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Abstract

The present dissertation is a tentativayasis to shed light on a number of obstacles
and constraints which are likely to impede theiattent of learners’ competencies targeted

by the Competency-Based Approach in the Algeriaddié School.

Seven years after the implementatiorthef Competency-Based Approach, middle
school teachers still face problems to adapt ttesiching practices to the principles and
objectives underlying the Competency-Based Approdtte possible reasons behind this
impediment could be either the teachers’ lack @& thastery of the theoretical basis in
connection with the approach, learners’ lack of ivation towards English Language

Learning (ELL), or the inadequacy of the proposkeldctic materials.

Based on a field work including two qii@snaires and a checklist administered to 400
4AM learners, 300 middle school teachers and 2feictors, the collected data demonstrate
that the implementation of the CBA depends on apr@piate management of the

practitioners’ training.

Key words: Competency-Based Approach, Competence, Autonoitmarner-centred

Learning, Scaffolding, Motivation, Teaching/leamgiStrategies
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General Introduction

The swift changes observed nowadays toudieddk of life, education in particular which
constitutes a basic component of the formation péson’s world outlook. Over the last few
decades, the requirements placed upon the eduabfigstems have been greatly influenced
by rapid progressions, unpredictable processesibligotransformations and unprecedented

scientific discoveries and their implementation.

The modern society is characterised by speedgvations in all spheres of life, a feature
characteristic of societies in transition. Changes taking place quickly due to the factors
which stimulate development of economy and industajfect the development of
international relations, and lead to global proesss migration, especially when they impact
upon the use of technology particularly in thedielf education. In fact, information has
acquired the highest value and has become a stragexluct of states. While analysing the
phenomenon of modern societies undergoing suclsfoanations, it is acknowledged that
the world, which is being quickly formed due to l=bn of new values and technologies,
new geopolitical relations, new lifestyles and coummnmgation, requires brand new ideas and
analogies, classifications and frameworks. Thiscepn reflects the modern paradigm of
public life and is a basis for the reformulationeafucational goals in all the countries of the

world.

Education is howadays subject to these bangbs that are taking place in all countries.
During the last decades in many countries of thddyancluding Algeria, profound changes
have taken place. The development of educationbleas influenced by such features of
social development as globalisation, democratisatamd the formation of a unified
information space. All these changes happenedah aufast pace that they caused the need
for an urgent review and reform of education pobatwll levels since the existing systems did

not fully meet modern challenges and required rentation.

Irrespective of countries and nations, edanaauthorities, together with all educational
institutions and partners, play an important raleinnovating and updating the teaching
contents, which consists in preparation of a huieing for life in family, community and
country, for work and creativity, and for his sedfalisation as a person in the society. Thus,
the revision and the adaptation of the syllabijrtikentents and outcomes are essential to

comply with the prospects and requirements of tbdem society.



Undoubtedly, the goals of the educationatesys are no longer to be considered at the
level of local requirements fulfilment but at a \dwide level. States are asked to plan the
goals and contents of their educational systemsssio be able to integrate successfully the
international communities. Knowledge, skills anthitacquired by learners in the process of
education in school are undeniably important. A& #ame time, presently the concept of a
learner's competency acquires importance. It iserd@ned by many factors because
competency, according to experts, is the very atdic which makes it possible to verify the
learner’s readiness for a successful integratiah tanfurther her/his personal development
and active participation in social life. Educatioificials consider that one of the priorities at
present is to equip learners with necessary knskitts and competencies that enable them to
meet new requirements and prepare them for therrrokes in the modern society. For these
reasons, it is important nowadays not just to usesoown knowledge but be ready to change
and adapt oneself for new demands, operate andbtarformation, be active, make relevant

decisions, and continue to study during one’s witde

The educational experience in many countriégeals that one way to render the
appropriate outcomes updated and reachable, whichdwoe in line with the modern social
and economic requirements allowing a worthwhileegnation in the modern world, is the
adoption and orientation of the training programitosgards the competency-based approach,

and the establishment of the efficient mechanismsheir implementations.

Algeria is aware of the fact that upgrading Human capital is the very basis of political,
economic and social progress. Since its Indepemgesbe has devoted substantial

investments to generalizing access to educatioriramdng.

The officials of the educative sector are ently introducing a qualitative transformation
of its educational system to address the needsepape its future generations for citizen
involvement and to enhance their creative potentialhe context of a multi-dimensional

development, which is increasingly knowledge-based.

The last reform (2003) aims, on the one haxdproviding the material and teaching
requirements which are best suited to addressiaghéeds of school and university goers,
who represent around 1/3 of the Algerian populataord on the other hand, it aims at giving

it exposure to universal science and culture, teifm languages and to International



Cooperation. It also relates to enhancing thoskiffes, which determine our national identity

in a way to be in harmony with modernity and depatent.

The huge process of educational reform bemdettaken in Algeria since 2003 implies
enormous challenges in terms of coordination betvike various implementing agents. The
lack of an overall mechanism for piloting and moniitig explains the challenges of planning
capacity-building activities to support the implaertagion of reforms. The performers of the
educational reform have insisted on the need tpta@supple approach to capacity building,
responding as well as possible to demands for te@hadvice and training as they arise.
Within this perspective, the focus of the Miniswy National Education has been on the
process of the renewal of the school curriculatipaarly as pertains to the implications of
the adoption of a competency-based approach immydl and textbook development and

evaluation.

The success of this reform on which the Migi®f National Education is embarking is
predicated on the elimination of many material bnthan constraints. Without neglecting the
contributions of the materiel resources, our fosikbe on the human ones which, no doubt,
play the main role in the success of any reform.

The context in which the reform of the &lgn educational system has been initiated is
characterized by a set of internal and externdbfacFor the former, one can cite, on the one
hand, the advent of political pluralism, which ihx@s the integration of the concept of
democracy within the educational system; therefthre,training of the young generations in
the spirit of citizenship, and on the other hahe, abandonment of the directed economy and
centralized management methods, and the graduablisstment of market economy.
Regarding the latter, they are characterized byaiisation, rapid development of science
and technology and the introduction of modern Imfation and Communication

Technologies (ICTs) on a large scale.

All these factors together constitute ndvallenges in the development process of the
educational system which the school is requiredntet all the challenges facing it. The
implications of institutional change, social andtaxal impact on the school are obvious.
Although it is not wholly a product of the socidty which it belongs, the school must also
have the aspiration to promote learners’ knowslarov-how-to-do.



A global reform which aims at buildingcaherent and efficient educational system is;
therefore, to enable the Algerian society to fdmerultiple challenges of the 21st century by
fulfilling scientific and technological advance guarantee sustainable development. Thus,
education that focuses on development and progressyes the emergence of values in the
work, production, and intelligence, all of which gnasize the criteria of competence and
qualification for the constitution of the scientifpotential and technical credibility. The
scientific and technological education is not reliec to the transmission of specific
knowledge in science and technology, but primaolyuses on skills which, later on, enable
individuals to fully find the varied uses of scidictknowledge in their school life first, and

those social and professional at the same time.

The human resources are, no doubt, cetdrdhe success of the reform process;
therefore, the training policies must meet the meguents of quality and competence, both

academic and pedagogical.

In this context, the Ministry of Nationatlucation has established a multi-year plan for
the academic training of teachers, training foreafgrt mastery of the teaching contents. It
also works to provide teachers with teaching qicalifons and competencies that are

necessary to conduct teaching/learning effectivaatgl to improve the class performance.

It is more and more impressive to obsénat 'globalisation' has become the subject of
didactic reflection on teaching as it highlighte #thallenges of promoting foreign languages.
The current valuation of the foreign languages orfrem the application of a society
wishing to be updated. In other words, learning fameign language ana, fortiori, several
languages is to give learners the means to brot@nhorizons, to exchange personal and

professional contacts with foreigners.

Parallel to the phenomenon of globalisat@ineconomic markets, there is also an
emerging market for languages that causes new tdidadlections by urging scholars to be
innovative in their approaches to meet public ne&dshis context, it is noteworthy that the
learning of foreign languages is dictated by theapeeters of size and profitability, that is to
say, individuals and politics prospect languageat thre the most useful, the most
advantageous, and implement methods and stratepiashieve social change and to keep

pace with the world development.



Similar to other languages, English remagngdanguage of communication of vital
importance, especially with the opening of the Ailge market in all sectors: economic,
cultural, political, etc.

Having started my teaching practice in thdye@0's, accompanied during two decades
by trainers, inspectors and seniors; | myself Haaesome involved in the process of teacher-

training. My professional itinerary can be summedas follows:

The first period of my professional car€E980-1999) was devoted to teaching English
as a foreign language in Ibn Roustom secondaryaschwaret. With regard to the status
assigned to foreign languages (coefficient, alledatme, etc.) , in general, and English, in
particular, 1 noticed that learners devoted lessetand effort to English language learning,
though assessed in terms of formative evaluatiohcertification. Besides, the official syllabi
assigned to the different levels of the seconddncation and the communicative approach,
supposed to be implemented, were unlikely to complyn the inadequate level of those
learners. Above and beyond all these facts, imphtimg the didactic materials suggested in
the textbooks seemed to consolidate much more iteachther than learning, which is in
complete contradiction with the methodology apptblag the Ministry of National Education
(MEN). Then, adapting open learning situations,ngkinto account all learners’ learning
styles, their strategies, and abilities was reguicemotivate them towards the learning of the
English language. The adaptation of the teachiagilag material was meant to design or
devise the tasks prepared to assess learnersvaateats that could help them to be aware of
their own progress. Doing so, | targeted learnpoténtial to create their own learning space,
i.e., help them use their own skills to take inrgeatheir own learning. Subsequently, the
progression, as didactic approach, was no longermeed beforehand by the teacher, but
by the acquisition development, and is managechbyléarners themselves. In this type of
teaching/learning, | was obliged to deal with timexpected situations; the knows and know-
how-to-do came up out of the needs and initiativethe learners. It must be admitted that
early years of my career were based primarily duition, which manifested itself sometimes

in happy times of trial, and sometimes in errorg &ilure.

These choices are part of an educationalpeetive that seeks learners’ autonomy and
responsibility. Referring to official instructionthe teacher’'s main task is to ease learner’'s
learning rather than being the cause of refustti@foreign language learning, for all learners

even those struggling.



The second period (1999-2010) has beentdévim middle school English teachers’
supervision, mentoring and training. In Septem!8£9] after succeeding in a national contest
and accomplishing one year training in the Natiddahter of Training (El Harrach-Algiers),
| was appointed as a middle school teachers’ sigmerin the ‘wilaya’ of Mostaganem, a city
in the west of Algeria. In addition to regular digtj teachers’ in-service training, mentoring
and guidance are attached to the Algerian supesviddeing in charge of two types of
patricians, namely novice and experienced teachmesle the training choices somehow
difficult. For the former, the focus was to be aairting teachers to make them acquire certain

teaching models; whereas, for the latter, the esiphvaas to be put on self-development.

This shift from one professional status tothar, from a secondary school teacher to a
supervisor, was marked by ruptures and contindibe first rupture concerns the inevitable
routine imposed by the classroom ecological envirent. The second one has to do with the
syllabus constraints and the administrative requémts. The third one is to get rid of
teaching a captive audience and adapting to areaceliof young teachers to whom | am
supposed to provide tailored training sessionsraaog to expressed or detected needs. The

new mission coincided with the implementation @& tlew educational reform.

Yet, continuity is characterized by an insiag faith in a profession which was chosen by

vocation in a remote period of early 80’s, the k#ag profession.

This change in my professional career has agposed new perspectives in relation to
English teachers’ training. In fact, questions tetlato teachers’ training started to emerge as
soon as | began the new mission entrusted to me.diy was not only to ensure the
implementation of the educational policy as it istated in the official documents of the
Ministry of National Education but also to find stibns to daily troubles with which teachers
find themselves face to face, a dilemma to overcohten, the issues related to in-service
training courses generally start from class obsEmwa and that the proposals are made for a

return to the field.

Seven years elapsed since the new reform eas Implemented; however, nearly all
teachers, at least those who were targeted by enteg visits, still face problems to adapt
their teaching practices to the objectives andgguias of the new approach.

My role is not restricted to ensure genergdesuision which is typically administrative

(concerned with curriculum, syllabus, and the oN@nanagement structure of education), but



to target the clinical one, i.e., the one that @enconcerned with the aspects of the classroom
teaching. The main aim of such clinical supervisierto improve the reflective model of

professional development.

The idea of this research work matured dutire last ten years while | was charged of
supervising and training the middle school teach&s new mission coincided with the
implementation of the new educational reform tlagéts many components, especially the
one concerned with teaching methodology. In a metsge based on “Competency-Based
Approach”, training should seek to place the teagha position of action research, creating
educational inventiveness and acquiring the abilitymake permanent adjustment to the
teaching activity purposes that are targeted aedrélsults that are obtained. Thus, he can
expand a wide range of methods and techniqueseinch the teaching strategies enabling
him to respond to different teaching situations.short, we need a real reflective practice

among all teachers.

Undoubtedly, the new approach implementatballenges all the partners who are
directly concerned by teachers’ initial and in-$egvtrainings. And, that is how the adventure
of research has begun in the perspective to rertteglghortcomings, find solutions to the
defects and ensure a successful transition fromp#nadigm of knows transmission to the

paradigm of the construction of the competencies.

The arrival, in in-service training sessiookteachers with different deficiencies made it
compulsory for me to take these defects into chdrgether words, the teachers’ needs are
not uniform, which means that they cannot be suieohito the same training contents, but
adaptation according to the specific needs of eatdgory is necessary. Thus, knowledge and
professional skill models that | was supposed twiple teachers with were hard to imagine
fearing their destabilization, resistance and mdfugaking into account the teachers’
experiential knowledge, one should proceed to augladestruction of the representations
fossilized for decades, especially with teachers vane about to retire, and start the

construction of new ones.

It is obvious that simply mandating chang@&ot enough to successfully and effectively
implement change or to achieve advances in studemthievement and teachers’
development. One should expect the resistance mutumigh policy makers suppose that
teachers would blindly accept change with littlenorregard to their expertise or professional

opinions. This mental model, held by teachers, riates with successful change

7



implementation. Teachers’ resistance may be dtieettack of motivation, which is generally
viewed as temporary factor, unfavouring environrakat situational conditions, or negative
beliefs about their ability to use particular knedde or skills in the future. Any of these
factors can cause teachers to simply endure a gwiofeal development rather than self-
engage as an active participant. Teachers’ levieknowledge comfort and experience may
also cause them to resist to behavioural changesigBpersonally concerned with the
teachers’ in-service training, | found myself oblig to identify the gaps and utilize
appropriate strategies to overcome the resistarweeach this, one should convince teachers
to work together, collaborate and reflect on the#@ching practices. The trainers should focus

their efforts not on action but on the trainee’dis.

