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    Abstract 
Objective: This study examines the models, contexts, and ideologies shaping English 

Language Teaching (ELT) curricula in three developing countries: Indonesia, Nigeria, and 

Yemen. It focuses on how national priorities, policy orientations, and institutional constraints 

influence curriculum development and classroom practice.  Theoretical framework: The 

analysis is grounded in Tyler’s (1949) Objectives Model, Taba’s (1962) Grassroots Model, 

and modern approaches such as Communicative Language Teaching (CLT) and Task-Based 

Language Teaching (TBLT). These frameworks are assessed through a critical perspective 

that views curriculum not only as a pedagogical tool but also as an ideological instrument 

implicated in debates on linguistic imperialism.  Literature review: Previous studies 

highlight curriculum as both pedagogical and ideological. Tyler’s model, Taba’s grassroots 

approach, CLT, and TBLT inform debates on policy, context, and linguistic imperialism in 

developing-country ELT. Methods: A qualitative descriptive approach combined with a 

critical review of literature was employed. Data included curriculum and policy documents, 

as well as academic studies published between 2000 and 2024. This triangulated method 

highlights the interplay between policy design and educational realities.  Results: Findings 

reveal uneven progress. Indonesia shows partial achievement of communicative objectives 

but struggles with contextual challenges. Nigeria’s curriculum remains dominated by 

examination-driven practices, limiting communicative competence. Yemen demonstrates 

stagnation caused by weak governance and insufficient infrastructure. Differences in 

pedagogy, teaching resources, and assessment underline the gap between intended aims and 

actual delivery.  Implications: Sustainable ELT reform requires systemic teacher training, 

equitable resource allocation, and contextually relevant policies.  Novelty: This comparative 

study contributes uniquely by integrating literary, pedagogical, and ideological perspectives, 

offering insights into ELT curricula as both educational frameworks and instruments of 

political influence. 

 

Keywords: elt curriculum, developing countries, comparative education, communicative 

language teaching, curriculum reform. 

 

INTRODUCTION 

English Language Teaching (ELT) in the Global South is a dynamic yet challenging area. 

English's continuing ascendancy as the global lingua franca and the need for its acquisition 

have become an integral part of education in policy and practice across the Global South [1]. 
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From Southeast Asia to Sub-Saharan Africa and the Middle East, English language 

proficiency is not just a skill but rather understood as a means to higher education, social 

mobility, scholarship, and economic opportunity [2]. Despite path-dependent possibilities for 

the effectiveness of and equitable English language provision, achieving ELT is perseverant 

and problematic. From structural issues in an educational capacity, to political instability, to 

teacher shortages, to how to talk about or think of language, and to competing linguistic and 

ethnic identities [3]. These cultural and material realities impact the pedagogical design, 

implementation, and effectiveness of ELT curriculum, as such, and have significant 

implications for English education overall. Since these contexts differ from one developing 

area to another, and even from city to city, so too must our understanding of how English 

education is framed and practically embedded [4]. 

 The colonial experience of the country plays an important role in determining the path of 

English language policies in many contexts. In Nigeria, English was institutionalized under 

colonialism and left what is now a fairly complicated legacy affecting language-in-education 

policies [5]. In decolonized countries such as Indonesia, English has been established as a 

foreign language strongly tied to globalization and economic modernization [6]. Despite 

being based on different experiences, an undercurrent in this is the tension between a global 

dominant language and the indigenous linguistic and cultural identity. As a result, EFL 

curricula often represent ideological struggles that go beyond relating to a linguistic goal. 

They can also be considered sites of national policy, identity negotiation, and educational 

reform [7]. 

Modern English Language Teaching (ELT) curriculum in developing countries are 

increasingly adopting international educational trends like Communicative Language 

Teaching (CLT), Competency-Based Learning, and learner-centered approaches, which 

advocate for language being used practically and support student autonomy and interaction, 

but there remains a challenge that overall systems cannot make significant headway in 

implementation overall despite the very high aspirations built into the curriculum 

frameworks [8]. Research suggests that many factors block teachers from implementing new 

pedagogy, including access to modern technology, professional development, relevant 

teaching resources, and large class sizes [9]. 

    Curriculum development is a context-specific process, perhaps more so in linguistically 

diverse and economically disadvantaged regions. Effectively developing an ELT curriculum 

requires an understanding of international standard-setting and recognizing locality, on the 

one hand, and defining needs while also appreciating capacities, and generating viable 

educational reform that acknowledges sustainability and equity. If ELT curricula are to be 

effective, they must be flexible and adaptable, respond and be foundationally sustainable, and 

incorporate conceptual understandings of the sociolinguistic context in which the curricula 

are operating. Unfortunately, in many developing nations, ELT curricula are influenced or 

totally borrowed from Western models, which are routinely not adapted to a local context 

[10]. These disparities both alienate and elicit a resistance to the ELT curricula from the 

educators using it, often creating ineffective learning outcomes and reproducing inequalities 

in access to education [11]. 

The challenge of curricular reform in English language teaching is exacerbated by global 

systemic issues, such as political turmoil, bureaucratic ineffectiveness, and limited funding. 

In fragile streams of educational practice, such as Yemen, conflict and economic crises make 

it impossible for educational institutions to engage in continuous reform efforts [12]. 

Likewise, in chronic underfunded contexts such as Nigeria, a top-down bureaucratic 

approach obstructs the very attempts to stabilize and modernize English language teaching 

[13]. Even in a relatively stable context such as Indonesia, with plans for educational reform, 

the decentralization of budgeting and execution in Jakarta leaves regions prone to variations 

in curriculum implementation [14]. These structural challenges should be considered when 

examining curriculum documents and making recommendations. 
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A curriculum is more than a collection of course materials and lesson plans; it is an 

expression of a society's view of education, cultural interests, and future aspirations.  The 

English Language Teaching (ELT) curriculum, in particular, is complex in its meanings, 

signifying both a mode of communication and a means to show a desire for modernity and 

social mobility [15]. It also raises questions of linguistic imperialism, cultural decimation, 

and the displacement of indigenous languages. Due to this complexity, exploring the ELT 

curriculum is not technically, but rather politically and ideologically, engaged work.  A 

critical, comparative reading of the ELT curriculum captures what is left unsaid, power 

relations, and pedagogical decisions that are evident within official educational narratives. 

Despite the importance of English Language Teaching (ELT) curriculum studies, there is 

still a noticeable lack of comparative studies that examine regions with multiple developing 

countries situated within the same analytical context. Generally speaking, studies are case-

based and rely heavily on single national case studies, thus limiting their ability to uncover 

cross-national patterns. He and Li stress that the ELT curriculum must evolve away from 

native speaker demand and embrace pragmatic communication skills, mainly toward making 

teaching materials and methods contextual to local needs [16]. Bildik and Altun log the 

specific topics that arose from the scope of their Turkish ELT curriculum regarding the 

subsequent issues related to an implementation gap, which emphasizes the need for analysis 

outside of localized contexts [17]. Such studies can be considered preliminary, but they all 

exemplify the disjointed nature of research in this area. 

