diversifying the lexical items they are giving to their pupils. They, also, face a problem in terms of accurate pronunciation of many words they come across in the textbook.  Therefore, many of them resort to translation or using the mother language to solve those problems on many occasions. 
	Second, the findings showcase that 13.33%of teachers refer to pedagogical hindrances due to their short experience in teaching in general and in teaching English in particular. Those are the new comers to the professional life, recently recruited to work as primary school teachers. They are still looking for the appropriate pedagogy and methodology to teach school subjects including an appropriate pedagogy specific to teaching English as a different language and subject.They consider that the pedagogical difficulty derives from the fact that they did not make the choice to teach English themselves, rather it was imposed on them from without. Hence, they feel that they are not pedagogically equipped to carry out this experience. Closely related to this pedagogical problem is the lack of an effective methodology that enables them to transmit the language content to their pupils in the simplest way, especially when it comes to introducing new lexical items or grammatical structures. Again, translating into French or using Arabic can be a safer way out for many teachers. 
	Lastly, 30% of the research subjects, 12 out of 40, talk about difficulties of a cultural nature. They claim that the content of the textbook sounds a little bit strange to the culture of their learners. Other aspects can be referred to in relation to this cultural dimension according to a number of respondents among this group. 41.66%,5 out of 12, still view the English class as a club though learners are expected to sit for an exam each term and though many of them are requested to have an English exam in national examinations. This unchanging view will in its turn affect other issues as timetables (designing the favorable time to teach English) and classroom management. The following is an illustration of major difficulties faced by primary school English teachers. 


	Teaching Difficulty
	Number of Teachers
	Percentage

	Linguistic
	18
	46,6%

	Pedagogical
	5
	13,33%

	Cultural
	12
	30%


Table 4. Primary school teachers` hallenges in teaching English 
 7. Teachers’ Professional Needs 

7.1. Teachers’ perception of the need for training 
A quick look at the teachers’ responses to the question concerning their perspective on the need to go through continuous training revealed that none of them opted for No.This clearly marks a common belief among the research participants in the importance of being continuously trained on teaching English to young learners, even though they gave different answers regarding whether or not they received specific training before embarking on the TEYL experience. 
	Differences are very obvious when we know that only 18 out of 40 (45%) did receive some training before they started teaching English to grade 6, while 22 of 40 (55%) never had such training. Besides, 9 teachers out of the group of teachers who received training reported that they were among the teachers who participated in the so-called ‘The Anglophone Village’. In it,they had to undergo a special training course that aimed at providing them with the basic English language skills necessary to conduct the English clubs. It is clear that the big majority of teachers who never received training before starting teaching English in primary schools are those who were hired after The Ministry of Education had put an end to the training process that accompanied the project in its beginning. Yet, they have been able to catch up with this lack of training following the Ministry’s decision to get back to training programs starting from the school year 2018/2019. Table 5 shows differences regarding training reception before TEYL 
	Training before TEYL
	18 out of 40 
	45%

	 No training before TEYL
	22 out of 40
	55%

	Total
	40
	100%


Table 5. Training differences before TEYl
7.2. Assessing the Current Training Program 

7.2.1. The Need for the Current Program 
Based on the different data on teachers’ multiple difficulties faced in class and their impact on the effectiveness of the teaching and learning process, one major question addressed to the participants in this study relates to their position regarding the need for a continuous training program. A quick look at the participants’ feedback reveals that a majority of 91, 7% of them believe in the importance of continuous training, while only 8, 3% of them chose No as an answer. Participants who said Yes accounted for their choice in terms of the need to keep up with new developments in teaching methods and methodologies in order to better engage learners and improve classroom management in a way that fosters the quality of teaching and learning as well. In their views, there are always innovations in the area of teaching practices that they need to learn about in order to enrich their experience and refine their pedagogical skills. Something that will affect positively both their performance and their learners’ achievements. Table 6 reveals differences in stances regarding the need for continuous training. 
	Need for continuous training
	37 out of 40