Understanding this resistance to change gsocess of fulfilment, preserving, and
protecting the missions and memories of one’s geiwer should draw researchers’ attention
to a positive sense of what teachers are fightimgdther than merely what they are opposed

to or against. This is what | will try to unveilrtugh this research.

The main objective of this research work, connection with the English language
teaching/learning in the Algerian middle schoohoerns the constraints and obstacles which
prevent the implementation of the recent change®yethe Algerian Ministry of the National
Education. Similar to all world schools, the Algari has witnessed profound mutations
because of the cultural and technological chandékeosocietal environment in which the
teaching/learning of language/culture is takingcelan distinct periods, these mutations are
marked by the implementation of methods and teclesgqo which the objectives were to
give a new upsurge to the teaching of foreign laggs in our country. The incentive behind
this research work derives from both personal amfiepsional motivations and concerns to
identify the causes of the teachers’ failure in lienpenting the new approach and draw out
conclusions that may help us as trainers and sigoesvof the teachers of English to bring the

suitable remedy.

To the grammar-translation, direct, audmgial and natural approaches, which have
heavily marked the last two decades without sudfiti(probate) results, and as alternatives
came the communicative ones on which a lot of hetached. It must be pointed out that,
to Algerian students, the final objective of teathEnglish is not only to render the learner
capable of acquiring the language system but toentdtk able to communicate in authentic
situations of current life as well. In other wordlse transition from syllabi based mainly on
disciplinary contents, the Chomskyan restrictivedelqlinguistic competence) to syllabi that

8



target the integration of the knows, the know-howdb and the necessary attitudes that aim
at developing the learner's autonomy, i.e., the rmomcative competence that enables the
learner to acquire the procedural knows. To saiifierently, the learner must demonstrate
the ability of communication in its various fornaspects and dimensions. Yet, the fulfilment
of such objective requires the development of aeampetencies founded on a diversity of
constituents: structural (linguistics), sociolingfic (the capacity to produce and understand
the appropriate wording), discursive (discoursesuband strategic (capacity to adapt oneself
to different situations) that the learner is noleaio realize for many reasons. To overcome
the difficulties which hinder the efforts made leathers as well as learners, and comply with
the modern world requirements, different programnh@se been administered in the
educational system so far; besides, various sylale been designed for all levels in order to
bring about positive changes in the learners’ parémce at the level of speaking and writing
in the target language. The main objectives ohhe approach are to render the learner able
to group and express ideas, feelings and concesnsothers and to develop certain
competencies such as learning how to learn, irtiaggc communicating, processing

information, solving problems and reflecting onfeliént subjects.

Within the new approach, there is a shiftemmphasis from teaching/learning the
language system in isolation to a growing interastanguage use. In this sense, a foreign
language learner must develop three interrelategpetencies: linguistic, sociolinguistic and
pragmatic. In other words, researchers found thatder to be communicatively efficient FL
learners require more than grammatical competetioey require sociolinguistic and
pragmatic competences to understand and be undeérgtotheir interactions with native

speakers.

For the time being, this communicative cetepce meant by the new approach is too far
to be reached. In fact, all teaching practices stofhe level of the mastery of the linguistic

competence.

The problematic behind this research woroiset up an inventory of the constraints and
obstacles facing the English teaching/learning ggedn the Algerian middle schools. To be
more precise, it is the analysis of the reasons fhavent the attainment of the new
competencies (interactive, interpretive and prodagtstated by the new approach namely
CBA and as prescribed by the syllabus designennufiih my experience in the field and the

study of the results of different formal examinagp especially the results obtained in the

9



BEM [Y], | noticed the acute awfulness of the situatiorfact, it is an alarming regression of
the learners’ acquisition that deserves a closdysisa Certainly, teaching English in a
context as the Algerian one is not an easy maBesides, the construction of such a
communicative competency which is targeted by @& approach is itself complex for being
based on the articulation of language/culture andthee knows and the know-how-to-do
acquisition outside the classroonm {/ivo). The Competency-Based Approach targets the
development of language use through acquiring médion, and solving linguistic and non-
linguistic problems. It is to help learners acquared use the language in social and realistic

situations.

One of the objectives of the new approadids the shift from teacher-centredness to
learner-centredness, i.e., to focus on learneashlag rather than on teacher’s teaching. The
population of middle school teachers, heavily mdrkaither as students or trainees, of the
previous approaches and their ways of teaching,nateready to change their teaching

practices. Thus, the change is not for tomorrow.

In fact, and besides the traditional difficzs which are typically institutional such as the
reduced timing devoted to the teaching/learningmdglish, the class crowdedness, the status
of the English language, the coefficient, etc.heotobstacles , that should be identified,
contribute undoubtedly to the non manifestatiornthef objectives and principles targeted by
the CBA []. Thus, teachers face serious difficulties to adhpir practices to its principles.
These factors altogether have effects obviouslythenteachers’ daily practices and on the
learners’ results which are worsening day after.dége new methodology has been
implemented for about 7 years now, and the expestg#domes have not yet materialized
though the didactic means as the textbooks, tescheides, syllabuses, the computers and
the ICTs f] are available. According to experts and educattivs teaching of English in
Algeria has not brought many successful results.tk@n contrary, most of the Algerian
learners still face problems and the time they tketo the study of this language is not

enough.

The teachers’ failure in adapting thesadhing practices in accordance with the
principles of the new approach drives me to askfdlewing questions on the possible

Y] Brevet d’Enseignement Moyen

[]
[?] Competency-Based Approach
[*] Information and Communication Technologies
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constraints which prevent the implementation ofriee approach at the level of the middle

school education.

The general problematic revolves arounddhconstituents that are intimately linked;
namely, the teachers’ training, the learners’ @it and motivation towards foreign language
learning and the devised teaching material. Theachpf these three mutually dependent
didactic poles on the success or failure of thehigg/learning process remains vital.

The present research is meant to identify dhstacles and constraints which cause
learners’ and teachers’ failure and to show thiettigpport between these three didactic poles
and their influence on the success or failure oé tGompetency-Based Approach
implementation.

Research questions and hypotheses

As any piece of research, this study issdasn the following research questions and
hypotheses. In order to suggest something aboundieer, the following questions are asked
SO as to:

v a) diagnose the difficulties the middle school beas face to implement the CBA.

v' b) seek the possible reasons behind the contintemression of learners’ level and
suggest suitable methods if there are which may teslolve the problem.

v ¢) find out whether the content of the newly desijtextbooks at the middle level
forms an adequate material that meets both theiplas and the objectives of the
CBA and the needs and the interests of most detraers.

To the stated end, three questions have been asked:

Research Question 1
v' Does the teachers’ lack of the mastery of the #temal references and the
terminological concepts stand as an obstacle toQbmpetency-Based Approach
implementation, and then lead to teachers’ falkitadraditional practices?
Research Question 2
v In what way do learners’ motivation and attitudéluence the foreign language
learning hence the teacher’s implementation ofGBA?
Research Question 3
v Does the teaching material suggested in the tektf@m the Move) comply with
both the objectives and principles of the CBA aneetrthe learners’ interests, and

needs?
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As stated above, the primary concern of tbsgarch work is to identify the obstacles that
prevent the materialisation of the objectives & @BA in the Algerian middle school. To

this end, some hypotheses are suggested as teraaswers to the questions above:

Hypothesis 1
v' The failure may be due both to theoretical and taralk deficiencies related to
teachers’ initial and in-service training coursestoe new approach, namely CBA.
Hypothesis 2
v The learners don’t show enough motivation and digjgm towards English Language
Learning.
Hypothesis 3
v The teaching materials don’t adequately meet bwthobjectives of the CBA and the
prospects and aspirations of the English learners.

In order to carry out this research work,adopted the following methods of
investigation. | have chosen four different todiattare mutually dependent: 4 AM textbook
analysis, some class observations, 2 questionraies checklist.

l. Qualitative Data
l.1. Textbook analysis

A close analysis of the 4 AM textbook, On tdeve, in order to see if the material
suggested by the textbook designers suits well thathearners’ interests, age, ...and matches
the objectives of the approach.
|.2. Class observations

A series of class observations are to be dexbiand analyzed (Didactic Transposition
Theory). It should be pointed out that in orderréoluce the intruders’ influence, though
eliminating it entirely can never be reached, emadied the sessions meant for the research

work but remained unobtrusive.

In fact, these class observations enable ougpay close attention to the teachers’
implementation of the objectives of the new applnogctheir daily practices. The latter are
not supposed to focus only on the learners’ oubpititon the process that leads to this output
as well. Thanks to these observations, we were tablerify if the theoretical principles of
the CBA, taking for granted the fact that most lo¢ teachers have already acquired and
mastered them, are effectively implemented. Inmotf@ds, the recorded sessions represent a
suitable opportunity to validate/confirm or invalié the transfer of the theoretical concepts
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into class practice and allow us to check if thisrea shift from teacher-centeredness to
learners-centeredness, if there is an intermitmft between mechanical and creative
activities, if there is less interference to leapace to a mere role of mediator and a guide on
the part of the teacher, if there is meta-cognisitrategy achievement that progressively leads
to the learners’ autonomy, if there are socio-ao$ive activities designed to enhance
learners’ social interaction with others, if theolplem-solving learning is effectively
integrated in the devised teaching material to igvkearners’ learning and thinking. To sum
up, the CBA gears language learning to the acdquisibf the know-how embedded in
functions and skills. This acquired know- how wvallow the learners to become effective/
competent language users in real-life situationsside the classroom (action-oriented).
Finally, the exploitation of this sort of mater{glass observations) is meant to perceive both

the learners’ and teachers’ difficulties to carty the newly adopted approach, CBA.

[I. Quantitative data

The choice of the questionnaires is justitigdthe fact that they provide us with a broad
range of information in connection with the objeetiof our research entitled, “The
Implementation of the Competency-Based Approachth@ Algerian Middle School: a
Tentative Analysis of the Constraints and Obstécles
Il.1. Questionnaire 1 (cf. Appendix 1 consisting of 25 both close-ended and open-ended
guestions directed to middle school teachers anttezoing the methodology and the
learners; the didactic pedagogical triangle: tlzeher, the learner and the knows. We aim at

enquiring about:

- the informants’ biographical and professional data;
- their training itinerary;
- their viewpoints about the CBA implementation;

- their expectations.

The sample concerned by the questionnairsistsnof both PEF'[ and PEM f] who
teach in rural and urban areas of 3 wilayas. Thécehof both rural and urban areas was done
on purpose to see in what way the environment haspact on the learners’ acquisition and
practice of the English language, its reinvestnaat their attitudes towards it.

[“] Professeur d’Enseignement Fondamental
[°] Professeur d’Enseignement Moyen
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I1.2. Questionnaire 2 (cf. Appendix Bconsisting of the two types of questions intenfibed!
AM learners to check their attitudes towards leagritnglish and the use of this language. A

special focus is to be put on:

learners’ attitudes towards English Language Leagni

their attitude towards the English people and tbeifture;

their motivation towards English Language Learning;

their attitudes towards their teachers of Englisth their performance.

As they are non-specialist learners, the qoestwere formulated in a simple way so as to

be clear and easy for all of them to fill out theegtionnaire. Teachers’ help is required.

[1.3. A checklist (3) (cf. Appendix p containing 50 open-ended questions, directethéo
middle school inspectors to get their opinions attitudes about the designed 4 AM
textbook,0On the Move

For the sake of validity and reliability dfi$ research work, we gave much importance to
the selection of the participants among both te@ched learners. For teachers, we targeted
the two types of middle school teachers: PEFs &d<$? The reason for such a choice is that
these two categories of teachers have neitherwetiothe same educative itinerary nor
received the same initial training. For learnerg, mave chosen fourth year learners as a
sample because they represent the first cohottseeafiew approach. These learners have been
put in contact with the English language for thyears and should have acquired some basic
knowledge that both enables them to overcome thkl BXamination and build up their
competencies to carry on their learning processlyeds other words, these learners have
completed the middle school cycle, and reachedupnably, its exit profile.

The results of the 4 AM textbook analysis, teservations, the questionnaires, and the
checklist will be described case by case and falbly the analyses and the interpretation of
the research results with which one tries to chiek validity of the hypotheses. Some

conclusions will be drawn at this stage.
The steps of the study:

Part | is an introductory part. It deals with the Litenst Review. The first chapter is
devoted to a succinct overview of the different anagpproaches that have marked foreign
language teaching, including the presentation ef @BA, its objectives, the competencies

targeted and the teacher’s and learners’ roles.sébhend chapter is devoted to the definition
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of some key concepts especially as being in cororeetith the CBA implementation. The
third chapter deals with the CBA in the Algerianu€Edtional context, the expected outcomes,
the implementation of the CBA, the 4 AM syllabuse fAlgerian Framework for 4AM and the
learners’ entry and exit profiles.

Pat Il is composed of three chapters. The first one ptegbe research methodology,
the field work, the criteria of selection of thebgects, the schools and the tools used for the
purpose of the research work. The second one feaurs¢he analysis and interpretation of the
gualitative data collected from the 4 AM textboakabysis and the class observations. The
third chapter presents the qualitative data caedtom the questionnaires and the checklist.
Both types of results are analysed and interprietedider to bring answers to the hypotheses
put beforehand. They allow us to check the validitthe assumptions, besides drawing some

conclusions.
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Part |

Literature Review

Chapter I: A Brief Overview on the Different Methods/Approaches
Introduction

Language teaching is characterised by frelgoleanges and innovations and sometimes
by the development of competing language teachileglogies. Much of the impetus for
changes in teaching methods came about from charaggroaches to the language teaching.
The quest for better methods has been the conéeeachers and applied linguists since last
centuries. The advent of each method seems todaavimore effective and theoretically
sound basis for teaching than the method that gestci. In this chapter, we try to provide an
overview as succinctly as possible of the histdryhe different methods/approaches so far

tested, their goals and their limitations.