This study seeks to address that gap by providing a comparative literary analysis of 

English language teaching (ELT) curricula in three developing countries: Indonesia, Yemen, 

and Nigeria. These countries were selected to explore linguistic contexts that are 

multifaceted, formerly colonial countries with differing educational levels [18]. By analyzing 

curriculum documents, policy documents, and academic papers, this article seeks to reveal 

common themes, pedagogical trajectories, and contextual issues in ELT curriculum 

construction. In particular, it focuses on goals for curriculum, preferred pedagogies, 

assessment practices, material selection, and structural limitations at the macro level [19]. 

Additionally, it examines the tensions between national priorities and global participation in 

the curriculum texts. The comparative approach means that this article can find shared 

challenges, but also unique and different responses in each country, as well as in each 

country’s sociolinguistic context, thereby deepening our insights into how to configure ELT 

practices that are relevant both in local contexts and in global engagements. 

The theoretical foundation of this study integrates classical and modern curriculum 

models. Tyler’s Objectives Model emphasizes designing learning around clear objectives and 

structured evaluation, while Taba’s Inductive Model highlights teacher input and bottom-up 

curriculum design. In contrast, Communicative Language Teaching (CLT) prioritizes 

fluency, functional language, and real-life communication. Collectively, these frameworks 

provide valuable tools for critically analyzing the coherence, relevance, and effectiveness of 

English Language Teaching (ELT) curricula in different sociopolitical and educational 

contexts. 

This study is novel for its interdisciplinary and comparative approach. Previous studies of 

curriculum or pedagogical assessments for effectiveness have been relatively comprehensive, 

focused on a strict context  [20]. The integration of literary, policy, and educational theory 

allows a study to interrogate ideologies and pedagogy at deeper levels of English Language 

Teaching (ELT) curricula, situating. Using qualitative content analysis, the study engages 

with three different curriculum texts from distinct national contexts to deliver original 

contributions to educational theories of curriculum and the ways of framing, justifying, or 

implementing ELT in developing countries [21]. The authors also introduce a new way of 

thinking about curriculum as a sociopolitical document, rather than pedagogy as curriculum. 

As this position implies, the nuanced political and socio-cultural understandings of both local 

and global education can inform curriculum and curricular decisions. 
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 The aim of this article is not only to compare ELT curricula in Indonesia, Yemen, and 

Nigeria, but also to contribute to broader debates on curriculum reform, localization, and 

educational equity. By offering insights for policymakers, curriculum designers, and teacher 

educators, the study emphasizes the need to make ELT more relevant in resource-limited 

contexts. It also calls for further interdisciplinary and critical research on curriculum policies 

in the Global South, with particular attention to inclusive design that values diversity and 

equity. 

 

LITERATURE REVIEW 

An English Language Teaching (ELT) curriculum goes beyond a syllabus or materials; it 

reflects a nation’s language ideologies, educational philosophy, and sociopolitical agendas. 

This curriculum contains such things as goals of grammar, vocabulary, pronunciation, 

fluency, communicative competence, and cultural understanding. Richards stated that an 

ELT curriculum functions as a framework that reflects pedagogical aspirations and the 

realities of context. Tyler's rational model was an excellent basis for curriculum objectives, 

pedagogy, and assessments. Taba developed a teacher-centered, inductive curriculum 

development approach focused on what students needed. These models continue to underpin 

ELT curriculum development in different contexts. The current literature emphasizes the 

significance of context-enhanced curriculum in education beyond the pandemic [22]. 

As ELT continues to evolve, especially in recent years and in post-colonial contexts, it has 

undergone large shifts in pedagogy, from teacher-directed instruction to communicative and 

functional pedagogies that advocate for interaction and learner autonomy. First labelled 

Communicative Language Teaching (CLT), the communicative approach, which began to 

take hold in the 1980s, involved more meaningful uses of language instead of the rote 

grammar that had dominated the chosen methodologies for a long period [23]. Task-based 

Language Teaching (TBLT), which emerged during the same post-Communicative era, took 

tourism and travel tasks as a step forward [24]. All of these important developments work 

towards developing real-world communicative skills and communicative competence that 

many developing countries are now trying to embed into policies of English Language 

Teaching (ELT) [25]. 

This article presents a comparison of ELT curricula in Indonesia, Yemen, and Nigeria, 

adding theoretical contributions to the discussion on curriculum reform, localization, and 

equity. The article includes recommendations for policymakers and practitioners to improve 

the effectiveness of ELT in low-resource environments. It also concerns itself with 

advocating for comparative and critical research in future studies across the Global South 

[26]. To promote accessibility and foster equity, an inclusive curriculum design must engage 

the diverse needs of the students, innovating in ways that allow for institutional pliability by 

recognizing the value of a variety of educational theories. This paper has suggested a 

pedagogical framework that combines ideology and practice, which can be useful when 

implementing it in contexts that face barriers to education. While allowing the local ELT 

practice to connect and engage with global standards [27]. 

Despite the role of English as a formal subject, there continues to be a gap in the 

disconnect between curriculum plans and classroom practice. In the case of many non-native 

English-speaking countries, for example, CLT-based reforms have failed partly because of a 

steep incline towards a path for all sorts of teacher training, inadequate or no materials and 

resources, exam-based systems, or lack of administrative support [28]. Western models are 

then often applied without modifications to suit local contexts, which creates a discrepancy 

between the intended goals and the aims in reality. While Murphy is concerned with Ireland, 

it presents an overarching issue for education and the gap between curriculum and practice. 

References to Liu, Mohamad, and Sulaiman are excluded from further discussion since they 

are not directly related to this concern of the curriculum-classroom gap [29]. 
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Comparative education enables an understanding of how countries have attempted to 

address similar educational problems, including curricular development and aims. Crossley 

and Watson note that comparative inquiries highlight the commonplace problems shared but 

diverse responses uniquely informed, as a result of historical and political struggles [30]. 

However, the field of ELT has seen limited comparative curriculum studies. Most are 

investigated as single-country educational reforms, failing to synthesize research more 

regionally, and limiting, if not diminishing, the ability to glean useful generalizations and 

solutions that can be scaled.  

Comparative studies of ELT curriculum provide insight into how countries set aims, 

acknowledge challenges such as teacher shortage or limitations on assessment, and 

implement language policies. Research exploring current or post-pandemic ELT instances 

across the Global South is also contributing to discussions around systemic inequities or 

innovations in educational practice. Further, studies exploring perceptions of reform in 

Africa and Asia offer contrasting views of implementation tensions between global norms 

and local identity. Not least, the political ideologies that constrain the curriculum emerge in 

comparative studies. In many post-colonial contexts, political ideologies see English as both 

a means to advance profession and identity but also as the mark of colonialism, which 

complicates localizing the curriculum [31]. 

Tyler's goal-based model and Taba's teacher-centered, bottom-up approach have 

influenced ELT. It is important to consider the goals and then match the content to those 

goals, while including teachers as contributors to curriculum design. The adaptations in some 

countries, such as the inclusion of world English in Korea and the requirement for Turkey to 

adjust its curriculum to suit the needs of their learners,  illustrate how theory gives way to 

local adaptations [32]. Communicative Language Teaching (CLT) and Task-Based Learning 

(TBLT) have promoted language education that consists of genuine interactions and real-life 

communications between teachers and students in meaningful tasks [33]. Nevertheless, 

language education is reliant on the skills of the teacher, their classroom condition, and 

policy alignment, such as in the recent calls for reducing English proficiency standards in, 

but not limited to, EFL settings [34]. 