	No need for training
	3 out of 40

	Yes
	91,7%

	No
	8,3%

	Total
	100%


Table 6. Differences in stances regarding the need for continuous training. 
7.2.2. Aspects of the Current Program 
As the vast majority of the participants were either poorly trained or untrained, the current program is normally meant to catch up with these weaknesses.  66, 7% of the teachers report that the training they received before starting their TEYL experience could never be considered a real training program as it consisted only in a series of workshops (41, 7%) held within two weeks only at CREFOC, a series of lectures on teaching theories and methods at university or some demonstration lessons over the school year (41, 7%). 
	Starting from these Tables and facts, the respondents in this study pointed out to the most important aspects that the current training program is meant to have. Thus, when asked which skill they think the current program must target most, 50% of them cite Speaking and Writing, while 33; 3% of them opt for Listening,and only 8, 3% choose Reading. In other words, they give priority to productive skills at the expense of receptive ones. Those choices echo the participants’ worries about the difficulties they face while teaching the four language skills. Their answers reveal that 41, 7% of them consider speaking the most difficult skill to teach, whereas58% of them report writing to be the most difficult language skill to teach. Their answer, also, indicate that 16, 7% of them consider teaching reading a tough skill, while 33, 3% of them opt for listening as a source of difficulty for them. The following Table illustrates the participants’ preferences regarding the skills to be targeted most by the training program. 
	Listening
	33,3%

	Speaking
	50%

	Reading
	8,3ù

	Writing
	50%


Table 7. Skills to be targeted in training programs
7.2.3. Preferred Training Forms 
When asked about the preferred forms that the training program should take, 58,3% of the participants choose workshops as a favorite training form, while 33,3% opt for demonstration lessons as their best form of training. In addition, 50% of the participants say that training sessions which include more than one item on their agenda are the best form of training for them and not workshops which may have only one specific item to focus on. 
	Preferred training forms 
	Percentage 

	Workshops 
	58;3%

	Demonstration Lessons 
	33,3% 


Table 8. Preferred training program form

7.3. The impact of the training Program on teachers’ development 

7.3.1. Innovative Aspects and Achievements 
When asked to assess the innovative aspects of the current program they are involved in, the participants in the study give multiple stances. They report the integration of digital tools, ICT and online platforms that make learning more accessible and flexible. Participants, also, appreciate micro learning, which consists in breaking down the content into smaller digestible chunks thatcan be consumed in smaller periods. A number of participants equally point out to much more focus on and attention to learners’ needs as an innovative aspect of the new training program. This is likely to enhance learners’ motivation as it will concentrate more on learner-centered aspects more and more.  
	Still other participants report that they gained skills in conducting their lessons and that they professionally developed expertise in teaching English as a foreign language to a specific category of learners, namely, autistic children, which has refined the teaching approach and understanding of individualized learning needs as one participant commented through the implementation of more innovative activities in their lessons which enables them to differentiate the input given to learners.Another participant spelled out the fruits of the training program:‘’I am now leading training sessions for other teachers on educational neuroscience and teaching children with special educational needs (SEN), which has strengthened my leadership and communication skills’’.Furthermore, for other respondents the current training program puts some focus on Soft Skills like many modern programs that emphasize the development of interpersonal skills like communication, leadership, and emotional intelligence alongside with technical competencies.

7.3.2. The Training Program and Teachers’ Professional Development 
Analyzing the data on the impact of the current training program on teachers’ professional development clearly reveals different positions regarding the participants’ levels of satisfaction, their assessment of the program’s effectiveness to promote their professional growth, their stances regarding English advisors work and their proposals to refine the program and enhance its value.
	What is striking with regard to teachers’ levels of satisfaction with the current program is that only 33, 3% of them answered with Yes, while a majority of 66,7% expressed dissatisfaction with the same program. Accounting for their satisfaction, respondents contend that the training program provides effective strategies and resources that enhance teacher engagement with young learners, fostering a better understanding of language development. It equips educators with the necessary tools to address diverse learning needs, ensuring a more effective and enriching learning experience for young learners. Satisfaction also shows in expressing interest in joining such programs saying that attending is better than not having training at all as one participant answered ’’ We are here to learn more and advance in our professional practice, so I think training programs are very important for primary school English teachers’’ 
	Generally speaking, those who express their dissatisfaction with the training programs report that while it provides foundational knowledge, it often lacks practical, hands-on experience and real-world applications. Things that are crucial for effective learning and professional growth. Theprogram inevitablyneeds some adjustments to help many English language teachers who face difficulties in teaching simply because they do not master the language. 
	Participants not only differ in their levels of satisfaction with the current training program, but also in assessing itsimpact on their professional development. 83, 3% consider the impact to be positive, whereas only 8, 3% of them say its impact is negative, and 8, 3% did not opt for any answer. Yet, despite all differences in evaluating the program effectiveness, participants in the study made a set of proposals that can enrich its value and enhance its results. Many of them talk about the need to have training in classes and not in CREFOC for example. Some of them propose incorporating more practical applications, offering personalized learning paths, providing continuous feedback and support, integrating digital tools, and focusing on emerging trends like educational neuroscience. Even more, some participants suggest combining online modules with in-person sessions; allowing learners to review content at their own pace and use classroom time for interactive discussions or practical exercises. This approach gives flexibility while maintaining the necessary human interaction for deeper learning.
	Within the same spirit, other participants propose focusing on and providing clear and practical teaching strategies to follow by teachers especially those who face some difficulties. This can be attained through multiple training workshops, group work, presentation of some teachers’ lessons and share them with other teachers. Lastly, a number of respondents defend the idea of more demonstration lessons and workshops which provide more practical insights to the teaching and learning process. They, also, call for creating personalized training programs for every teacher accessible online hand in hand with artificial intelligence integration to help teachers cope with their difficulties themselves. 