Before we embark on an overview of the mstof the different approaches/ methods,
applied in the educational field up to now, threaaepts are generally confused and need to

be defined: approach, method and technique.

l.1. Approach, Method and Technique
Anthony (1963: 7) views that:

The arrangement is hierarchical. The organisatiokal in that techniques carry out a
method which is consistent with an approach... Anragagh is a set of correlative
assumptions dealing with the nature of language laadhing. An approach is axiomatic.
It describes the nature of the subject matter. Métis an overall plan for the orderly
presentation of the language material, no part ¢ficle contradicts, and all of which is
based upon the selected approach. An approach i@metic, a method is procedural.
Within one approach, there can be many methods.echntque is implemental — that
which actually takes place in the classroom. fiasticular trick, stratagem, or contrivance
used to accomplish an immediate objective. Teclesigoust be consistent with a method,
and therefore, in harmony with an approach as wg@luoted in Richards and Rodgers
1986:15)

Miliani defines the approach as:

The sum of assumptions course designers make dlaoguage and language
learning....it is a combined theory involving bddinguage and the learning process.
(2003:20)

Accordingly, an approach is the broadest andompasses theories of language and
language learning, a method specifies how a larguaght to be taught, and a technique,

being the most specific, involves classroom adégiind devices.
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[.2. Grammar-Translation Method/Approach
[.2.1. Introduction and Overview

The Grammar-Translation Approaéh first known in the USA as Prussian Methdy [
is the most ancient in the teaching/learning fidids originally associated with the teaching
of Latin and to a much lesser extent Ancient Grg#dwatt 1984:98). The underlying aim of
learning these ancient languages was obviouslytianensure its use among students, but it
was rather to develop logical thinking, intelledtaapacities to attain generally educational
and civilizing effect and an ability to read origirtexts in the languages concerned, at least in
the better learners. As maintained by RichardsRwdgers, it is propulsion of the approach
used in the teaching of classical languages, onemothnguages. It is an approach which
endorses rule focused learning and de-contextdalisstruction and practice; language
learning is viewed as a key to cultural and intglial improvement.

Under this approach, emphasis was put manlgrammatical rules mastery. After long
and complex grammatical explanations and demormtsatin the native language, the
learners practise the acquired knowledge of gramioyawriting paradigms, constructing
sentences in the foreign language and writing nesg® to highly literary texts (Rivers
1968:16). Likewise, Richards and Rodgers state that

The GTA approaches the language first through tetaanalysis of its grammar rules,
followed by the application of this knowledge te task of translating sentences and
texts into and out of the target language. (1986:3)

Written exercises as well as translation ataraible proof that learners have grasped
those grammatical details. Rivers and Temperly \tieat.

Written translation into English may be used tot the application of the rules of
grammar; as in the translation of sample sentengeghe translation of passages.
(1978:326)

Composition, under the GTA, is identified lwitanslation (Kelly 1969:16).

Accuracy is the major aspect that teacheaildhfocus on, even if the translated texts
give versions that are not idiomatic; no mattethg texts do not sound natural to a native
speaker as long as they are correct (Rivers 19h8Atturate translations indicate students’

mastery of the grammatical rules. These rulesaarght deductively.

[°] Henceforth GTA
[] A book By B. Sears, an American classics teachahlished in 1845 was titled “The Ciceronian oe th
Prussian Method of Teaching the Elements of thellatnguage” (Kelly 1969).
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While valid for developing both the readingdanriting skills and depending too much on
lexical items and grammatical rules memorizatidre GTA has been over-applied to the
detriment of the development of the listening apelaking skills.

The GTA dominated the English language teacheld in Algeria in the 1960's at all
educational levels. This method is a way of stugyananguage through detailed analysis of
its grammar rules, followed by an application oistknowledge to the task of translating

sentences into and out of the target language.

1.2.2. Limitations of the GTA

This approach has been criticised on many grounds:

a) This approach was not based on any explicit pdyuistic or sociolinguistic theory.
Therefore, it did not concern itself with how lears learn the language or how they actually

use it. Its main concern was purely linguistic.
b) Practical mastery of the language being leaonet$ actual use was totally ignored.
c) The learners in that approach were completedgipa.

d) As the classroom technique consisted of givimintions, rules, explanations and
exceptions in the mother tongue, the time necessarpracticing the foreign language is

greatly reduced.

e) The technique of giving definitions and rulesvesy boring and of little benefit to the
learners.

f) The method is a continuous process of memoasatif lists of unusable grammar rules,
vocabulary and of attempts to produce perfect lasingss of literary extracts. Therefore, the
focus is on form rather than meaning. Very oftardehts cannot concentrate on the message
as they are obliged to read word by word.

g) Although translation from time to time is helpfit becomes harmful when it is taken as a
method of learning a language. The learner is itmpdicitly admitting that he does not intend
to learn the foreign language or that it is implotesfor him to learn it, since the only way for

him to understand it is through translation.

h) As for the use of literary works by great authdor teaching a foreign language, it is
agreed on that one should be able to understam@kspnd read adequately the language

before one starts to read and appreciate literattiteen in that language.

20



|.3. Direct Method
1.3.1. Introduction and overview

By the end of 1800s, a revolution in languéggching philosophy took place that was
seen by many as the ‘dawn’ of modern foreign lagguaaching. Frustrated by the limits of
the GTA in terms of its inability to attain commaative competence among learners,
teachers began to experiment with new ways of tegclanguages. Basically, teachers
started attempting to teach foreign languages imag that was similar to first language
acquisition. The new method, namely the Direct Métf], came as a reaction to the GTA
limitations. Unlike the former, the latter soughtdaect use of the foreign language. The
purpose set behind the DM is:

To develop the ability to think in the target laage, whether conversing, reading or
writing. (Rivers 1968:18)

Conversional skills take primacy over reading anding skills; the learner should hear the
language first before seeing it in a written fofRichards & Rodgers 1986: 8).

The basic premise of the DM is that leasnkrarn to communicate in the target
language, partly by learning how to think in tretduage and by avoiding the involvement of
L1 in the foreign language learning process whatsoe

Among its objectives including teachinge tthearners how to use the language
spontaneously and orally, linking meaning with taeget language through the use of realia,
pictures or pantomime (Larsen-Freeman 1986:24)ethe a direct connection between

concepts and the target language.

The DM has made its entry in the Algeriglu@ational field in the 1970’'s through the
textbooks “Andy in Algeria” for 3 AM classes and &8djid in England” for 4 AM classes.

Yet, the practicality of the DM requireative speakers or teachers with native-speaker
proficiency. Besides, it seems to be chiefly depemaen the teacher’s personal skills, rather
than on the textbook, and few teachers were pssfidin the target language to embrace its
principles. In fact, the implementation of the D&filto the neglect of the practical realities of

the classroom.

These limitations of the DM caused itslahecby 1920 in many countries and led to the

combination of some of the techniques of DM andergnammar-controlled activities. Once

[¥] Henceforth DM
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again, reading became the backdrop for foreigndagg learning. The study, published as the
Coleman Report, argued that a more reasonableafjdateign language course would be a
reading knowledge of the foreign language, achietv@dugh the gradual introduction of

words and grammatical structures in simple reatbrts (Coleman 1929).
1.3.2. Limitations of the DM

a) In this method all the language activities aated to the classroom context, and not to
real life situations. Therefore, learners are nmppred to use the foreign language for
communication as the teachers do not think of thesimg it outside the confines of the
classroom

b) It is time consuming because it is not easyxjulan the meanings of the difficult words
through pointing at objects and dramatisation, esgflg in the case of abstract words.
c) It requires a highly competent teacher who iy Wleient in the foreign language and a great

number of class hours as most of the work is doriba classroom.

l.4. Oral Approach and Situational Language Teaching

1.4.1. Introduction and Overview

Developed by the British Applied Linguisgsnong others we quote Harold Palmer and
A.S. Hornby, between 1930’s and 1960's, the Orgbrapch f] has been long-lasting, and it
has shaped the design of many widely used EFL/E$ibdoks and courses. British Applied
Linguists attempted to develop a more scientifigniation for an oral approach to teaching
English which was evidenced in the DM. The OA sessthe oral aspect of the language, and
practice in situations. It draws much from DM inaththe target language is used in
classrooms, and language teaching starts with bp&sading and writing skills are deferred
until sufficient structural and lexical mastery/gmils are established, arittanguage
teaching begins with the spoken language. Matésighught orally before it is presented in a
written form.” (Richards & Rodgers 1986:34)

The theory of learning underlying Situatibhanguage Teaching'{ is behaviourism
addressing more the process of learning, rather tiia conditions of learning. It is founded

on certain principles such as:

= Language learning is habit-formation;

= Mistakes are bad and should be avoided, as theg tvatk habits;

[°] Henceforth OA/SLT
['% Henceforth SLT
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= Language skills are learnt more effectively if themg presented orally first, then in
written form
= Analogy is a better foundation for language leagrtiman analysis;

= Words meanings can only be learned in linguistit eutural contexts.

Another important feature of this methodhe presentation of sentences in association
with actions, mime, realia and visual aids (like tirect Method). So the structures of the
language are presented and practised by the upbysical demonstration of notions and

objects. Utterances are illustrated by simulatibaadions, pictures and other real objects.

In this method, the teacher occupiesrdral role, for he takes on the responsibility for
varying drills and tasks and choosing the approgrisituations to practise structures.
Moreover, he acts as a model to be imitated bypthals who are required to listen and
repeat. Active verbal interaction between the tea@md the pupils is of vital importance in

this method. In fact, language learning is sedpetthe direct result of this interaction.

The views of language and language lagrninderlying Situational Language
Teaching were called into question. Chomsky (1989pws that the structural and the
behaviouristic approaches to language were err@aaod do not account for the fundamental
characteristic of language namely the creativitgd #me uniqueness of individual sentence.
Children do not acquire their mother tongue througpetition and habit formation. There
must be; however, an innate predisposition thadldehem to a certain kind of linguistic

competence.

The OASLT was introduced in the Algeredhucational system in 1967 through L.G.
Alexander’s “Practice and Progress”. This textbeas used for the three secondary school

years.
[.4.2. Limitations of the OA and STL

a) This method encouraged successful responses nardpulation of language and
disregarded meaning. So, pupils especially at #iny stages of language instruction have to
repeat incomprehensible material to make the ptomluof speech automatic and habitual. In
this way, the method fails to prepare the learneude the foreign language for meaningful
communication.

b) Mechanical drills and repetition can be effegetin the early stages of language instruction
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or for the teaching of certain aspects of langubge,they are not necessarily conducive to
real communication.

c) The focus on mechanical repetition through tbe of oral drills leads also to a complete
negligence of creative use of language and cognitio

d) Too much emphasis is put on speech at the egpainether language skills. However,
there is no reason why all language skills shooldbe taught simultaneously instead of being
introduced in a certain order, i.e., listening,apeg, reading and writing.

e) The situations that are created are pedagogiiry little resemblance to natural language
use.

f) Learners are not shown how the use of a stractara particular situation can be
generalized to another situation.

g) The situations are not graded, but selectedratam to serve the purpose of the structures
on which they are based.

h) It is not possible to enumerate all the situsidhat the learners are likely to meet in
reality.

.5. Audio-lingual Method [**]
1.5.1. Introduction and Overview

The Audio-lingual Approach developed in 184&8nd dominated FLT in the 1950’s and
1960's. It arose in the United States at the enthef1930’s, due, on the one hand, to the
increasing disenchantment of teachers and expasedoon the results of the DM, and on the
other one, as a consequence of the need to comationién foreign languages which were
little known to military and diplomatic corps etaf the United Nations, after World War 1.
The alliance of two schools of thoughts namely dtmalism as a linguistic trend and
behaviourism as a theory of learning has giventosan approach dubbed the Audio-lingual
Approach. Its central goal is to make learnerfofitthe fluent oral use of the target language
in everyday situations, i.e., language is speechl@arning is habit formation. Oral skills are
primary, and written form is delayed because:

the early introduction of the graphic form of thenjuage has been regarded as a
potential threat to the mastery of the sound systecththe development of a near-native
accent because the symbols used in writing or ipgstalready have associations with
native language pronunciation. (Rivers 1968:37)

[*] Henceforth ALM
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According to W. Rivers, writing skills, used mairdg supportive skills, should not take the
precedence over the oral ones at an early statgawfing; otherwise, the development of a
near-native accent will be hindered, because thevfitten symbols have associations with
the native language pronunciation.

Learning is heavily relying on the imitation and mjaulation of the models supplied by
the teacher. For the advocates of the Audio-lingM&thod, learner's productive skill

(writing) is a product resulting from the learner'appropriate command of the
grammatical and lexical knowledge. (Hyland 2003:3)

Under the ALM, the productive skill iggarously controlled by the teacher. Actually,
the notion of “controlled” written production stenfiiom the assumption and belief that
language learning is habit formation (Silva 1990.1Besides, perfect oral mastery of the
structural and lexical models, the supporters efAhM target mistake-free products. Raimes
states that learners are required wnfk on given material and perform strictly presad

operations on it.” (1983:6).

The ALM consists of an underlying theevlich stipulates that habits are established
when reinforcement follows response, i.e., negatissessment is to be avoided as far as
possible since it is regarded as a ‘punishment’ aray inhibit or discourage learning.
“Positive assessment provides reinforcement of comesponses and promotes learning.
(Ur. 1991:243). Thus, the teacher’s role, when smsBg learners’ products, is primarily

focused on checking appropriate linguistic featwss. Silva states that the teacher assumes

The role of editor or proof-reader is not espegialiterested in the quality of ideas or

expressions but primarily concerned with formaglirstic features. (lbid: 13).

Remaining at the parrot stage, learrimysome well-equipped to reproduce many
things: dialogues, drills, etc., yet, they can mexeate new or spontaneous things. Besides,
the implementation of the ALM requires an extensiuee of appropriate available
equipments, which are generally associated withlpros of carrying them from a classroom

to another and defects.
[.5.2. Limitations of the ALM

a) This method encouraged successful responses nardpulation of language and

disregarded meaning. So, pupils especially at #inly stages of language instruction have to
repeat incomprehensible material to make the prtoatuof speech automatic and habitual. In
this way, the method fails to prepare the learneude the foreign language for meaningful

communication.
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b) Mechanical drills and repetition can be effeetin the early stages of language instruction
or for the teaching of certain aspects of languége, they are not necessarily conducive to
real communication.

c) The focus on mechanical repetition through tee of oral drills leads also to a complete

negligence of creative use of language and cognitio

d) Too much emphasis is put on speech at the egpainether language skills. However,
there is no reason why all language skills shooldbhe taught simultaneously instead of being

introduced in a certain order, i.e., listening,apeg, reading and writing.

[.6. Communicative Approach
1.6.1. Introduction and Overview

The aforementioned approaches fell in&fagiour because they resulted in a failure
with regard to the development of the communicatindg functional dimensions of the target
language so far neglected. Learners were at attbs®mmunicate in the culture of the
language studied. The CA adduces that languageengastiould not be measured only by
how well learners know about language, but by hall tihey can use it to communicate as
well.