These recent calls for adaptations, such as in bilingual contexts in China, illustrate ways 

that ELT is attempting to be localized for particular context adaptations for local needs. 

Furthermore, scholars in EFL programs are also recognizing the need for design 

improvements for curriculum by exposing gaps in cultural competency and assessment issues 

that are significantly present in many EFL programs [34]. These calls are also moving toward 

curriculum design that is more fluid and open-minded in terms of how students perceive and 

think about the materials they see as curriculum. A critical turn in theorizing curriculum, 

particularly around critical pedagogy led by Apple, Luke, and Phillipson, begins to frame 

curriculum as ideological that mirrors the most dominant power structures [36]. 

Decolonization processes in ELT may have differing outcomes, but attempt to resist the 

dominance of linguistic imperialism, and accept and include inclusive and culturally relevant 

education to model the reality of our world. It is clear that together with teachers, and using 

consideration of a multitude of perspectives, the more just, equitable, and effective ELT 

curricula can become [37]. 

Table 1. Literature Review on ELT Curriculum Development in Developing 
Countries 

Author(s) Key Focus Main Contribution Relevance 

Tyler (2005) 

Objective-based design 

Aligns goals with 

teaching and 

assessment 

Foundation for 

structured curricula 

Taba (1962) 
Teacher-led curriculum Bottom-up, needs-

based curriculum 

Supports local 

adaptation 
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planning 

Richards 

(2001) ELT curriculum framework 
Connects pedagogy 

with context 

Promotes 

responsive 

curriculum models 

Richards & 

Rodgers 

(2014) 

Communicative Language 

Teaching 

Emphasizes real-life, 

communicative fluency 

Influences modern 

ELT policies 

Nunan (2004) 

Task-Based Language Teaching 

Uses tasks to build 

practical 

communication skills 

Advances in 

learner-centered 

instruction 

Wei et al. 

(2024) 
CLT & policy in developing 

contexts 

Embedding 

communicative skills 

in national policies 

Reflects recent 

reform trends 

Paula et al. 

(2024) Global-local ELT policy gaps 
Aligns curriculum with 

global standards 

Relevant to post-

colonial ELT 

reforms 

Pak et al. 

(2020) 
ELT policy recommendations 

Suggests reforms for 

low-resource contexts 

Supports inclusive 

ELT policy design 

Akintayo et 

al. (2024) Inclusive curriculum 
Advocates equity-

focused curriculum 

Relevant for 

marginalized 

learners 

Wright et al. 

(2024) 
Curriculum equity 

Addresses diverse 

learner needs 

Promotes inclusive 

reform 

Falusi et al. 

(2023) 
Institutional flexibility 

Combines ideology 

with practice 

Useful for systemic 

reform 

Ahsan et al. 

(2021) 
Gaps in ELT implementation 

Highlights teacher 

training/resource issues 

Explains failures of 

CLT 

He & Li 

(2021) 
Bilingual/localized curriculum 

Shows localized ELT 

practices in China 

Model for local 

adaptation 

Polat & 

Çepik (2014) Cultural/assessment issues 
Reveals gaps in 

cultural relevance 

Suggests 

curriculum 

improvement 

Mambu 

(2022) Decolonizing ELT 
Promotes inclusive and 

ideological awareness 

Challenges to 

linguistic 

imperialism 

METHODOLOGY 

In this study, I adopt a descriptive qualitative research design, which is appropriate for 

examining complex educational phenomena such as curriculum documents, language 

policies, and pedagogical theories. Using a qualitative research design permits rich and 

textured interpretation of text-based data and allows me to fully examine multiple elements 

of the curriculum for EL concerning ideological, structural, and pedagogical dimensions 

across a three-national context. In contrast to trying to test hypotheses or generalize to a 

bigger population, however, my study aimed to interpret, compare, and critique the 

curriculum then and now as cultural and pedagogical artifacts. There is significance in 

understanding the ideological and literary premises of national ELT curriculum documents in 

developing countries such as Indonesia, Nigeria, and Yemen. The study adopted a 

constructivist paradigm where knowledge was viewed as socially constructed within 

sociopolitical and historical contexts [38]. 
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This study primarily employs a literature review method, systematically analyzing 

research, curriculum texts, and policy documents related to ELT in developing contexts. 

Rather than merely summarizing prior work, the review critically engages with sources to 

identify gaps, inconsistencies, and new interpretive possibilities. As a qualitative approach, it 

provides contextualized insights into curriculum development, examining the thematic, 

pedagogical, and ideological dimensions of selected documents. This method enables a 

deeper understanding of how sociopolitical factors shape ELT and supports the development 

of contextually relevant curricular reforms. 

The data gathering process was conducted with pre-determined inclusion criteria to 

provide relevant context and to meet academic standards of credibility. ELT syllabi, national 

curricula, and education policy documents from Indonesia, Nigeria, and Yemen formed the 

main sources included in the data gathering process; however, supplementary data would 

include peer-reviewed manuscripts published in scholarly articles (2000-2021), books 

written, and evaluation reports for current English language education curricula. The 

literature review included studies discussing ELT curriculum design and development, 

implementation, and comparative education. The data gathered from databases of Scopus, 

ERIC, JSTOR, and Google Scholar provided scholarly articles. Policy texts were obtained 

from publications of UNESCO, their respective Ministries of Education, and the British 

Council publications. As systematic reviews need to be methodologically rigorous. Tackle 

the issues of identifying, analyzing, and synthesizing studies that will provide insights into 

the specific context of the study [39]. This systemic way of thinking about data ensures that 

the data is questionably evaluated to see how some data presents gaps and contradictions 

regarding the literature. Using the data from both primary and secondary sources enables a 

complete and nuanced description of the ideological and pedagogical dimensions regarding 

the curriculum for English language education in developing countries. 

All documents were analyzed using content analysis, a qualitative technique of analysis 

for interpreting textual data. Texts were read and coded to identify themes, patterns, and 

contradictions in ELT curricula and policies in different contexts and countries. Coding was 

both inductive (themes derived from the data) and deductive (based on constructs such as 

Tyler's model, CLT, TBLT, and linguistic imperialism). The categories for coding were 

determined by the background constructs used in the literature review (curriculum goals, 

methods, assessments, ideology, sociocultural relevance) [40]. This analysis method allowed 

for flexible, in-depth analysis of ELT practice in a developing context. Coding research 

content qualitatively requires systematic and rigorous coding. Hence, the inductive-deductive 

framework also allowed for a holistic exploration of how theory is translated to practice. The 

inclusion of specific teaching methods, such as TBLT, allowed for a deeper perspective on 

the nature of pedagogy used in research studies. The inductive-deductive coding is relevant 

for a broader view of how theory is enacted in practice, while providing an important 

perspective when discussing a colleague's pedagogical behaviour [41]. 