	Level of satisfaction 
	Yes 
	No 

	Percentage 
	33,”%
	66,7% 



Table 9. Primary school teachers` satisfaction with the training program
	Impact on PD 
	Percentage 

	Positive 
	83,3% 

	Negative 
	8,3% 

	Neutral 
	8,3% 


Table 10. Training programs` impacts on teachers
7.3.3. English Advisors role in Teachers’ Professional Development 
Differences among participants manifest clearly in judging the work of English language advisors in charge of carrying out the program and in their personal decision to follow through TEYL or give up the experience based on their stances toward the current training program and its future orientations. What is worth noting regarding the participants’ perspectives on the role of language advisors is their wide agreement on their crucial role in guiding primary school English language teachers to better performance and more effective teaching practices. Language advisors do so via theirconstructive feedback, valuable comments, insightful advice, and continuous support. The participants in the study, also, report that the language advisors exert clear efforts in assessing and enhancing their professional development through ongoing mentorship and the use of Evidence-Based Approaches. 
	In order to consolidate the efforts of English advisors, the participants in the study came up with a set of proposals that can enrich their work and enhance the training program value and efficiency. In this context, some of them suggest tailored training mentorship, more practice opportunities followed by regular constructive feedback and ongoing support. Some talk about creating a structured long-term professional development plan in which technology is integrated for greater reach and flexibility. Others suggest raising the number of English advisors so that each advisor can concentrate with a small group of teachers which would help maximize the effectiveness of the training program. 
7.3.4. The training program and teachers’ future career 
As part of the whole process of assessing the impact of the training program on teachers’ professional development, the respondents to the questionnaire were asked to show whether or not the quality of the present training program could impact their decision on continuing or giving up their TEYL experience. What is striking in their responses is that despite the criticism of and some dissatisfaction with diverse components of the program, 91,7% of them still intend to follow through working with young learners while only 8, 3% of them are not sure about their future decision. 
	Continuing TEYL 
	37 out of 40 

	Stopping TEYL 
	3 out of 40 

	Yes 
	91,7%

	No 
	8,3% 

	Total 
	100% 


Table 11. Training program impact on TEYL
8. Conclusion
This research paper was meant to give the floor to primary school English language teachers to assess the present training program they are actually taking part in. Through a questionnaire shared with a sample of 40 teachers from different schools, the researcher has tried to shed light on diverse issues that mark the real situation of TEYL in Tunisia, with special attention paid to teachers’ professional needs and more specifically to the impact of the training they are receiving on their professional growth and development. 
	According to the results obtained from the analysis of the participants responses, primary school English language teachers differ considerably not only in terms of professional experience, academic qualifications and backgrounds, degrees of motivation and commitment, but, also, in terms of the difficulties they face in teaching English to young learners. Subsequently, they differ in the needs they show in order to cope with such difficulties to refine their performance and, in the long run, to develop professionally and pedagogically.Additionally, the responses of the research participants reveal different perspectives on the need to go through continuous training program, the skills such program urgently needs to focus on, the preferred forms of training, the levels of satisfaction with the form and content of the present training program based on the achievements they attained and the weaknesses the program is reported to suffer from.
	What is worth noting is that despite all those obvious differences among participants in assessing the training program and all the criticism they address to many of its components, their answers reveal a clear awareness of its vitality to their professional development. Such awareness is clearly manifested in the suggestions they make to enhance its efficiency and elevate its value and especially in expressing their explicit motivation and commitment to continue the experience of working with young learners despite all odds. 
9. Pedagogical implication
With all that has been revealed, it is necessary now to stop for a while and to listen to all parts involved in TEYL (teachers, advisors, practitioners, educators, decision makers….).If ever the aim is to make this experience successful, after 21 years of its introduction, more research that offers deeper insights into the teacher`s current training and its impacts and shortcomings is required by Tunisian researchers. 
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