In fact as previous methods failed at poidlg learners who could communicate
effectively, there was a growing recognition amdwogh linguists and educators of an urgent
need for reform, as clearly stated by Allen and &gidson:

There is a need for a new approach to languagehi@gcwhich will shift the focus of
attention from the grammatical to the communicapveperties of language in order to

show the student how the language system is usegtess scientific facts and concepts.
(1974:1-21)

Thus, proposals for an urgent reform T Evere the key factor that accelerated the
development and the adoption of the communicatpgaach. It is worthy to note that the
fundamental intuition behind this approach is fiaamf being new. In the 4th century B.C.,
Aristotle wrote: ‘What we have to learn to do, we learn by ddifiiyicomachean Ethics, Bk.
I1), which reminds us about what Larsen—Freemar8§19.31) once claimedWe learn to
communicate by communicatih@herefore, what makes the communicative apprdaatter

than any other method is that it prompts learnetsetome active participants.

Generally known as “Functional-NotionAlpproach, the CA emerged in the 1970’s as

a result of the Council of the Work of the Europepé&rts. The CA was mainly designed to
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meet the needs of adult learners, tourists, orlpempgaged in academic, cultural, technical or
economic activities. However, it can be traced bacthe work of Chomsky in 1960s when
he advanced the two notions of ‘Competence’ andfdP@ance’ as a reaction to the
prevalent ALM and its view on language learning.e3& two concepts were later on
developed by Hymes into a “communicative competémdech refers to the psychological,
cultural and social rules which govern the use ptegh. The components of the
“communicative competence” will be discussed ingbeond part of this chapter.

1.6.2. Principles and Characteristics of the CA

Language acquisition is seen as a creg@tigeess, not as habit formation. The idea of
language learning by a stimulus/response is neglect

Communicative competence implies knowledfjthe grammatical system of the target
language as well as performance. Such competenkales both the usage and the use of the
language. Therefore, the CA does not deny the itapoe of the grammatical forms mastery,
so long as they are taught as a means of carryineaningful communication. That is why,

grammar is taught as a language tool rather thanasguage aim.

Unlike the ALM, the CA gives priority thié semantic content of language learning.

That is why learners learn grammatical forms throogeaning, but not the other way round.

One aspect of communication is the intewacbetween speakers. This approach (CA)
provides communicative functions (use) and notie®nantic themes and language items).
These communicative functions reflect more closebl life use of the language as they are

usually connected with real-life situations andnwéarners’ needs and interests.

The CA sets realistic learning tasks amtivities that create situations in which
guestions must be asked, information recorded, lediye exchanged, emotions and attitudes

are expressed, in which the learners play the aflésth participants and observers.

Such procedures and techniques will hiegplearners, who become the centre of the
learning process, to develop their communicativemetence as they provide them with the
potential ability and motivation to discover theseners for themselves in groups, pairs or
individually.

The teacher is no more the centre of lagscoom activities. Instead, the focus is shifted
to the learners and their interests, abilities amdryday life concerns. In other words, the

communicative methodology is learner-centred.
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1.6.3. Limitations of the CA

In spite of the merits which characteribe CA, it has been subjected to many
criticisms. In fact, the CA relies exclusively dretfunctional-notional syllabus which places
heavy demands on the learners, especially at ithtestages of language learning for the lack
of speech rules and cultural insights. Besidesy#nmus categories of language functions are
overlapping and not systematically graded like stractures of the language. This can be a
source of confusion and make it difficult to tedble functions properly. One of the major
principles underlying the CA is its emphasis onreas’ needs and interests. This implies that
every teacher should modify the syllabus to comyti the needs of his learners. This seems
unrealisable because it requires teacher’s eddfoa separate syllabus for each learner; an
excessively ambitious goal to be reached.

Another important aspect of the procegw@grch is that it attempts to avoid overt error
correction. It holds that any correction that tak@ace should be incidental and not
systematic. According to Prabhu (1987: 62-63) ientdl correction, by contrast to the
systematic type, is confined to particular itemisisTimeans that the error itself is corrected but

there is no generalization to the type of erroeftresents.

l.7. Objective-Based Approach
1.7.1. Introduction and Overview

The Objective-Based Approacf] jhas been developed to respond to the need foe mor
rigor in educational systems. It provides explicédining goals/objectives, formal didactic
contract between teachers and learners, and ctpacttions on what learners should learn.
Combined influences from behaviourism and the dotigical perspective of assessment
have induced the segmentation of objectives intgghdomains: cognitive, psycho-motor and
affective.

In a context marked by the double expolégtiowth of knowledge and the number of
students to form, it was meant to formalize theadit contract between teachers and learners
and to articulate clearly what the latter shoularte it is; therefore, understandable that the
development of the concept of “objective” and iper@ational applications have been closely
associated with the idea of planning methodologiggiching activities according to a
systematic approach that includes the needs asalgsrpose of learning objectives, the
choice of teaching methods and assessment of hgaoutcomes; the latter aims to monitor

the objectives attainment.

[** Henceforth OBA
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From this original intention, a split hascarred between the authors who felt that an
educational objective was first to describe a dpeititellectual activity of the learner -that is
the case of Bloom (1956), and those who requiradiqularly with reference to the prospect
of psychology behaviourist, a teaching objectivefasmulated in terms of observable

behaviours; as it is particularly the case for Mg@de75).

Gagné & Briggs (1974) also consider thatdhgectives should be viewed as an explicit
statement of the desired results after a trainnoggss, but he also puts emphasis on learner’s
activities. All in all, learning objectives specifyesirable and sustainable changes in the
learner, and that they occur during or after a g situation and infer, more or less

explicitly, activities allowing their attainment.

|.7.2. Emergence of the Concepts

The Objective-Based Approach originated in theited States in a socio-economic
rationalisation of industrial production procesg@aylor 1947) 17, particularly in Motor
Manufacturing Companies. This working method isspecialise a task to the extreme. Its

implementation relies on repetitive actions inregke production process.

The OBA also finds its origin in the thetical context of behaviourism. This view
rejects the reference to consciousness. It postul#tat we must focus on observable
behaviours and measurable learning permit andcdratproduce any learning provided they
use proper techniques.

The idea promoted by Ralph Tyler (1935),iandr of the OBA is to propose a scientific
and rational education. It must adapt to human s\@ed values of society and translate them
into goals. We must get out of grandiloquent angdmgeneralities in educational action. We
need a clear formulation of objectives to assessitnd thus to control education. Objectives
should be defined in terms of expected behavioaursterms of reactions to external
consciousness. Formulations refer to activitiesadeem the learner's perspective and not
from the teacher’s project viewpoint. Teaching isreneffective if we identify the expected
result, and if we say what is exactly expected thatlearner performs at the end of teaching,

in specific language and form of observable behagio

[*¥ Taylor, Frederick was one of the founders of istrial psychology, who elevated job analysis taiare.
He first developed and trialled CBA as we knovoiady.
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1.7.3. Pedagogical Implications

The OBA revolves around two main concepts elgrthe general and specific objectives.
The latter can be classified with reference toedédht types of behaviours according to
different domains and levels of objectives taxoresnincluding Bloom’s one which is
regarded as best known. It categorizes human daabin three domains; respectively:
cognitive, psychomotor and affective.

The Observable behaviour precludes a meawtain: it is the external manifestation of an
internal activity. An observer can appreciate byeast one of the five senses the person’s
activity and certify its completion. The pedagogi@atention expresses the direction of
change the trainer formulates for the learner, whdt the latter will be able to do after
learning by the end of the learning process; i& idirection that will give meaning to the
educational sequence. It does not provide cleatagizie on expected results. The educational
objective expresses the obvious result that a studest achieve; it will be able to do at the
end of the learning process. It objectifies theested effect and makes it real and observable.
That is why, it is labelled with an action verb aitsl privileged practice. The intention is
much more concerned with the content; whereas,otijective concerns the learner. The
pedagogical intention and the pedagogical objectirgee two complementary concepts; the
latter embodies the intention, whereas the firgegimeaning to the objective needs to be put
into perspective in a comprehensive medium to legewgn. To draw a clear distinction
between these two concepts let's take the followexgmple: "I want young people to
understand the importance of money in everyday'lgaid the trainer while expressing the
pedagogical intention. Yet, when he said: "The ypunust be able to establish a balanced

budget based on the following information ..." igcal.

According to authors like Hameline (1979) addager (1975), the general objective,
which represents a particular point in the generigntation of the curriculum, is a statement
of the pedagogical intention describing, in terrhfearners’ capabilities, one of the outcomes
of a learning activity. The specific or operatiomiective, a statement which describes the
trend of the learning activity, results from thee&kdown of a general goal in as many

statements as necessary, for that four operatieqairements must be met:

a) Unequivocally describes teaching content;
b) Describes learner’s activity in terms of observabéhaviour

c) Mentions the conditions under which the desiredalsedur must occur
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d) Indicates to what level learner’s final outcome ldobe and what criteria will

be used to evaluate the outcome (Hameline 1979: 9)

I.7.4. Advantages and Limitations of the OBA

The main advantage of the OBA is to havenfdated and formalized the need to clarify
precisely the goals of a teaching method. Thidifates the global approach to educational
planning and proves essential to the internal sbteiscy of programs that are developed by
fostering congruence between the objectives andoffered educational activities. The
combined influence of objective-based approach @waimological perspective for its part
brought an undeniable rigour to the evaluation @ssc

Several limitations or disadvantages haweydver, been gradually identified. One of
them is the difficulty faced by teachers when imes to choosing the right degree of
specificity of objectives at the operational levBeveral experts expressed their fear that
focused primarily on the rigidity of the formal sgment of goals and the danger of focusing
on 'trivialities' and lose the opportunity to opye mind to what is important is teach and
learn.

Docimological requirements, which enjoire tdevelopment of the metrological tests,
have, meanwhile, faced the challenges of operdisamg and measuring validly and reliably
the objectives of high taxonomic level, by identily and measuring the observed behaviours
and specifying the criteria for mastery. As a resalnumber of evaluation mechanisms have
primarily focused on easy objectives to measuieerathan those important to assess, with a
preponderancde factoof assessment of the mastery of facts, rules, éasprinciples.

The same reasons and again, although thististrictly inherent to the OBA as such, led
to focus on evaluation of products rather than ggees. The operationalisation of the process
poses, in fact, much more difficult problems tovsollt requires more qualitative tools, which
are incompatible and meet hardly test reliabiliggpecially with automated correction
procedures. In a formative evaluation perspectivis, process concealment is an important
limitation since it leads to focusing on fast-gombsponse and to denying, guiding and
developing the learning and the exploitation ofphecess that led to the successes but also to
errors.

These abovementioned limitations all togethexde it impossible to attain the basic

assumptions underlying the OBA.
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1.8. Competency-Based Approach

1.8.1. Introduction and Overview

For decades, EFL and ESL teaching had besiriated to the transmission of linguistic
knowledge or the inculcation of linguistic pattertts that passive learner condemned to
unconditioned conformity.

It was recognised that such a conceptioeafing had proved of little virtue and that the
learner they had produced showed incapable ofieityatunable to draw upon his so-far-
acquired linguistic potential to generate linguissitretches to meet unexpected needs in
whatsoever new circumstances.

A total new concern was, then, aroused bgiafists in the field of language education, a
concern that shifted focus from teacher’'s knowletlgasmission to learner's competence
construction. There emerged an urgent need to &eepproach which enables the FLLs to
develop their competences, skills and attitudes.

This concern, among language teaching spstsalbrings to the fore the necessity to
develop learner’'s know-how-to-do and how-to-beheatber than restricting his learning to
the knows, to develop his critical thinking straésgand, thus, to let him acquire full
autonomy in his learning process with others. Tlaume of the new concern led the
specialists to shift the focus linguistic to comnuative competence. The learner’s linguistic
competence came to be no longer regarded as thw wigective of the teaching/learning
process. Instead, the learner’s reinvestment ofattiired knows into different real-life
situations became the core of the specialistshatte.

The foremost noticeable innovation in the ngevspective is a plain rejection of the
learner’s passivity and an urgent consideratiom strong appeal, a restive keenness and a
constant search for knowledge on the part of thenkr. Only the learner’s full commitment
to undertake the responsibility of his own learnisigmulated by the needs that turn up daily
all through his life, is likely to carry him faraig with the course of his learning. In general,
the new trend highlights the necessity to focustlmn learner’s centredness that leads to
effective language learning.

The aforementioned objectives, targetedhgyrtew trend, cannot be achieved unless a
new approach, founded on competencies and depemdaskntral and active role for the
learner, is effectively implemented. Thus, the C&8#ne as a substitute to all approaches so

far tried.
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1.8.2. Definition of the CBA
Many attempts to the definition of the CBAr&enade:
For Richards and Rodgers:

CBA focuses on the outcomes of learning. CBA addgewhat learners are expected to
do rather than on what they are expected to ledsoud It refers to a movement that
advocates defining educational goals in terms dfcge measurable description of
knowledge, skills, and behaviours students shooddgss at the end of a course of study.
(2001:144)
For Schneck, A.-E.:

CBA is outcome based instruction and is adaptivihéochanging needs of the students,
teachers and community. Competencies describettlders’s ability to apply basic and
other skills based on a set of outcomes that areetfrom an analysis of tasks typically
required of students in life role situations. (1978:)41

For Savage, L.:

CBA is a functional approach to education that eagdres life skills and evaluates
mastery of these skills according to actual learperformance. It was defined by the US
office of Education as “performance-based procelgsiding to demonstrate the mastery
of basic and life skills necessary for the indigtiio function proficiently in society.
(1993:15)
Based on the aforementioned definitions, which Inghhh the importance of learners’

outcomes, the CBA can be defined as an approat¢hdbases on measurable and useable
knowledge, skills, and abilities. It consists ofdbers basing their instructions on concepts
expecting to foster deeper and boarder understgnéiocording to the Quebec Education
Programme (2002: 11), the CBA consists of orgagisive programme of a syllabus in terms
of the development of competencies using speciféctces that comply with its founding

principles.

The CBA has become a privileged approach esims learners’ mobilisation of their
values, knowledge, skills, attitudes and behavionra personal independent way to cope
with problem-situations successfully. These probtetmations are not particularly academic,
but also practical and life-oriented. The integmatof the CBA in the field of education and
learning involves the emphasis on both the inpud afso the outcomes. The derived
outcomes, however, are not relevant and pertinelyt to the academic knowledge, akin to
what it used to be done with traditional testingevéhrote memorisation of knows, generally
pre-fabricated, was required/sought. The targetednpetencies embody a complex
articulation of knowledge, attitudes and skillsttlearners can make use of whenever they are

needed, not merely for the sake of examinationsessc

Subsequently, as it is argued above by&dh& Rodgers:
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The CBA focuses on what learners are expected twitthothe gained knowledge rather
than on what they are expected to learn about. 12001)

The CBA is to develop language which is a meansafmyuiring information, and
solving linguistic and non-linguistic problems.idtto help the learners acquire and use the
language in social and realistic situations. Yagssthat it is:

The most recent approach to L2 teaching which idelyi used. It is particularly a
reaction against the artificiality of ‘pattern prtice’ and also against the belief that

consciously learning the grammar of a language wééult in an ability to use the
language. (1991:154)

This means that the CBA focuses on thetfans of the language (what is effectively

used for) instead of the forms (grammatical andnplagical).