To enhance the validity and reliability of the data, triangulation was another area that was 

used through the use of multiple sources for each country of focus. For example, information 

included national policy documents, independent academic evaluations, and international 

reports (UNESCO, British Council). This process helped verify the consistency of findings 

and minimize bias. In addition, reflexivity was monitored throughout the analysis, asking 

how personal assumptions and theoretical perspectives have an impact on my interpretations. 

Lastly, the study had legitimacy from procedures to make the sources available, an audit trail 

of transparent coding procedures, and a descriptive account of the analytical framework. 

Where applicable, member-checking with experts in curriculum studies and applied 

linguistics was undertaken to authenticate the interpretations and confirm academic rigor 

[42]. 
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Figure 1. Methodology Components in the Study of ELT Curricula in Developing 

This bar graph represents the allocation and emphasis of methodological elements 

employed in the qualitative inquiry of English Language Teaching (ELT) curricula across 

Indonesia, Nigeria, and Yemen. The methodological elements used included a descriptive 

qualitative approach (4), literature review method (5), document collection (3), content 

analysis (4), and validity procedures (3). The bar graph illustrates the contribution of each of 

the components in terms of the overall research design. Literature reviews and content 

analyses represented the greatest emphasis, given the document-based and interpretive nature 

of the inquiry. Overall, the components complemented one another and presented a balanced 

methodological framework consistent with qualitative inquiry while also emphasizing the 

systematic approaches taken to ensure depth of analysis, rigor, and credibility in examining 

downloadable national ELT curriculum documents. 

 

RESULTS AND DISCUSSION 

 

Curriculum Goals 

Curriculum objectives in English Language Teaching (ELT) set the framework for what 

learners will be expected to achieve along the continuum of language development [43]. 

Objectives may represent a broad spectrum of learner milestones, from simply demonstrating 

grammatical accuracy to higher-level skills, such as intercultural communication and critical 

thinking. In some developing countries, the curriculum objectives are shaped by socio-

political policy agendas, international standards, and challenges concerning capacity. The 

current study identified that there are considerable differences in the developing and 

reforming curriculum objectives and priorities among Indonesia, Nigeria, and Yemen. The 

priorities of each curriculum reflect the ability of each country to respond to the challenge of 

revising their educational reform, related policy development, and future vision for language 

education. Curriculum objectives might serve an academic purpose, but they also encapsulate 

a nation's priorities and cultural expectations [44]. 

Indonesia’s ELT curriculum reflects globalization and ASEAN integration, emphasizing 

21st-century skills such as digital literacy, critical thinking, and collaborative 

communication. English is framed as a tool for global engagement, with curriculum 

documents shifting toward communicative, real-life objectives. The government promotes 

student-centered learning and requires teachers to integrate functional language use into 

lesson planning. These reforms illustrate Indonesia’s deliberate effort to align ELT with 

international standards. 

Nigeria’s ELT objectives are closely connected to the use of English as an official and 

instructional language. The objectives focus on literacy, national integration, and academic 
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achievement, but oral fluency and communicative competence receive comparatively less 

attention. While some policy documents advocate for the use of Communicative Language 

Teaching (CLT) principles, the dominant approach remains focused on examinations. 

Students are prepared to perform well in the WAEC and other examinations, often at the 

expense of true communication skills. The curriculum prioritizes the teaching of written 

essays and grammar. This narrow approach to education reflects both institutional and 

national education priorities.  

Yemen’s educational curriculum aims at mastery of grammar, translation, and reading 

comprehension, and puts forth some traditional goals. There is scant focus on listening and 

speaking skills, and communicative competence is seldom taught. The curriculum is still 

based on a structuralist approach, emphasizing the focus on form rather than use. This is due 

to ongoing political instability coupled with obsolete pedagogical reforms. Such a lack of 

contemporary aims hampers students’ prospects of attaining fluency in English. 

Consequently, students are likely to pass examinations but lack practical communication 

skills. 

 

Teaching Methodologies 

Teaching methodology is a reflection of national pedagogy and institutional vision. 

Indonesian curriculum supports communicative orientations such as Communicative 

Language Teaching (CLT) and Task-Based Language Teaching (TBLT) [45]. The learners 

are encouraged to conduct group discussions, peer activities, and context-based language use. 

Interacting strategies are supported through curriculum documents and teaching materials 

and foster student autonomy and communication in the real world. However, success relies 

on teacher training and facilities. Implementation of these approaches in Indonesia varies 

from region to region. Urban schools stand a greater chance of employing well-trained 

teachers and having a higher level of exposure to international English Language Teaching 

(ELT) trends, while rural schools are disadvantaged as they have low levels of infrastructure 

and outdated pedagogical equipment [46]. Some instructors still practice instruction via 

lectures, which is a reflection of the disparate distribution of professional development 

support in the country. 

Despite these challenges, support for contemporary approaches remains strong at the 

national level. In Nigeria, though, teaching approaches tend to be more conservative, where 

traditional grammar-translation approaches and rote learning still dominate. Communicative 

activities in classrooms are rare occurrences, largely due to overcrowded classrooms and 

inadequate amounts of teaching aids. Many teachers are not aware of CLT practices or are 

inadequately trained to apply them to their teaching; many national exams discourage the 

adoption of more interactive methods in classrooms. In turn, the realities of the classroom 

undermine the theorized goals. 

In Yemen, the Grammar Translation Method remains the dominant mode of instruction for 

teachers. Lessons typically comprise an explanation of grammar, vocabulary lists, and 

translation. Most teachers have simply not had training in either CLT or TBLT, meaning 

there are very few communicative classroom activities. Speaking and listening tasks are 

rarely included, which represents limited reform in the curriculum and insufficient support 

for teachers. Classroom methodologies have limited the development of pragmatic and 

functional language skills  [47]. 

 

Instructional Materials and Assessment Styles 

Instructional resources and assessment practices strongly influence how ELT curricula are 

implemented. In Indonesia, the Ministry of Education provides task-based textbooks and 

multimedia materials designed to support integrated skills and contextual learning [48]. 

Assessments increasingly include projects, oral tasks, and performance-based evaluations. 

However, regional disparities limit rural teachers’ access to updated resources, forcing many 
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to rely on older textbooks, traditional grammar tests, and paper-based exams. Although 

policy encourages varied assessment, national examinations still dominate, and many 

teachers lack training in communicative assessment techniques [49]. 

In Nigeria, material development is inconsistent and decentralized. Many schools rely on 

outdated textbooks focused on reading, grammar, and vocabulary, with limited support for 

listening and speaking. Despite policy endorsement of continuous assessment, written 

examinations remain the primary form of evaluation, reinforcing traditional instruction rather 

than promoting communicative competence. 

Yemen faces a severe shortage of educational resources. Textbooks are outdated and 

grammar-heavy, with little focus on communicative language use. Schools often lack 

audiovisual tools and internet access, leaving teachers to depend on translation-based 

activities. Assessment practices remain dominated by summative written tests, offering 

minimal opportunities for authentic language use [50]. 