The CBA, as its name suggests, seeks #&bledt competencies in learners so as they
can put in practice what has been acquired in dchmother extra school settings: it is an
approach that revolves around the main conceptsatieacompetency, problem-solving and

knowledge transfer.

[.8.2.1. Competency

The approach in question in our researdalied CBA (Competency-Based Approach).
It is significant to define but also to differentBathe concept "competency" of the term
"competence”. Thus, Hartle supports that "compsteis defined as:

A characteristic of an individual that has beenwhdao derive superior job performance
including both visible ‘competencies’ of ‘knowledw® skills’ and ‘underlying elements
of competencies’ like ‘traits and motives’. (199%7)

For Cockerill, “Competenagombines output competencies, like effective ptasen

skills, with input competencies such as self-cemioe. (1989:52)

Thus, according to Barrick and MoufiCompetency includes the skills and the
requirements beyond the cognitive skills such adf-eavareness”, "self-regulation” and
"social skills"; while, some of the latter can loeated in "personality taxonomiég1991: 1-
26). For McClelland, thecbmpetencies are fundamentally behavioural andepigde to
learning' (1998:331-339). This tradition remained particlylasusceptible to influence in the
United States withCompetencydefined successively by McClelland and Boyatzigerms

of:
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Underlying characteristics of people that are cdlysaelated to effective or superior
performance in a job, generalizing across and dgrsituations, for reasonably long
period of time. (1982:743)

Spencer and Spencer includeagopetencies”

The motives, traits, self-concepts, attitudes dues, content knowledge or cognitive or
behavioural skills- any individual characteristieat can be measured or counted reliably
and that can be shown to differentiate significariletween superior and average
performers, or effective and ineffective performér993:4)

Cardy & Selvarajan also seem to have usedctincept competency’to recall this
generalized description of the individual. For thetoompetency” must include three
principal elements:

It must be an observable behaviour (1). This b&hamvforms a model of the

performance (2), and includes the traditional knedge, the skills, as well as the internal
motivations and the want to perform (3). (200@5p

Consequently, the pertinent question is tivre there is any difference between
competence and competency or not? In fact, theegincompetence is used to refer to a
functional meaning and competencfes its plural (Snyder & Ebeling: 1992:26-32). ©th
authors use the concept "competency” while refgrtm professional competence and per
moment they use them as synonyms. Dale and 1822(&7) distinguish the professional
skills and the psychosocial characteristics, bay thse the two concepts to discuss their role

by evaluating the managerial skills.

Although the two concepts, competence amdpatency, are linguistically very similar,
they define two different "things". According todibney:
Competence and competency are not alternative ajgpes to the same concept, as
some people have gone into print as saying. Theyaally different concepts.
(1997: 33)
According to Boyatzis, one of the foundingthlers of management competence
movement in the USA, competencies reflect the pessmapabilities to accomplish a task. He

states that:

A person’s set of competencies reflect his/her ldipa They are describing what he
or she can do, not necessarily what he or she dumsdoes all the time regardless of
the situation and setting. (1982:23)
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The essential distinction between thesedarmcepts is the aspects of a task which prove
that a person is qualified, and the aspects whiitenable him to be qualified. But, although
the two concepts are distinct, they can also beptermentary, as it is demonstrated by Young

(2002) in the following figure.

INDIVIDUAL JOB
What they are like What they can do What they are What this achieves
l requT'ed to do l
Personal
Characteristics Behaviour Job
E+ Motive 5 . skill Activities
B Trit Functions
Eé]- Image/Role +  Tasks
COMPETENCY MPETENCE PERFORM E

Fig.1. Linking competency and competence to peréorce. Young (2002:231)

Therefore while referring to figure 1 abowsme can say thattbmpetencyrepresents
"the behavioural models or repertoriess they were defined by Woodruffe (1992:17);sthe
are the capacities, the processes, the measuream@hthe reactions which make it possible
to certain people to better adapt themselves triassof situations of work than others (Kurz
and Bartram 2002:227-255). It seems that it isatinuuni from specific to the general and
of what is external with what is internal with l&ag of competence towards the specific

skills.

To conclude, we may be able to say that @B&n approach which targets the academic
knows with much more interest to the acquisititrg, tlevelopment and the refinement of the
meta-cognitive skills such as self-knowledge, caitispirit, introspection, etc., which are
essential to establish and maintaihe’ interpersonal relatioris (Gresham 1995:73). Thus,
the implementation of the CB#ust ensure the acquisition of social and acadknmowledge
which guarantee the learner’s success at schodbeyahd the enclosure of the latter.

For the sake of precision, the concept ofripetence’ will be retained in the current
research, since it is frequently used and lessitegh

A brief definition will be given to the congteof ‘competence’ since all its designs will be

presented later on in the second part of this enapt
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‘Competence’, a notion borrowed from the laage of market, is defined in the Oxford

Advanced Learner’s Dictionary d5:he ability to do something well.” (2000:246)

1.8.2.2. Problem Situation

As its name suggests it, a problem situatoan obstacle to surmount, or a problem to
solve. In this respect, advocates of the CBA recenmuhto teacher to place learners in front of
problem-based situations to reflect on, instead requiring them regurgitate/reiterate
information presented by the teacher. In front wéhssituational problems, learners will be
induced to capitalise on their previously acquikadwledge to find new solutions, hence this
results in the construct of new knowledge.

It concerns a teaching situation in which gneposed tasks conduct learners to solve a
problem. According to Meirieu:

A didactic situation requires (...) that we have iiféad a task that can, at the same time,
mobilize the interest of the subject and draw upaarier that the objective aims to
overcome. It is fitting to set up a set of obstadindering the subject, in attaining the
outcome of this task, to surmount the obstacldsowitlearning. It is only the presence of
these constraints which allows the transformatidérihe obstacle into a problem to be
solved, then, the presence of the appropriate messuthat will give about how to build
himself the solution and hence to carry out therlew process. (1991:88)

This quotation from Meirieu leads us to untlerd that the acquisition of the knows
necessitates special provisions that enable tliedesato construct their own knows through
problem-solving situations during the implementataf the proposed tasks. Far from being
regarded as vases to fill in, learners have patisntinat are often ignored or poorly exploited.
Therefore, the experience through problem-situatishould give them the opportunity to
highlight their faculties.

Perrenoud (1999a) (in his reference guide haf 110 new competencies”) refers to
Astolfi’'s (1993:319) description of problem-situati when he states thata “problem
situation is centred on an obstacle to overcomeugh hypothesis generation, the problem to
surmount needs to be challenging but not unsolVaBlstolfi, always quoted by Perrenoud,
views that: fn the problem situation pedagogy; it is a questadrsoliciting learners in their
Zone of Proximal Developmén(lbid: 319)

Vygotsky termedthe Zone of Proximal Development as the conceplisédnce between
what learners can do on their own and what they danwith the assistance of adults or
peers.”(1978:86)
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1.8.2.3. Knowledge Transfer

For Ingram, Knowledge transfer has to do with the effect oft pearning on present
learning and with the effect of intervening leamion the recall of the past learning.”
(1975:264)

The reinvestment of the already acquired kndgaein one situation to new ones is one of
the objectives of the CBA, yet knowledge transfenf one situation to another, or to real-life
situation should not be taken for granted. Leamsticcess in different tests should not be

regarded as a reliable indicator of their abildgyttansfer what he learned to real-life context.

Knowledge transferability is a skill to be agogd via competencies development and
effective information use, besides, the exposura variety of problem-solving experiences.
Slavin beholds that:

students must receive specific instruction in howsde skills and information to solve
and encounter a variety of problem solving expe@snif they are to be able to apply
much of what they learned in school. (2003:241)

Hence, the learning process should embedfatiegroblem-based situations so as to offer

the learner an effective training in knowledge sfen

The success of the learner in transferringwhedge to solve problems relies on two
factors: the first one has to do with the initiagjaisition mastery of the skills and information
and the second concerns the similitude betweemtti@ situations and the ones the learner
is supposed to deal with.

In fact, it is not a matter of a rote memdiima of formula and rules to be re-utilized.

Slavin views that:

What is memorised by rote is unlikely to be tramstéto new situations no matter how
thoroughly it was mastered. (2003:242)
Parrot learning is proved to be inefficient feal communicative situations.

1.8.3. Background of the CBA

Employers, among others, denounce schoonts wniversities’ incapacity to form
effective adults able to transfer to real-life ations what they have been inculcated, an
opinion backed by Slavin who views that:

If a student can fill in blanks on language artsttbut cannot write a clear letter to a
friend or a perspective employer, or can multipifhvdecimals and percents on a math
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test but cannot figure sales tax, then that studesducation has been sadly misdirected.
(2003:241)

For Slavin, if a learner cannot apply whas been acquired in school and in extra school

context then her/his education needs to be recered

An approach, namely CBA, came in an atteimrridge the gap between school life and
real life; relating (linking) school acquisitions tiverse and pertinent contexts of use inside
as well outside school. The learner will, thus, E=gning as being worthwhile and having

relevance both for his studies and his future.

The CBA was first applied in US militaryeld. It has, then, been extended to the
professional training domain where it demonstratteavorth. The application of the CBA in
US educational field came as a response to thdegmmasbthis field has witnessed. Tuxworth
cites that:

The 60’s were tumultuous times in education inUB&\: demands for curriculum reform,
dissatisfaction with teacher training were featuresthe climate when emerged the
Competency-Based Education and Training (CBETPR@1RL)

1.8.4. Characteristics of the CBA
Few years have now elapsed since the new approastbéen implemented by the
institution in order to meet the requirements deexal and educational standards. The CBA

as stated by syllabus designers (MEN 2005: 8hasacterised as follows:

1.8.4.1. Action-Oriented Approach

It is anaction-oriented approach It binds the language learning to the acquisitién
the know-how embedded in activities and skills. Tdteer will enable the learner to become
an effective and competent user of the languageahsituations apart from the class. The
descriptors of linguistic competence; for exampte,make the learner able to follow the
essential points of a discussion, exchange a mdintew, understand the essence of many
television programmes on subjects which interesintipersonally, comprehend and follow a
regulation when it is written in a simple way, g#w@r ads, etc, including in the English
program the typical behaviours hoped by the learner

1.8.4.2. Problem-Solving Approach
It is aproblem-solving approach of the tasks problems on a purely informative basis
on a purely interpersonal basis, to discuss thrdew idioms, on a purely creative basis, to
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supplement an invitation letter, to write an adidf ten lines, to imagine that you are a
member of...., to write a sketch, etc, it placesl#aner in situations which test and evaluate
their capacities with being able to overcome dbstacles and the problems. The languages

are learned effectively when they are used in gmldolving situations.

1.8.4.3. Socio-Constructivist Approach

It is asocio-constructivistapproach which focuses the learning of the target language
through the social interaction by using Englisftamtexts such as expressing opinion, taking
part in a debate, exposing and enriching the vdeapwon varied topics dealing with cultural
contents, etc. In other words, learning is not eorexd like a transmission of a predetermined
knowledge and a know-how-to-do and to be reproduoedtro, only on the pages of a book
or between the walls of a classroom, but likeeative construction of the knows built by the
means of a process of social interaction with ttiewolearners. From this point of view, the
idea of construction of competencies and, consdty¢he construction of knows, is capital,
hence, it leads us to attach the processes ofihgato their contexts: social, economic, and
cultural.

The supporters of socio-constructivism pawpre attention to learner's peculiar
perception of the world. They assert that the leaia fully-fledged to construct his own
perspective of the world relying on his own expece® and schema.

1.8.4.4. Cognitive Approach

It is acognitive approach it is really indebted to Bloom’s taxonomy whoiaffs that:
All the educational objectives can be classifi&@ Icognitive, in relation to information,
and emotional, in relation to the attitudes, valuesd emotions, or psychomotor, in
relation to the physical movement. (1956:78)

He adds that:
The cognitive objectives form a hierarchy accordiogvhich learner must carry out the
objectives of a lower nature before he can comphaise of higher order. (1956: 78-79).
(See table 2 below).

Evaluation 6| Learner sets a value on theinformation.
Synthesis 5 Learner builds new knowlefdgm the diverse elements.
Analysis 4 Learner analyses informatipnseparating information into parts for
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better understanding.

Application 3| Learner applies knowledge &wrsituation.

Comprehension 2 Learner understands information.

Knowledge 1| Learner recalls knowledge.

Table 2 adapted version from Bloom’s Taxonomy (1956

The model, 'cognitive thinking', hierarchically anged by Bloom is illustrated with
regard to the importance that the new approachtdsvo the mobilization of knowledge and
skills. Their gradual integration from level 1 vkl 6, going from a mere memorization to
more creative tasks such as planning, formulatm@oducing that allow an application and
a transfer/reinvestment of newly acquired knowseaw learning situations. This reinvestment
makes possible at the same time the generatiorewf kmows and skills and finally the
evaluation of the process and the output. It is itheal process for the acquisition of
competence known as “know-how —to- do".

Cognitivism viewed the learner as a creatndowed with a system of mental capacities
that allow him to understand, store, recall and im#date knowledge. The cognitivists
highlighted the active mental processing of knogkedn the part of the learner.

The affective field is also significant e installation and development of the
‘competency’. Krathwhol's taxonomy involves fiverdés graded from the first exposure of
the learner to the external experience till thaldghment of a particular evaluation system
that handles the learner’s personal view of theldvd¢rathwhol’s taxonomy consists of five

levels that are arranged hierarchically as foll¢see table 2 below).

Internalising values 5 Learner makes his/her owaresistent system of values.
Organisation 4 Learner organizes vaiogspriorities.

Valuing 3 Learner attachesuealto particular objects and behaviours.
Responding 2 Learner participatesralgtin classroom activities.
Receiving 1| Learner shows wgless to attend classroom activities.

Table 2 adapted version from Krathwhol’s taxonomy 2001)
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Indeed, the importance devoted to the ematifield in the English programme is
highlighted by the descriptors of the three compets in the demonstrations as "listening
attentively” which correspond to level 1 of theeafive field as stated in Krathwhol’s
taxonomy ‘"receiving”, "discussing” which correspsndo level 2 "responding
"agreeing/disagreeifig which corresponds to level '3/aluing’, "comparing, organising "
which corresponds to level 4 "organisation”, eted particularly in the pedagogy of the
project; for example, the design of an advertidwider for a restaurant in the first file. The
realization of the project by mobilizing the twoelfis simultaneously emotional and
psychomotor in the final analysis leads to therimdézation of the values such as autonpmy
capacity of integration, creativity, initiative amdsponsibility, transfer and application of
knowledge in everyday life, besides developing $p&it of synthesis and criticism and
problem solving among learners to work out an aibiag folder, to draw up a list of laws

protecting the animals, and so on.