 

Implementation Challenges     

The implementation of ELT reforms faces systemic barriers across all three countries. In 

Indonesia, despite curriculum documents promoting Communicative Language Teaching 

(CLT) and Task-Based Language Teaching (TBLT), rural schools often lack resources, 

trained teachers, and manageable class sizes. National exam pressures reduce time for 

communicative activities, and many teachers trained under traditional models struggle to 

adopt student-centered approaches. Unequal access to training and limited administrative 

support further hinder reform efforts, leading to regional disparities. 

 In Nigeria, overcrowded classrooms, often with over 60 students, make interactive 

learning impractical. Many schools lack electricity, teaching materials, and basic 

infrastructure. Low teacher wages and limited professional development opportunities 

demotivate teachers, reinforcing reliance on traditional, exam-focused instruction. 

Sustainable change would require systemic restructuring of education policy and teacher 

support mechanisms [51]. 

Yemen faces even more severe challenges due to ongoing conflict and economic collapse. 

Many schools are damaged, closed, or repurposed, and teaching is frequently disrupted. 

Teachers often work unpaid or without institutional support, leaving education delivery 

inconsistent and unmonitored. Under such conditions, meaningful curriculum reform and 

implementation are extremely limited. 

 

Policy Practice Alignment 

Bridging the gap between classroom realities and national policies is essential for effective 

ELT. In Indonesia, although the curriculum promotes communicative and digital 

competence, weak monitoring systems and limited teacher training hinder implementation. 

External examination pressures often push teachers back to traditional, teacher-centered 

methods, limiting progress. Urban schools are generally better equipped, with stronger 

training programs and accountability systems, while rural schools face systemic 

disadvantages and limited oversight  [52]. 

Nigeria shows an even wider gap between policy and practice. Despite advocating 

communicative approaches, resource shortages, inadequate teacher training, and exam-driven 

instruction keep classrooms focused on rote learning and writing-based assessments, 

undermining policy objectives. 

Yemen faces severe misalignment, using outdated curriculum documents with little 

revision or enforcement. Teachers often lack training, materials, and institutional support, 

making national policy largely symbolic rather than practical. 
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Many countries fail to meet national ELT goals due to structural barriers, inconsistent 

implementation, and disparities between urban and rural contexts. Effective monitoring, 

ongoing teacher development, and flexible resource allocation are crucial to turning policy 

aspirations into classroom realities [53]. 

 

Figure 2. Comparative ELT Curriculum Themes Across Indonesia, Nigeria, and Yemen 

The bar chart illustrates the relative standing of Indonesia, Nigeria, and Yemen on each of 

the six components in ELT curricula: curriculum goals, teaching methodologies, 

instructional materials, assessment types, implementation deficiencies, and policy and 

practice linkage. In almost all categories, Indonesia stood highest, especially with respect to 

curriculum goals, teaching methodologies, and assessment types, and reflects a policy-driven 

focus on communicative competence and twenty-first-century skills. Nigeria scored in the 

mid-range for most curricular components, reflected in a mid-range focus on curriculum 

goals and on assessment, although Nigeria expressed lower effectiveness in implementing 

communicative methodologies and ensuring consistency of materials throughout the 

curriculum. Yemen occupied the lowest points on nearly all curriculum components, in 

particular in teaching methodologies and instructional materials, as a result of limited 

policies on curriculum, an outdated curriculum, and implementation processes that lack 

consistency and are continuously updated. In summary, the chart provides a broad illustration 

of structural and pedagogical shortcomings that contributed to ELT outcomes in these three 

developing contexts. 

 

Discussion 

This comparative study reveals that ELT curricula in Indonesia, Nigeria, and Yemen are 

shaped by their unique political, economic, and educational contexts, resulting in divergent 

aims, teaching methods, resources, and assessments. In Indonesia, globalization and 

economic integration have driven curriculum reforms emphasizing communicative 

competence and student-centered learning. While Communicative Language Teaching (CLT) 

and Task-Based Language Teaching (TBLT) are officially promoted, implementation 

remains uneven, particularly in rural areas where resources and teacher training are limited. 

Nigeria acknowledges the importance of communicative proficiency but remains 

constrained by overcrowded classrooms, limited teacher preparation, outdated resources, and 

an exam-oriented system. This mismatch between policy and practice hinders the adoption of 

communicative approaches. 

Yemen presents the most severe case, with political instability, outdated curricula, and a 

lack of teacher training or educational infrastructure preventing any significant reform. 

Grammar-Translation remains the dominant method, and communicative pedagogy is almost 

absent. 

Across all three countries, the central challenge is aligning policy with classroom realities. 

Urban schools in Indonesia show partial progress due to better monitoring and support, 

whereas Nigeria and Yemen face deeper systemic barriers that keep ELT rooted in traditional 
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methods. Sustainable reform requires teacher development, adequate resources, alternative 

assessment practices, and robust monitoring mechanisms to bridge the gap between policy 

aspirations and actual teaching practices. 

Table 2. Summary 

Feature Indonesia Nigeria Yemen 

Curriculum Goals Communicative 

competence, global 

skills 

Exam-focused, 

national integration 

Grammar, translation, 

exam preparation 

Methodologies CLT, TBLT 

promoted in policy 

Traditional, limited 

CLT 

Grammar Translation 

Method dominates 

Materials Modern, task-based 

(urban areas) 

Outdated, uneven 

distribution 

Old textbooks, minimal 

digital resources 

Assessment Styles Oral tasks, projects, 

and written exams 

Mostly written exams Summative, grammar-

focused 

Implementation 

Issues 

Urban-rural 

disparities, teacher 

prep 

Overcrowded classes, 

teacher demotivation 

Conflict, lack of 

infrastructure 

Policy–Practice 

Gap 

Partial alignment 

(urban only) 

Significant 

misalignment 

Policies largely unenforced 

 

Analysis 

The analysis of ELT curricula in Indonesia, Nigeria, and Yemen demonstrates how 

educational policies, pedagogy, and systemic realities intersect to shape classroom practice. 

Applying Tyler’s Objectives Model shows that all three countries articulate explicit 

curricular goals, but alignment with classroom implementation is inconsistent. Indonesia 

aligns most closely with Tyler’s model, particularly in urban areas where objectives 

emphasize real-world communication and performance-based assessment. Nigeria’s goals are 

undermined by weak implementation strategies, while Yemen’s objectives remain vague, 

grammar-focused, and disconnected from meaningful classroom application. 

Through Taba’s Grassroots Model, the analysis highlights the limited role of teachers in 

curriculum design. Indonesia has taken some steps toward teacher involvement through 

training workshops, yet implementation remains largely top-down, especially in rural areas. 

Nigeria’s curriculum development is centralized, with teachers having minimal input, while 

Yemen lacks structures for teacher participation altogether. 

Communicative Language Teaching (CLT) is most evident in Indonesia’s curriculum, 

promoting interaction and fluency, but its success depends on teacher readiness and resource 

availability, which remain uneven. Nigeria mentions CLT in policy but maintains grammar-

focused, exam-driven teaching. Yemen continues to rely almost exclusively on the Grammar-

Translation Method (GTM), limiting students’ opportunities for meaningful communication. 