The affective domain, which determines, ttamextent, the learner’'s development and
the teacher’s teaching, is regarded as a preréguisi all teaching/learning processes.
Learner's motivation, self-worth, comfort in theataing environment, aptitudes and

satisfaction are likely to incite the learner taartake his own learning.

Both taxonomies at hand show evidence tmatléarner’'s learning depends heavily on
the cognitive, affective and psychomotor domainsarhing is a process that has been
thoroughly investigated by experts in differenidse psychology, sociology and cognitive.
The three domains: cognitive, affective and psyabimmare inextricably linked and jointly

enhancing.

1.8.5. Language and Supporting Competencies withithe CBA
1.8.5.1. Language Competencies within the CBA
1.8.5.1.1. Interactive Competency
The CBA aims at developing learners’ abitibyuse the language orally to interact with
others in order to create social relations, expressds, understand and address needs of
others and to get things accomplished. Engaging ghiscussion is an example of using
interactive competency.
1.8.5.1.2. Interpretive Competency
It also targets learners’ ability enhancement taeustand both written and spoken
language through reading and listening, and topnée it appropriately. Reading is the ability
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to understand and interpret written texts; listgnis the ability to understand and interpret
oral language. Reading and listening are thus adddeseparately.
1.8.5.1.3. Productive Competence
It seeks the development of the productive compgtéimat confirms learner’s ability to
produce coherent, appropriate and relevant messagesting and speaking. It is also the
ability to effectively express ideas and organfmeughts appropriately.

1.8.5.2. Supporting Competencies
In order to develop the above competencies, learaisp need to develop the supporting

competencies, namely linguistic and language sfiede
1.8.5.2.1. Linguistic Competency
Linguistic competency includes the learning andtergsof grammar, pronunciation and
vocabulary needed in a given context. There istafsdescriptors of linguistic competency
for each grade level.
1.8.5.2.2. Language Strategies
Language strategies are ways that help éesurto acquire, remember, organize and use
information on an ongoing basis. The language exjras are incorporated into the
competencies, rather than listed separately.

[.9. Teacher’s and learner’s roles within the CBA
“The omniscient teacher has to disappear from thsses.”

Bruner, J. Biennial Inaugural conference, 18@&bonne.

As a teacher | see my role as being two fold. Gnges, | am teaching the language but |
feel my other very important role is to assist lderners to take a growing responsibility
for the management of their own learning. Withim ptogramme, learners are with us
for only relatively—short time, and we have to pmepthem so that their learning
continues outside, erm, the length of their cougde.EFL teacher interviewed by Nunan
1991:185)

The CBA redefines not only the role of knedge in the learning process, but also the
teacher’s one: from a knowledge dispenser anddrptbvider as he used to be, he becomes
more a “facilitator”, “motivator”, and “mediator’This inversion is not limited only to the
considerations of a teaching nature, but also gspé change in the epistemological plan.
From the paradigm of transmission we shift to treragigm of construction and co-

construction of knowledge. Indirectly, this logieads us to consider not only the various
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processes of learning, but also the nature of titmeviedge as such under constructivism, and
even under socio-constructivism optics (see ini@ddr Jonnaert, 2002:66 ; Fourez,
2005:401-412).

In fact, the teacher’s principal role is Inager to dispense knowledge and to check the
learners’ assimilation through systematic evaluetidt should be pointed out that the role of
the teacher is considerably modified if we compate what he used to play in the context of
the school known as ‘traditional’. The facilitatirtgacher should avoid teaching, but he
should incite learners to build their knows whichl wot be too much demanding for the
learner, hence the lightening of the curriculums. dould leave a good deal of his tasks to
the class-group which would be invited to proceedts organization. We notice that this
proceeding manner derives largely from the curoérthe school known as modern with this
fundamental difference of the teacher/learnerségpokthat one would be wrong to neglect.
According to the latter principles, it is up to tlearners to determine themselves the goals
which they have to attain and the process to purfisgea matter of fact, from such a
standpoint, the teacher should as much as possidiel the transmission of knowledge to
become a facilitator'f], mediator and motivator who:

» planifies and organizes activities;

» advises, accompanies, encourages and supports;

* learns in the course of the process;

* makes suggestions but never imposes;

» stimulates creativity, encourages the developmeahandependent thought.

* supports the learner, takes account of his pol#ts#is, his strengths, his needs, his feelings;
humanistic philosophy and psychology. (Rogers 1983)
Indeed, the relation teacher-learner leenlithe subject of innumerable work for several

decades. We tend today to adopt a policy whicham fthe viewpoint interaction, exchange,

of synergy, to use a buzzword (newest fashion).

The increasing emphasis on learner-cengaching (Hannafin, Land & Oliver, 1999:
115-140) under the CBA has moved the centre ofigraway from the teacher and closer to
the learner. Indeed, it has become fashionablalkoabout learning and the learner rather
than teaching and the teacher. This increasedtiatteto the learner may be seen by teachers

as a loss of control and power which can lead &irfgs of uncertainty, inadequacy and

[*Y] This name, borrowed from Rogers (1952), appothts teacher: refer toFteedom to Learn.”Paris:
Dunond, 1972. It can also design any didactic méathe service of learning.
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anxiety. The change may even be seen as, in someavaevaluing of the role of the teacher.
It has to be recognized, however, that it is noé.trThat teaching and learning are closely
related and that the purpose of teaching is tomeeh&arning. It is important to ensure that
the teacher is not neglected in debates about mewwadonal strategies and approaches to
curriculum development. The key question is whigle the teacher and the learner have in

the context of the CBA implementation.

1.9.1. Teacher’s Roles within the CBA

Under the CBA, the teacher’s role has to complyhwite underlying assumptions and
principles of the approach. In other words, thelea has to shift his role, not as model, but
as a co-communicator so that learners have plehtyn® and possibilities to take part
dynamically in class interaction. In fact, the CB#lvocates the learner’s autonomy and
knowledge construction. To attain these objectities,teacher has to adapt to the roles of

facilitator, mediator and motivator.

1.9.1.1. Teacher as a Facilitator

The move to a more learner-centred vieweafing has required a fundamental shift in
the role of the teacher. No longer is the teachedg@gminantly as a dispenser of knowledge
and information or walking tape recorder, but raths a facilitator or manager of the
learner’s learning. The more responsibility anetdl@m is given to the learner, the greater the
shift is required in the teacher’s role.

In fact, the introduction of the problem-eddearning with a consequent fundamental
change in the learner-teacher relationship hasliglgked the change in the role of teacher
from one of knowledge provider to one of facilitatdhe teacher’s role is not to inform the
learners but to encourage them learn for themsedres facilitate learner’s knowledge
construction. In other words, the emphasis thusstaway from the instructor and the content
towards the learner and learning (Gamoran, Secallla&ett 1998:38). This dramatic change
of role implies that the facilitator needs to desph totally different set of skills than a teacher
(Brownstein 2001:240-247). A teacher tells, a fatibr asks; a teacher lectures from the
front, a facilitator supports from the back; a tearc gives answers according to a set
curriculum, a facilitator provides guidelines aneates the environment for the learner to
attain her/his own conclusionsa “teacher mostly gives a monologue, a facilitat®rin
continuous dialogue with the learners(Rhodes & Bellamy, 1999:17). To sum up, the

teacher should provide the appropriate environrtefdcilitate learning. Albert Einstein who
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says:“l never teach my pupils; | only attempt to provitlee conditions in which they can
learn. (quoted by Walter & Marks 1981:1)

In fact, teacher’s facilitation of learnidges not rely only upon his knowledge, the tools
he uses, the lesson planning he prepares, etdedmher’'s personal attitudinal qualities have
an effective impact on learners’ learning. Rogéaites that:

We know... that the initiation of such learning resté upon the teaching skills of the
leader, not upon his scholarly knowledge of th&lfiaot upon his curricular planning,
not upon his use of audio-visual aids, not upongtegrammed learning he utilizes, not
upon his lectures and representations, not upoatamdance of books, although each of
these might at one time or another be utilized asimportant resource. No, the
facilitation of significant learning rests upon t&in attitudinal qualities which exist in
the personal relationship between the facilitatodahe learner. (1969: 105)

According to the quotation above, it istgulear that learners’ learning depends much on
attitudes and behaviours that characterise thehéedearners’ relationship that prevails inside the

class environment.

1.9.1.2. Teacher as a Mediator
As a mediator, the teacher lays the platfdor teaching/learning process. Mediation
means interposing. The teacher interposes someittithqn the environment with which the
learners interact. The problem for the teacheo iséke appropriate stimuli available for the
learners’ interaction to help them select and omgathese stimuli in ways that develop their
thought processes. To make this possible, the é¢eashould redefine learning which
imperatively requires them to redefine teachingti@al learning requires teaching that
supports and facilitates it without controllingstdirting, or thwarting the learning.
The teacher helps learners see realistipgses for school activities in relationship to
their own needs and goals; therefore, he
» helps learners to discover.
= exposes them to many potentially interesting factthe world.
= arranges physical environment, which provokes sitsipencourages them follow up
the interests stimulated by the environment.
= elicits from them what they want to find out.
» places them in active and creative roles of expdpranquirers, designers,
performers...etc.

» helps them define complex problems.
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As a mediator, the teacher should helpl¢heners solve problems themselves better
than giving them the solution. He interferes byirgla question here, offering a useful hint
there, directing learners’ attention to an anomalglling their attention to overlooked
information, and supporting them as they synthesisat they are learning into new concepts

and schemas.

1.9.1.3. Teacher as a Motivator

A good many teachers state that theydrynbtivate the learners by encouraging the
results that are satisfying and pleasurable. Nobtjaiests can be valuable tools for self-
evaluation. Yet, tests are not the only means, kvhan be used for the purpose, and results
are not always valid. To restrict learners’ achraeats entirely to tests and marks may lead to
competition, which precludes cooperation and muaggeement among learners. Teachers,
who try to make learning satisfying, use a widegeaof tools for recognition and appreciation
of learners’ work. Praise is their main forte. Madhould be regarded as symbols of rewards
rather than as tools of fear. Generally, teachet®) try to motivate learners by applying
either the carrot or the stick policy, are largehgrossed with their own goals.

Teachers, who mechanically assign each’s©iauwork without guiding and motivating
learners to see the larger sequence of whicheifpiart, can serve dooms and will usually have
little intrinsic appeal. Thus, they will deprivealmers of the opportunity to carry their existing
motivations into the classroom in ways that cowdtptiheir learning.

To motivate learners and serve as precutsachers should implement motivational
strategies which encourage positive attitudes aonlag in all respects. They have to foster
realistic belief attainments and facilitate leaghprocesses. Besides, they supply the means of
making learning enjoyable, memorable and pertin€ffte most important teacher’s
motivational behaviours for success can be abstla@ccording to the studies of Dornyei
(1994: 515-525) (quoted by M. Williams and Robeutrd®en 1997:134), as follows:

a) set a good example with your behaviour

b) create a pleasant, relaxed atmosphere in the atesar

c) present tasks properly

d) develop a good relationship with the learners

e)increase learners’ linguistic self-confidence

f) make language classes interesting

g) promote autonomy

h) personalise the learning process
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i) increase learners’ goal orientedness
j) familiarize learners with the target culture
k) establish cooperative learning and maintain groypamics

Doing so, the teacher can play an effeatole of motivator and encourage learners

to learn the FL.

1.9.2. Learner’s Roles within the CBA

As far as the learner is concerned, higistahas enormously changed: he changes into a
learner, taking in charge his own learning in antéaomous” way. In other words, the
English language session is no longer centred @tetdicher but on the learner.

In this spirit of interaction and focaliga on learner’s learning, the group dynamics is
also regarded as a major factor of motivation fog tanguage acquisition. Role playing,
group and pair work are encouraged to establisktransphere of confidence and cooperation
to favour communication. In this manner, the “fesgchd, traditionally delivered by the
teacher, will also be produced by learners themeselby monopolizing competencies of each

one, developing and valorising mutual help and arging ideas.

Each learner determines himself, his pwsiand role with regard to the other members
of the group. He manages and creates with his rotes (pairs/group) the appropriate
learning environment inside the groups. The teashiéhave to lose the practice of dictating
the behaviours, to correct the errors, to set up astic; he will remain in withdrawal but
always with a finely tuned listening of his leamerConsequently, he will weave a

communication network much closer to the real life.

In a learner-centred teaching, learnews supposed to function autonomously as

knowledge processors, effective performers, prosetwers and so on.

1.9.2.1. Learner as a Knowledge Processor

Learners become knowledge processors when theygigen the opportunity to
observe, apply and refine through practice. In thaglel, learners reflect on their practices in
diverse situations and across a range of tasksthadarticulate the common elements of
their experiences.

Learners’ development depends to a gertEnt on language awareness which is not
restricted to a focus on language itself, but dsa cognitive reflection upon language

functions. In fact, language mastery requires muoabre than just familiarity with the
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vocabulary and grammar of the language. It alsmlies awareness of how language
operates to influence thinking, emotions, and ustdeding. Language awareness can be
fostered by giving learners various choices inrewy activities. This variety of choices

stimulates learners’ interests and has a defiratengial for their development as knowledge

processors.

[.9.2.2. Learner as an Effective Performer

Generally, learners who are taught tanoeeasingly aware of their learning will be
more effective performers and, as a result, wittdme active in monitoring their progress
(Lee and Solomon 1992: 57-71; Paris and Winogr&919-15).

The role, teachers should play as mediatorthe learning process, is crucial to the
development to self-determined and independenhégsar The attainment of these outcomes
may take some time and energy on the part of thehte. The focus on this type of learning
will ultimately contribute to the learners’ devetopnt as an effective performer and thus a
critical thinker.

1.9.2.3. Learner as a Problem-solver

Yet, few instructional design prescriptican® available for designing problem-solving
instruction and engaging learners. To render learmoblem-solvers necessitates the
involvement of a variety of cognitive componentsicts as propositional information,
concepts, rules, and principles (domain knowledd¢#wever, it also involves semantic
knowledge.

A successful problem-centred teaching Ehéacus on problem-solving and planning
strategies more systematically and intensively thdypically the case in most classrooms.

The aim behind learners’ learning is tquace the appropriate strategies that enable
them to be effective learners, i.e., to functiorpesblem-solvers. Yet, teachers should play an
efficient role to help learners acquire the chamastic of problem-solvers by instilling in
them constant curiosity and questioning, enjoynterftgure out things, seeking challenges,

persistence, resourcefulness, independence andienoé.

Acquiring these strategies enable learrtersactively seek, appropriately use and
continuously create knowledge. They reflect on rthmivn learning, draw on personal

knowledge and intuition, and challenge the basmssstimptions and perceptions.
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1.10. Criticism of the use of competencies

The integration of competencies in newoational programmes has often been put
under criticism, with regard to many issues whiadnaern the ambiguity that lies in
determining the kind of competency essential topttoggramme itself. Tollefson 1986 (quoted
in Richards 2001:131) argues tHab valid procedures are available to develop cotepey
specifications.” The types of competencies are described on iotugind experience in the
same way as the process of developing the desigbgettives. Much thinking about
observable behaviours may distort the nature ofdhming task. Thus, “reading instructions
on a job”, for example, will need those competendtireked to effective performance on a job,
and not “to change or question the nature of th& jo

The aim of CBA is to equip EFL learnershngertain competencies to participate in the
socio-economic field of work in society; thereforéhe selected competencies for this

approach are based on value judgments on the esgemts of this participation.

[.11. Conclusion

To sum up the main gist of what has besd kitherto, the foreign language teaching
has witnessed more than any other discipline a eunab successful and unsuccessful
changes. In fact, the educational systems haveesgstrd the implementation of many
approaches: GTM, DM, OASLT, ALM, CA and OBA eachwdfich has its own advantages
and limitations. Though conceived and perceivetedihtly, these different approaches have
aimed at developing the learner’'s ability to comioate, namely the communicative
competence. Yet, in spite of their incredible deMotand abundant attention to attain their
coveted outcomes, all approaches have failed athieg the targeted communicative
competence. Obviously the origin of this failuréfetis from one approach to another, ranging
from excessive emphasis on language accuracy w@éfikl, the DM, etc., to a categorical
fluency under the CA.

The successive failures have fueled thatsbamong the teaching communities. It was
commonly agreed that there is a continuing needafoapproach which enables learners to
develop competencies and skills. The aim behinchéve approach is to prepare the learners
to be competent in their real-life tasks, allowthgm to mobilize their knows, skills, attitudes
and behaviours in a personal and independent wayldoess challenges successfully. This

led to the conception of new curricula based on petencies. The new paradigm for
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education, targeting learner’'s active knowledgealiery and construction, contrasts boldly
with the traditional paradigm.

The advent of the CBA has led to a fundataderevision of the programme contents,
with a clearly identified skills inventory to betahed and the appropriate teaching and
learning strategies to be implemented. The sucoéshe CBA depends on a thorough
mastery of some key concepts on which the new agprs founded. The following part will
explore the major concepts with regard to its sssitg and effective implementation.
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Part |

Chapter Il: Major Key Concepts with Regard to the Competency-Based
Approach Implementation

Introduction

This part is to define and clarify some k®ncepts which would constitute the central
elements of the new approach namely; the lingyistenstructive and communicative
competences, learner's autonomy, skills developmésacher’'s scaffolding, learner’s
motivation, teaching/learning strategies, the mtojeork, and learner’'s portfolio, so as to
avoid any ambiguity around their use in the preseséarch work. Thus, we tend to define

them succinctly as follows:

[.11. Multiple Designs of the Concept of Competence

Far from achieving the unanimity among the reseas;ithe concept of “competence”,
which is the principal notion of the CBA, is sulfj¢éc the influence of OBA, from which it
hardly dissociates. In the absence of a clearlgblished framework, the concept conveys
simultaneously several meanings. It is, first df advisable to be very rigorous on its
definition. For the CBA, the targeted competendaictvis a nodal concept, is communicative
competence. We will evoke in our research papegetldistinct design models, namely the
linguistic, constructive and communicative compeg&anf’]. This choice is made with regard
to the contributions of each design, linguisticd aonstructive, for the mastery of the
communicative competence. The linguistic ability ame of the components of the

communicative competence, as D. Nunan defines it:

The ability to use language effectively to commateidn particular contexts and for
particular purposes. Communicative competence id ga consist of four subsidiary
components: grammatical competence, sociolinguistinpetence, discourse competence
and strategic competence. (1993:117)

This definition subdivides the communicati competence into several under-
competencies namely grammatical, sociolinguisticscutsive and strategic. It seems

[*°] Campell and Wales (1970) were among the first whed the term ‘communicative competence’ in their
article “The Study of the Language Acquisition”evhrefer to it as ‘competence 2’ or ‘strong versiohn
competence’. However, from their elaboration o tiotion it is not quite clear what they mean by iterefore,
we join the opinion of Cazden (1996) that Hymes wes father of the notion of communicative compeéen
because he defined it fully, clearly and explicitly
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important to us to take account of these componehish work out the definition of the
communicative competence.

Indeed, in the learning process of a tpréanguage, there is an initial context based on
the needs for communication both in written and &ems expressed by the learners and,
thereby, the OTM textbook designers and users dheakk ways and means likely to
promote learners’ autonomy of communication in ateractive and opened social and
academic field. In this regard, we observe a wialege of definitions of the concept of
“competence” in the educational field. To illuserathis assertion, we will refer to some
epistemological observations of the authors ofregfee in science of education: Le Boterf
regards ‘competence’ as a recognized know-how-totaerefore, certified by the school:

Competence does not reside in the resources (kdgejeapacities...) to mobilize but in
the mobilization even of these resources. Competesrabout the knowledge to mobilize.
(1994:16)

As for Toupin, he notes thatdmpetence consists of the capacity to federate/lkoige,
skills and aptitudes in a whole applicable to aegiwsituation’ (1995: 181). Roegiers and De
Ketele wonder about the bases of the pedagogy eofirttegration of competences in the
educational systems. They define competence asnsil

Competence is the possibility, for an individual,niobilize internalised and integrated
package of resources to solve a family of probléoasons. (2000:187)

In the opinion of a number of authors wicbaed the work of Le Boterf (1994), such as
Perrenoud (1995), Rey (2001), Roegiers (2000) amtakrt (2002), competence is defined
as:

“[...] the ability, of the student to mobilise hswvn resources or to spontaneously use
external resources to accomplish complex tasks avitame family of tasks.”
(1994:17)

In spite of somewhat divergent standpoint, a certainsensus of an epistemological
nature seems to surround the concept of competémbeed, this term seems to cover three
forms of cognitive and behavioural capacity: lirgligs, communicative and socio-cultural.
These quotes have an insistence/a focus in comtherresources are nothing if one cannot
make use of them and put them in synergy with m@sjoea singular situation. To mobilize,
coordinate, orchestrate, such are the key conteptsnk of the organization of the complex
action. Perrenoud recalled elsewhere that thisireedgust a metaphorical language, but also
underlined that metaphor of the mobilization seemelder, fruitful as that of “knowledge

transfer”. For Perrenoud:
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Competence is not a state or an acquired knowletigis. reduced neither to certain
knowledge nor to certain know-how-to-do. It is aoinparable to a learning outcome. To
have knowledge or capacities does not mean to bgetent. One can know techniques
or rules of accounting management and not to know to apply them in convenient
moments. We may know commercial laws but badlg woihtracts. (2000a:60)

Indeed, everyday, the experience showspiaaple who are in possession of knowledge
or capacities cannot mobilize them in a relevany @wad at the convenient time, in a work
situation. The actualization/updating of what om®ws in a singular context (marked by
working relationships, an institutional culturesks, temporal constraints, resources...) is
revealing the pathway to competence. The lattearsed out/realised in action. It does not
pre-exist to it. According to Le Boterf

[...] there is no competence except the competenaetion. Competence cannot function
“in a vacuum?”, apart from any action which is natlited to express it but which realises
it. (1994: 16)

Therefore, it is obvious that knowledgenisfconstitutes the cornerstone of any learning,
but it is insufficient to make learners acquire patences. The acquisition of knowledge out
of any context becomes immobilized capitals lackmgposeful investment. Most of the
accumulated knowledge at school remains uselesgaryday life. The reason is not because
it lacks relevance, but because learners themsabheesot involved and trained to make use
of it in practical situations. Thus, it is importan develop competences as soon as they enter
school; in other words, to constantly bind this Wwiexige and its effect use in complex

situations. This is true within the discipline aslvas at the crossroads of the disciplines.

The construction of competences must intpely take the necessary time which
enables the learners to build knowledge by “activethods”, by the means of projects,
problem-solving situations, research, activitiecommunication close to the real-social life

situations, etc.

The above definitions put much emphasis on the eqiscof complex situations,
problem situations and tasks to be accomplisheklinvé precise context. What is required on
the part of the learner, to be qualified as ‘corapgf is to decide autonomously to put what
he knows and what he can do in practice/use. Thedstration of his ability is not restricted
to one single situation but rather a whole setitabions within the same family. This family
of situations is an important concept from bothnireg and evaluation perspectives. It is
required to present the learners with several iegrsituations so that they may manifest and

exercise their abilities, thereby creating situadidor observation of the competence.
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What it is necessary to retain of all thdséinitions is the minimum consensus which
maintains that competence relies on the knowleddechw symbolizes the theoretical
competences, know-how-to-do (functional competekoe)vn as practical competences and

know-how-to-be (behavioural competencies), soaidl leehavioural competence.

The development of competences is, theauraed not only when learners acquire
resources (knows, skills, etc.,) but are trainedctemstruct, from these, ‘combinatorial
appropriate. Competence is, therefore, a combiatoir various resources that can be put in

synergy and used in different situations.

[.11.1. Linguistic Competence Design

The first theories on the concept of cotapee were developed by the American
linguist Chomsky who, in his very influential botkspects of the Theory of Syntax” (1965),
associates it to “the linguistic competence”. Hetayed what has been today viewed as
classic distinction between competence (monolingpaaker-listener's knowledge of the
language) and performance (the actual use of thguksge in real situation}. He defines
this linguistic ability as:

an innate and universal linguistic provision, whishacquired neither by the influence of

the environment nor by the process of learning bgpaaker of a language as first
language or mother tongue. (1965:4)

For him, this phenomenon can be explainedabyextreme speed of control of the
principal linguistic structures by the child in msother tongue. In his perception, the child
has ‘a linguistic capacity before birth(ibid: 23). This innate communicative potentiality in
the human being constitutes this phenomenon oéliteady existingdéja-1g. It is a virtual

linguistic ability or an innate linguistic predisgbon in the child. According to Chomsky,

The actualization of the innate linguistic abiliy concretized naturally in oral and/or

written productive performances in situations afiabcommunication. (ibid: 13)

According to Chomsky (1965:4), competencenguses the mental representation of
linguistic rules that constitute the speaker-hésiiaternal grammar. Therefore, grammatical
competence expresses an innate knowledge of tee rather than knowledge of items and or

relations. It is the ideal language system thablesathe speaker to produce and, in the same

[*] According to many general and applied linguis@homsky’s distinction between competence and
performance is based on the fundamental lingudistinction between langue and parole which waseartad
De Saussure (1966: 13-15)
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time, understand an unlimited number of sentencdss language. Linguistic competence

includes components such as syntax, morphologyasers, phonetics and morphology.

In fact, the objective sought by Chomskyswa fight the rise of the linguistic
behaviourism theory primarily founded on two prpadli phenomena, namely respondent
conditioning and operant conditioning.

In the light of critical comments alluding to thehd@nsky's research results, the
process of realization of the communicative perfamoes in observable behaviours also
depends on the implementation of other mental arganong which the memory and the
perception that are conditioned by certain factfra socio-contextual and environmental
nature resulting from the significant presencehef variable “competence” (1975). However,
the definition that Chomsky proposed does not aliovigure out what is acquired and what
is diversified as it is pointed out by Dolz, Pasg& Bronckart (1993:23-24). The latter draw
attention to the fact that taking into account miagivist, mental and universalist assumptions

of the Chomskyan epistemology, the concept of cdempe can be characterized as follows:

a) It is biological, inscribed in the genetic potiah of the subject, it is out of historical or
social determinism;

b) It is a formal knowledge (purely syntactical)d@pendent knowledge of pragmatic and
therefore immune to any effect of context;

c) It is not subject to any learning it "emerges” hetdiscretion of the maturation of the
nervous system;

d) It applies only to sentences, and is unlikeljp¢orelevant with regard to skills related to
the texts and speeches (Dolz, Pasquier and Brohckd93: 23-24).

They conclude that [...]the notion of competence does not refer to anytloihger than
internal grammar that underpins all concrete langeaevents (or performance) of any
individual.” (Ibid: 23).

1.11.2. Constructive Competence Design

The first principle of the constructivigaradigm relates to the fact that learning is an
active and constructive process. In a learningasin, the learner acts directly on the
presented information. Having the same point ofwyieesearchers such as Jonnaert 2002;
Guilbert & Ouellet, 1997; Fourez 2005; Le Bote992 & 2000, Perrenoud sees not only
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The knowledge, let it be disciplinary, academidgmstific or endogenous, as
result of the process of co-construction, but dis® individual as constructor of
his competences, and consequently as constructos &howledge. (1998: 85)

In this perspective, the idea of constarcis capital, all the more so as it leads us to
attach the processes of learning to their econoroidtural, social, disciplinary and
institutional contexts of development. Therefotee process of construction of knowledge
and competences is seen like personal and spetfieach one (although socially
constructed); whereas, the knows would be spetfia given discursive community. What

should be retained as a definition put forward byr&nhoud and Jonnaert is that:

The know-how-to-do founded on a critical and reflec practice implying the
effective mobilization and coordination of a doubkt of resources (individual
and of the environment) in a complex problem-situnat(1994:3)

The concept of “mobilisation” is in theentre of this definition of competence.
Borrowed from Perrenoud and Le Boterf, this condegicates that competence is a process.
In this view, it implies a work of the spirit, aflective and critical practice and not a
conditioned answer, directed towards the selectlmuse and the coordination of the various
resources, individual such as knowledge, attitud&dls and those of the milieu such as

information, material and people.
1.11.3. Communicative Competence Design

Despite the fact that there is a high lefehgreement among theoreticians today on the
basic content of communicative competence, sedefalitions have been attributed to it that

one might wonder which one to adopt.

A simple interpretation of the term miglet lsompetence to communicate’. Interestingly
such a syntactic reversion implies that the cenwafd in the syntagm communicative
competence is the word competence, which has bagally associated with Chomsky’s
idealized linguistic competence, and alternativélgked to Hymes ‘communicative
competence’, which is believed to be a broaderambre realistic notion of competence, as

it involves more than the ability of formulatingagnmatical sentences.