Similarly, Task-Based Language Teaching (TBLT) is partially adopted in Indonesia but 

mostly accessible to well-resourced schools. Nigeria references TBLT superficially, and 

Yemen does not employ it due to its teacher-centered approach and outdated curriculum. 

Finally, the ideological dimension reveals that English functions as both a tool of 

opportunity and a mechanism of cultural power. While Indonesia frames English as a means 

of modernization, Nigeria and Yemen reproduce colonial hierarchies through their reliance 

on English for status and mobility. Balancing global ELT standards with locally relevant 

pedagogies remains a crucial challenge. 
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CONCLUSION 

This comparative analysis of ELT curricula in Indonesia, Nigeria, and Yemen highlights 

significant differences in curricular objectives, pedagogy, resources, assessment practices, 

and the alignment between policy and classroom reality. Indonesia has integrated 

communicative competence and 21st-century skills into its curriculum, yet implementation 

remains uneven due to disparities between urban and rural schools and limitations in teacher 

preparation. Nigeria recognizes the role of English in national integration, but its exam-

driven system undermines communicative approaches and reinforces traditional instruction. 

Yemen faces the greatest challenges, as political instability and lack of resources have 

preserved a grammar-translation approach with minimal reform.   These findings underscore 

the importance of context-sensitive curricula that balance global pedagogical trends with 

local realities. Effective reform requires comprehensive teacher training, equitable access to 

modern teaching materials, and robust monitoring systems to bridge the policy–practice gap. 

Policymakers must also consider the sociopolitical and cultural dimensions of ELT, 

particularly in post-colonial contexts where language education is tied to identity and power.  

Future research should focus on classroom-based studies to evaluate how curricular reforms 

are enacted in practice and explore learners’ perceptions of ELT approaches. Investigating 

the role of digital tools in low-resource settings and the agency of teachers to adapt curricula 

could further enhance understanding. Expanding the comparative scope to other Global 

South countries will contribute to developing more inclusive, contextually grounded, and 

transformative ELT curricula. 

Acknowledgment 

The authors would like to acknowledge all the individuals who took part in the completion 

of this study. Thanks also to colleagues and mentors in the field of English Language 

Teaching and Comparative Education for their valuable feedback and encouragement during 

the research process.  

Author Contributions 

The authors solely conceived of the study, conducted the literature review, co-designed the 

methodology, collected the data and analysis, and wrote the manuscript. The work in this 

article is entirely original to the authors.  

Conflict of Interest 

The authors declare that there is no conflict of interest.  

 

REFERENCES  

[1] N. E. Nanai, “Issues in English Language Teaching (ELT) in Tanzania: Evidence from 

Literature,” Int. J. Lang. Educ. Res., vol. 5, no. 3, pp. 65–80, 2023, 

https://doi.org/10.29329/ijler.2023.594.4. 

[2] H. Mubarok and N. Sofiana, “An Evaluation of English Language Teaching in Indonesian 

Schools,” Kne Soc. Sci., 2022, https://doi.org/10.18502/kss.v7i14.11947. 

[3] F. Hijazi, “Challenges of Mastering English in Syria With Emphasis on Speaking: Suggested 

Remedies and Recommendations for Foreign Language Teaching,” Edulec Educ. Lang. Cult. J., 

vol. 3, no. 3, pp. 329–336, 2023, https://doi.org/10.56314/edulec.v3i3.169. 

[4] I. Piller and A. Bodis, “Marking and Unmarking the (Non)native Speaker Through English 

Language Proficiency Requirements for University Admission,” Lang. Soc., vol. 53, no. 1, pp. 1–

23, 2022, https://doi.org/0.1017/s0047404522000689. 

[5] D. Nieto, “Making It Official: The Institutionalization of the Hegemony of English,” Educ. 

Policy Anal. Arch., vol. 29, no. January-July, p. 96, 2021, https://doi.org/10.14507/epaa.29.5741. 

[6] F. Fatimah, “Higher Order Thinking Reading Strategies: An Alternative to Improve Students’ 

Reading Comprehension in the Indonesian EFL Context,” Alphabet, vol. 4, no. 2, pp. 54–61, 

2021, https://doi.org/10.21776/ub.alphabet.2021.04.02.01. 

https://doi.org/10.29329/ijler.2023.594.4
https://doi.org/10.18502/kss.v7i14.11947
https://doi.org/10.56314/edulec.v3i3.169
https://doi.org/0.1017/s0047404522000689
https://doi.org/10.14507/epaa.29.5741
https://doi.org/10.21776/ub.alphabet.2021.04.02.01


 

Solo International Collaboration and Publication of Social Sciences and Humanities 

Vol.4, No.1, 2026, pp. 205-220 

   

 

   

E-ISSN: 2988-3512 

Copyright ⓒ 2026 Authors 

 

[7] N. Dhami, “Decolonizing Language in Education Policies of Nepal,” Far West. Rev., vol. 2, no. 

1, pp. 246–264, 2024, https://doi.org/10.3126/fwr.v2i1.70542. 

[8] S. A. M. Ibrahim, A. A. Aziz, N. E. M. Said, and H. H. Ismail, “Malaysian English Language 

Teachers’ Willingness, Readiness, Needs and Wants to Develop Graphic Oral History ELT 

Materials,” Int. J. Learn. Teach. Educ. Res., vol. 22, no. 5, pp. 101–118, 2023, 

https://doi.org/10.26803/ijlter.22.5.5. 

[9] S. Sumardi and R. I. Guci, “HOTS-based Language Assessment Literacy: Challenges and 

Prospects in English Language Teaching,” Indones. J. Appl. Linguist., vol. 12, no. 3, pp. 831–

840, 2023, https://doi.org/10.17509/ijal.v12i3.44261. 

[10] Y. Ma, “A Comprehensive Model for Recommending Personalized Learning Resources for the 

Development of Linguistic Competence,” Int. J. Emerg. Technol. Learn., vol. 18, no. 23, pp. 

145–159, 2023, https://doi.org/10.3991/ijet.v18i23.45639. 

[11] S. N. Azizah, Y. Supriyono, and A. Andriani, “Projecting Communicative Language Teaching 

(CLT) Implementation in Teaching Spoken Language at Secondary School,” J. English Teach. 

Appl. Linguist. Lit., vol. 5, no. 2, p. 179, 2022, https://doi.org/10.20527/jetall.v5i2.12873. 

[12] M. M. Rahman, M. Johan, S. M. M. Selim, M. K. M. Singh, and F. H. Shahed, “Teachers’ 

Beliefs and Practices of Implementing Secondary English Curriculum Reform in Bangladesh: A 

Phenomenological Study,” J. Asiat., vol. 16, no. 2, pp. 591–607, 2019, 

https://doi.org/10.18823/asiatefl.2019.16.2.10.591. 

[13] A. Rahal, “Rethinking Language Education Policy in the Context of Multilingual/ Multicultural 

English,” Int. J. Multiling. Educ., vol. X, no. 2, pp. 49–53, 2021, 

https://doi.org/10.22333/ijme.2021.18003. 

[14] F. Ünsal and S. Kasap, “Investigating English Teachers’ Perceptions of English Language 

Education Through the Q Method,” Shanlax Int. J. Educ., vol. 11, no. 4, pp. 15–24, 2023, 

https://doi.org/10.34293/education.v11i4.6297. 

[15] F. Spathopoulou and K. M. Pitychoutis, “Intercultural Competence in English Language 

Teaching: Navigating Cultural Taboos in the Arab Gulf,” Forum Linguist. Stud., vol. 7, no. 2, 

2025, https://doi.org/10.30564/fls.v7i2.7909. 

[16] D. He and D. C. Li, “Glocalizing ELT Reform in China: A Perspective From the Use of English 

in the Workplace,” Relc J., vol. 54, no. 1, pp. 149–165, 2021, 

https://doi.org/10.1177/00336882211018499. 

[17] C. Bildik and S. Altun, “A Curricular Perspective on the Implementation Gap: Analysis of the 

2018 ELT Curriculum for Primary and Secondary Schools,” Batı Anadolu Eğitim Bilim. Derg., 

vol. 13, no. 2, pp. 1196–1209, 2022, https://doi.org/10.51460/baebd.1196707. 

[18] L. Kicha, T. Mogea, and N. V. F. Liando, “Development, Implementation, Evaluation, and 

Comparison Toward ELT Curriculum (A Case in Indonesia),” Edumaspul - J. Pendidik., vol. 7, 

no. 2, pp. 3529–3543, 2023, https://doi.org/10.33487/edumaspul.v7i2.6978. 

[19] A. Acar, “A Critical Analysis of the 2014 and 2018 High Schools ELT Curricula of Turkey,” 

Mediterr. J. Educ. Res., vol. 14, no. 34, pp. 510–528, 2020, 

https://doi.org/10.29329/mjer.2020.322.24. 

[20] M. M. Rahman and A. Pandian, “A Critical Investigation of English Language Teaching in 

Bangladesh,” English Today, vol. 34, no. 3, pp. 43–49, 2018, 

https://doi.org/10.1017/s026607841700061x. 

[21] G. D. Maryono and E. Emilia, “An Analysis of International Baccalaureate – English Language 

Curriculum for Middle Year Program,” Parol. J. Linguist. Educ., vol. 12, no. 1, pp. 69–80, 2022, 

https://doi.org/10.14710/parole.v12i1.69-80. 

[22] P. Uma, “Integrating Resilience Considerations Into English Language Teaching in the  Context 

of Climate Change,” Shanlax Int. J. English, vol. 12, no. S1-Feb, pp. 5–11, 2024, 

https://doi.org/10.34293/english.v12is1-feb.7404. 

[23] L. Wei, W. Z. W. Mustapha, and S. Awang, “An Experimental Study of Communicative 

Language Teaching (CLT) in University Comprehensive English Class,” Int. J. Linguist., vol. 16, 

no. 3, p. 83, 2024, https://doi.org/10.5296/ijl.v16i3.21844. 

https://doi.org/10.3126/fwr.v2i1.70542
https://doi.org/10.26803/ijlter.22.5.5
https://doi.org/10.17509/ijal.v12i3.44261
https://doi.org/10.3991/ijet.v18i23.45639
https://doi.org/10.20527/jetall.v5i2.12873
https://doi.org/10.18823/asiatefl.2019.16.2.10.591
https://doi.org/10.22333/ijme.2021.18003
https://doi.org/10.34293/education.v11i4.6297
https://doi.org/10.30564/fls.v7i2.7909
https://doi.org/10.1177/00336882211018499
https://doi.org/10.51460/baebd.1196707
https://doi.org/10.33487/edumaspul.v7i2.6978
https://doi.org/10.29329/mjer.2020.322.24
https://doi.org/10.1017/s026607841700061x
https://doi.org/10.14710/parole.v12i1.69-80
https://doi.org/10.34293/english.v12is1-feb.7404
https://doi.org/10.5296/ijl.v16i3.21844


Solo International Collaboration and Publication of Social Sciences and Humanities 

Vol.4, No.1, 2026, pp. 205-220 

   

 

   

E-ISSN: 2988-3512 

Copyright ⓒ 2026 Authors 

 

[24] D. Nunan, “Communicative Tasks and the Language Curriculum,” TESOL Q., vol. 25, no. 2, p. 

279, 1991, https://doi.org/10.2307/3587464. 

[25] S. G. C. de Paula, M. da G. G. Tavares, and J. Weissheimer, “Working Memory Capacity and the 

Implementation of New Information During Task Repetition,” Caligrama Rev. Estud. 

Românicos, vol. 26, no. 2, pp. 107–123, 2024, https://doi.org/10.17851/2238-3824.26.2.107-123. 

[26] O. T. Akintayo, C. A. Eden, O. O. Ayeni, and N. C. Onyebuchi, “Inclusive Curriculum Design: 

Meeting the Diverse Needs of Students for Social Improvement,” Int. J. Appl. Res. Soc. Sci., vol. 

6, no. 5, pp. 770–784, 2024, https://doi.org/10.51594/ijarss.v6i5.1100. 

[27] T. Huizinga, A. Handelzalts, N. Nieveen, and J. Voogt, “Teacher Involvement in Curriculum 

Design: Need for Support to Enhance Teachers’ Design Expertise,” J. Curric. Stud., vol. 46, no. 

1, pp. 33–57, 2013, https://doi.org/10.1080/00220272.2013.834077. 

[28] M. Ahsan, S. W. A. Seemab, and S. Nawaz, “Investigating Learners’ Perceptions About the Role 

of English Language Curriculum Set in Boosting Communicative Competence of the Students: 

The South Punjab Scenario,” Glob. Reg. Rev., vol. VI, no. I, pp. 112–123, 2021, 

https://doi.org/10.31703/grr.2021(vi-i).13. 

[29] Y. Liu, M. Mohamad, and N. A. Sulaiman, “A Systematic Literature Review About Project-

Based Learning in English Classroom in China,” Forum Linguist. Stud., 2025, 

https://doi.org/10.30564/fls.v7i4.8780. 

[30] M. Bray, M. Crossley, and K. Watson, Comparative and international research in education: 

Globalisation, context and difference, 1st Edition. Routledge, 2003. 

https://doi.org/10.4324/9780203452745. 

[31] M. R. Nur and A. Madkur, “Teachers’ Voices on the 2013 Curriculum for English Instructional 

Activities,” Ijee (Indonesian J. English Educ., vol. 1, no. 2, pp. 119–134, 2014, 

https://doi.org/10.15408/ijee.v1i2.1340. 

[32] H. Taba and W. B. Spalding, Curriculum development: Theory and practice, vol. 37. Harcourt, 

Brace & World, New York, 1962. 

[33] J. C. Richards, “Competence and Performance in Language Teaching,” Relc J., vol. 41, no. 2, pp. 

101–122, 2010, https://doi.org/10.1177/0033688210372953. 

[34] N. Polat and Ş. Çepik, “A Comparative Analysis of EFL and ESL Program Curricula: 

Perceptions of U.S. And Turkish Program Directors and Teacher Candidates,” Open J. Mod. 

Linguist., vol. 04, no. 02, pp. 239–251, 2014, https://doi.org/10.4236/ojml.2014.42019. 

[35] H. Choe and S. Lee, “Experiences of Non-North American Teachers of English in American 

English-Dominant Korean ELT,” English Today, vol. 39, no. 1, pp. 53–60, 2021, 

https://doi.org/10.1017/s0266078421000407. 

[36] J. Zeng, A. R. C. Ponce, and Y. Li, “English Linguistic Neo-Imperialism in the Era of 

Globalization: A Conceptual Viewpoint,” Front. Psychol., vol. 14, 2023, 

https://doi.org/10.3389/fpsyg.2023.1149471. 

[37] J. E. Mambu, “Co‐constructing a Critical <scp>ELT</Scp> Curriculum: A Case Study in an 

Indonesian‐based English Language Teacher Education Program,” Tesol J., vol. 13, no. 3, 2022, 

https://doi.org/10.1002/tesj.667. 

[38] J. W. Creswell and C. N. Poth, Qualitative inquiry and research design: Choosing among five 

approaches. Sage Publications, 2016. 

[39] Z. Zufriady, O. Kurniaman, S. Suarman, N. Islami, and M. Munjiatun, “A Systematic Literature 

Review on Cultural Arts Education and the Cultivation of Cultural Values,” Multidiscip. J. Sch. 

Educ., vol. 13, no. 1 (25), 2024, https://doi.org/10.35765/mjse.2024.1325.14. 

[40] Y. Zhang, “Challenging Commonly Accepted Barriers of Implementing Task-Based Language 

Teaching in EFL Classroom in China,” 2019, https://doi.org/10.35532/jsss.v1.028. 

[41] G. H. Wren and J. Mercer, “Dismissal, Distrust, and Dismay: A Phenomenological Exploration 

of Young Women’s Diagnostic Experiences With Endometriosis and Subsequent Support,” J. 

Health Psychol., vol. 27, no. 11, pp. 2549–2565, 2021, 

https://doi.org/10.1177/13591053211059387. 

https://doi.org/10.2307/3587464
https://doi.org/10.17851/2238-3824.26.2.107-123
https://doi.org/10.51594/ijarss.v6i5.1100
https://doi.org/10.1080/00220272.2013.834077
https://doi.org/10.31703/grr.2021(vi-i).13
https://doi.org/10.30564/fls.v7i4.8780
https://doi.org/10.4324/9780203452745
https://doi.org/10.15408/ijee.v1i2.1340
https://doi.org/10.1177/0033688210372953
https://doi.org/10.4236/ojml.2014.42019
https://doi.org/10.1017/s0266078421000407
https://doi.org/10.3389/fpsyg.2023.1149471
https://doi.org/10.1002/tesj.667
https://doi.org/10.35765/mjse.2024.1325.14
https://doi.org/10.35532/jsss.v1.028
https://doi.org/10.1177/13591053211059387


 

Solo International Collaboration and Publication of Social Sciences and Humanities 

Vol.4, No.1, 2026, pp. 205-220 

   

 

   

E-ISSN: 2988-3512 

Copyright ⓒ 2026 Authors 

 

[42] K. Povee and L. D. Roberts, “Qualitative Research in Psychology: Attitudes of Psychology 

Students and Academic Staff,” Aust. J. Psychol., vol. 66, no. 1, pp. 28–37, 2014, 

https://doi.org/10.1111/ajpy.12031. 

[43] J. C. Richards and T. S. Rodgers, “Approaches and Methods in Language Teaching,” 2014, 

https://doi.org/10.1017/9781009024532. 

[44] N. Ç. Dilber, “A Comparative Analysis of Turkish and English Language Curriculum as Foreign 

Languages,” TAY J., vol. 7, no. 4, pp. 706–737, 2023, 

https://doi.org/10.29329/tayjournal.2023.610.02. 

[45] Y. Fajriah, S. Anne, and L. R. Nurjamin, “How Is English Language Policy Translated to 

Classroom Practice? (A Case Study in an Indonesian Primary School),” 2019, 

https://doi.org/10.4108/eai.13-2-2019.2286089. 

[46] M. Lamb, “The Impact of School on EFL Learning Motivation: An Indonesian Case Study,” 

Tesol Q., vol. 41, no. 4, pp. 757–780, 2007, https://doi.org/10.1002/j.1545-7249.2007.tb00102.x. 

[47] R. Fadilah, H. Y. Ayudhia, V. M. Pratama, and V. Harmawan, “Teachers’ Teaching Reflection: 

English Teachers’ Challenges in Rural Areas of Indonesia,” Let Linguist. Lit. English Teacher. 

J., vol. 13, no. 1, p. 85, 2023, https://doi.org/10.18592/let.v13i1.8923. 

[48] M. Elbanna, “The Development of Zakat, Infaq, Sadaqah in Egypt: A Literature Review 

Approach,” Demak Univers. J. Islam Sharia, vol. 2, no. 03, pp. 375–388, 2024, 

https://doi.org/10.61455/deujis.v2i03.218. 

[49] Zulhafizh, “Building the Professionalism of Teachers as an Effort to Improve Education,” 2023, 

https://doi.org/10.31219/osf.io/srabz. 

[50] S. Mirhosseini, “Issues of Ideology in English Language Education Worldwide: An Overview,” 

Pedagog. Cult. Soc., vol. 26, no. 1, pp. 19–33, 2017, 

https://doi.org/10.1080/14681366.2017.1318415. 

[51] M. Kurniawan and E. H. Radia, “A Situational Analysis of English Language Learning Among 

Eastern Indonesian Students,” 2017, https://doi.org/10.2991/yicemap-17.2017.1. 

[52] I. Maryani, N. Irsalinda, P. H. Jaya, H. H. Sukma, and A. L. Raman, “Teachers’ Professional 

Competence Profile Dataset During Implementation of Merdeka Curriculum,” J. Fundadikdas 

(Fundamental Pendidik. Dasar), vol. 7, no. 1, pp. 51–59, 2024, 

https://doi.org/10.12928/fundadikdas.v7i1.9946. 

[53] L. D. Fernandez and K. M. W. Hadiyanti, “Pre-Service Teachers’ Digital Competencies: A 

Transformative Medium Toward Language Teaching,” Pros. Konf. Linguist. Tah. Atma Jaya, 

vol. 21, no. 21, pp. 215–223, 2023, https://doi.org/10.25170/kolita.21.4852. 

 

 

https://doi.org/10.1111/ajpy.12031
https://doi.org/10.1017/9781009024532
https://doi.org/10.29329/tayjournal.2023.610.02
https://doi.org/10.4108/eai.13-2-2019.2286089
https://doi.org/10.1002/j.1545-7249.2007.tb00102.x
https://doi.org/10.18592/let.v13i1.8923
https://doi.org/10.61455/deujis.v2i03.218
https://doi.org/10.31219/osf.io/srabz
https://doi.org/10.1080/14681366.2017.1318415
https://doi.org/10.2991/yicemap-17.2017.1
https://doi.org/10.12928/fundadikdas.v7i1.9946
https://doi.org/10.25170/kolita.21.4852