It must be stressed that during the 19@@8@ 1980°’s many applied linguists have made
valuable contributions to the further developmerit tbe concept of communicative

competence. Widdowson (1983) for instance defirmangunicative competence, based on
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his distinction between competence and capacityfqpeance), as the knowledge of
linguistic and sociolinguistic conventions underpaeity, which he often refers to as
procedural or communicative capacity, and whichhis view is not a component of
competence but remairgan active force for continuing creativity'i.e. a force for the

realization of what Halliday calls ‘the meaning @atial’ (Widdowson, 1983: 27).

Unlike Widdowson, Savignon (1972, 1983)spatuch emphasis on the aspect of ability
(performance) in her concept of communicative caepee. She describes it as

the ability to function in a truly communicativetsgg- that is, in a dynamic exchange in
which linguistic competence must adapt itself te tbtal informational input, both
linguistic and paralinguistic, of one or more int@cutors (1972:135).

Thus according to her, the nature of communicatmmpetence is not static but rather

dynamic, and more interpersonal than intrapersaaal relative rather than absolute, and

finally largely defined by context.

Interestingly like many theoreticians ir theld of language learning and teaching (e.g.
Stern, 1986, Savignon, 1972) who did not hesi@iquate communicative competence with
language proficiency, Taylor (1988) proposed to laep the term ‘communicative
competence’ with ‘communicative proficiency’, acdmgly Bachman referred to it as
communicative language ability. Thus communicatwenpetence is a multi faceted term, to

better define it, let us take a look at its diffsreomponents.
1.11.4. Key components of the communicative competee [*']

Although the concept of communicative cetepce goes back to Hymes (1972),
Canale and Swain (1980) and Canale (1983) haveopeabthe most influential model of

communicative competence. To them, this model éstedul:

a clear statement of the content and boundawésommunicative competence — one
that will lead to more useful and effective settanguage teaching and allow more
valid and reliable measurement of second languwagemunication skills(1980:01).

It must be stressed that their initial moolecommunicative competence consisted of

three components only, but it was revised laten¢tude a fourth one (Canale 1983). The key
components they have identified are namely:. grancadatsociolinguistic, discourse, and

" For more details about communicative competenaapoments see : Canale, M. and Swain, M. ( 1980),
Theoritical bases of communicative approaches tors language teaching and testing, Canale, M.3)198
From communicative competence to communicativedagg pedagogy, also Bachman, L. (1990). Fundamental
considerations in language testing, and Bachmate Ey and Adrian Palmer. (1996): Language testimg i
practice. Oxford University Press.

60



strategic competence. The two former categoriesriteslanguage usage and the two latter

describe language use.

1.11.4.1. Grammatical competence

According to Canale and Swain grammatocahpetence include€she knowledge of
lexical items and the rules of morphology, syntagntence grammar, semantics and
phonology.” (1980:29). Though the same list of items constitutes what CGkym(1965)
refers to as grammatical competence, which may ialdade the ability to use grammar as
well (Chomsky’s performance), Canale and Swain haa€e it clear from the start that this
component addresses language as system. They lsavepecified that it should not be
linked to any theory of grammar (Chomsky’s theaifistance).

Without any doubt, if we work on the asgdiion that the list of items cited above are
the main components of grammatical competence, tvercan assume that if a learner is
capable of listing orally or in writing the futare of a classroom such as : desk, tables,
blackboard etc..., then he is developing the abibtgelect specific vocabulary. And that if
he can add prefixes correctly to adjectives likapjy’, ‘legal’ and ‘possible’ to form their
negative equivalents, then he is developing conmgetén using word formation rules. And
that if he also manages to describe recent evenising have or has and the past participle
of the main verb, then he is developing grammatamahpetence in forming the present
perfect tense. This implies that grammatical compet takes the form of a hierarchy of

abilities which are closely connected and thaasabne competence.

It should be noted that a long time ageséh different abilities which constitute
grammatical competence were the main focus of @terof traditional language teaching
and materials. But things changed with the adoptibthe communicative approach, and
instead of remaining the centre of attention ofeign language teaching, grammatical
competence became one of the subcomponents of coitative competence. However, this
change should not affect the status that we shadcord to grammatical competence, as
Faerch, Haastrap, and Phillipson point 6litis impossible to conceive of a person being
communicatively competent without being lingcadly competent” (1984 : 168). This
leads us to infer that it has perhaps been a nue@hion about communicative language
teaching that it does not aim for a high standdrfdmonal correctness. But this does not mean
at any rate that we ought to treat communicativé grammatical competence separately as

suggested by Munby (1978: 5). The point is thatvatuld not be inappropriate to have
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correctness in the use of rules as an ultimate, goal at the same time to tolerate risk-taking

and error in the classroom as part of the prockashieving communicative competence.

1.11.4.2. Discourse competence

In addition to the ability to formulateroect grammar, learners must also develop the
capacity to produce unified discourse which isnrefe to as'the mastery of how to combine
grammatical forms and meanings to achieve a unifipdken or written text in different
genres...” Swain 1984. 188 (cited in Yoshida 2003:3). Unifidtscourse genremight
include conversations, speeches, e-mail messageswspaper articles in short all sorts of
texts. It must be stressed that unity of discotirsechieved through cohesion in form and
coherence in meanirg(lbid: 188)

While cohesion refers to the linguistictigas that relate sentences to one another such
as conjunctions, synonyms, pronomilization etc..herence is used to refer to text that
appropriately fits its situational context (Halldeand Hasan 1976:1-2). For further
clarification of what cohesion and coherence attualean, let us consider Widdowson'’s
(1978:50) example:

A: That's the telephone.
B: I'm in the bath.
A: O.K.

Though this interaction seems to lack cummeas cohesive devices are not used, it seems
to have coherence because A'’s first utteranceregjaest, and B’s utterance is an excuse for
refusing the request. This suggests that unlikeesion, coherence is an essential element in
conversations as put forward by Richards and Scahtaidnore appropriate focus for the
teacher’s attention might be on the coherence efldarner's conversation.(1983: 152).
With regard to cohesion, even though it is not &le as coherence to oral conversations,
written discourse depends mainly on it. In fact domsistency and the unity of a piece of
writing depend strongly on the accurate use of siveedevices. Unfortunately many learners
either under use or misuse connectors, they evaretioes overuse some of them. Naturally
what this implies is that most learners achieveediotre level of discourse competence, it is
for this reason that more attention should be tigkto its development.

It must be stressed that in order thatalisse competence develops, we must consider

that each of its sub competencies has its own meap@nts. Indeed, because both academic
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and interpersonal discourse competences relateddifferent channels of communication
namely the writing and the speaking channel, dffierfactors are involved in their
development. To develop the former for instances édvisable that learners read and hear an
ample number of academic texts within meaningfuiterts. With regard to the development
of interpersonal discourse competence, there isassumption that this latter requires

promoting opportunity for social interaction.

1.11.4.3. Pragmatic competence

Without a doubt knowledge of language aldoes not adequately prepare learners for
effective and appropriate use of the target langubgarners must also have sociolinguistic
competence which according to Canale and Swain0)1B8as important as linguistic and
discourse competence. In fact the importance ofioBoguistic competence has been
demonstrated by numerous researchers whose woeklesl/that while native speakers often
forgive the phonological, syntactic, and lexicatoes made by L2 speakers, they are less
likely to forgive sociolinguistic errors. They haaéso concluded that lack of sociolinguistic
competence results in rudeness, the reason thaimkedy researchers to accord more
importance to sociolinguistic competence.

It is noteworthy that by sociolinguisticrapetence we are referring to

the knowledge of the extent to which utterancese moduced and understood
appropriately in different sociolinguistic contex depending on contextual factors
such as status of participants, purposes ofiritexaction, and norms or conventions of
interaction(Canale, 1983:7).

Interestingly in his model of communicative abilitgachman refers to sociolinguistic

competence as pragmatic competence and subdivisies two subcomponents namely those
of illocutionary and sociolinguistic competence.eTformer refers to the ability to use
language to achieve certain communicative goaistentions as in the following example: ‘it
is so hot today’ which might be interpreted as guest to open the window or to elicit an

offer for a cold drink etc....

Thus one element of pragmatic competesct® iknow how to perform a particular
function to communicate successfully. However, spoken or written messages must also be
appropriate to the social context in which they gi@duced; this means that learners need to
have a notion of the appropriate social knowleagegdply to the different contexts they are
confronted to. This is what Bachman calls socialistic competence. In a different model

namely that of Celce- Murcia, Dornyei and ThurelP95:18), pragmatic competence is
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referred to as actional competence, and is destisethe understanding of the speaker’s
communicative intent by performing and interpretspeech act sets. Despite this variety of
definitions the interpretation of sociolinguistiocropetence remains the same except for some

differences in terms of terminology and composition

Because the communicative approach placgsimary emphasis on sociolinguistic
competence, many researchers took the initiativesetarch for what was necessary and
suitable for its development. Kasper and Rose (B19204) for instance identified two main
factors described as major obstacles to its dewatop. The first of them indicates that most
learners are exposed to a specific teacher-frociessroom pattern, which does not facilitate
free interaction. This implies that it is very infant to give learners opportunities for
practice beyond teacher-fronted interactions. Témoisd condemns the input used in most
school materials, which unfortunately does not slamthentic real language use, but rather
artificial and decontextualized conversations (BareHarlig 2001:13-32). This leads us to
infer that providing authentic materials and pamtihinput seems to be necessary to develop
learners’ pragmatic competence. In addition to the previous factors, what most
researchers have agreed upon is the big differdratdormal instruction makes and the huge

influence it has on the development of sociolinjaisompetence.

1.11.4.4. Strategic competence

Canale and Swain describe strategic coemgetas the abilitytdé cope in an authentic
communicative situation and to keep the commumeathannel open(1980:25). For them
strategic competence consists essentially of conuation strategies. These strategies come
into play when learners feel unable to expresm#igdves, because of their lack of linguistic
resources that facilitate communication, as putwéd by Canale and Swain:
“communication strategies compensate for the bma&kd in communication due to
performance variables or to insufficient compegn(lbid: 30). Without any doubt
overcoming an unexpected communication problenotsan easy task, but if a learner can
use any of the five main communication strategasely those of : avoidance, achievement,
time gaining, self monitoring and interactionabs#gies, then we can assume that he is well
equipped to recognize and repair any type of comecatiie breakdown.

With approximately the same conception alsttategic competence, Celce- Murcia et
al. (1995: 5-35) describe this latter as the kndgéeand the use of communication strategies.

According to them, communication strategies canamdy be related to problem- solving in
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communication, they also have to be regarded asmpts to improve communicative
effectiveness. While Canale and Swain's and Cdldercia’s strategic competence lays
emphasis on "compensatory" strategies, the ternchiae to take on a broader meaning in
Bachman’s model of communicative ability. As a reatif fact Bachman (1990:70) provided
a broader theoretical model of strategic competdncalividing it into four components.
(Bachman and Palmer 1996)

These components are mainly: assessmenthiigh learners are supposed to assess
which communicative goals are achievable and wihguistic resources are needed, goal-
setting which is used to identify the specific ®$& be performed, also planning by which
learners retrieve the relevant items from theiglaage knowledge and plan their use, and
finally execution which means the implementation thfe plan they set for their
communicative attention. Thus for Bachman and Palsteategic competence is the process
by which people constantly plan, execute and asHesr communicative strategies and
delivery. With regard to the development of strategpmpetence, many researchers argue
that its development will depend on the learnergdegience with real language use in

communicative situations.

In summary the identification of the maagonstituent parts of communicative
competence led us to infer that this latter is atalternative to linguistic competence, but
rather a larger extension of what was traditionalhderstood by proficiency in a foreign

language.

The communicative competence, which is mmpaunt concept in the communicative
approach centred on the learners, has much evalueihg this decade in the class of
languages. Nevertheless, it has not found the plaleh it deserves in evaluation yet. It is
always the concept of “linguistic competence” whbminates in teaching and evaluating

practices.

As it had been advanced above, the prineh@pmmunicative competence is a concept

which is impossible to circumvent for the new aguto, CBA.
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[.12. Learner’'s Autonomy
What is autonomy?

For a definition of autonomy, we might qaiétolec (1981:3), cited in Benson & Voller,
1997: 1) who describes it ahée ability to take charge of one’s learnin@n a general note,
the term autonomy has come to be used in at Is@stvhys (see Benson & Voller, 1997: 2):

a) for situations in which learners study entirely their own;

b) for a set of skills which can be learned applied in self-directed learning;
c) foraninborn capacity which is suppresbgdnstitutional education;

d) for the exercise of learners’ responsipifibr their own learning;

e) for the right of learners to determine thiection of their own learning

It is noteworthy that autonomy can be thougfhin terms of adeparturefrom education
as a social process, as well as in terms of rdualigiion of power attending the construction of
knowledge and the roles of the participants inldagning process. The relevant literature is
riddled with innumerable definitions of autonomydaother synonyms for it, such as
‘independence’ (Sheerin, 1991:153-157), ‘languagaraness’ (Lier, 1996:12; Garrett &
James, 1991:306-318), ‘self-direction’ (Candy, 1999-466), which testifies to the
importance attached to it by scholars. Some ofetlieginitions and their insights into what

learner’'s autonomy means and consists of will besveed.

The term autonomy has sparked consideratantroversy, since linguists and
educationalists have failed to reach a consenstus @hat autonomy really is. For example,

in David Little’s terms:

Learner’'s autonomy is essentially a matter of #arther’'s psychological relation to the
process and content of learning...a capacity for det@ent, critical reflection, decision-
making, and independent action. (1991: 4)

It is not something taught to learnehgréfore, it is far from being another teaching
method” (ibid.). In the same vein, Dam (1990), (cited in Gatbkrc1990: 16), drawing upon
Holec (1981:3), defines autonomy in terms di€‘ learner’'s willingness and capacity to

control or oversee her/his own learning¥lore specifically, she, like Holec, holds that:

someone is qualified as an autonomous learner vileeindependently chooses aims and
purposes and sets goals; chooses materials, methndstasks; exercises choice and
purpose in organising and carrying out the chosasks; and chooses criteria for
evaluation. (1995. 45)
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The learners’ autonomy is an impossiblgedive to circumvent of the CBA. It is a
guestion of analyzing the contents of the OTM tegtbto see whether the activities, by the
means of the linguistic productions, convey andycararks of empowerment.

The concept of autonomy has three meanings, aniamg two can be related to the learning
within the middle school framework.

In the first, autonomy refers to the catyaof the learner to take into charge his
learning. Is autonomous any learner who can leatependently. It is —to be said to anyone
who can prepare and take decisions relating tplaiss of learning: he can define objectives,
a methodology and contents of learning. He can ge&hés learning in time, and evaluate his
attainments and his learning. Such learner is faltiie to carry out self-directed learning. The
capacity to learn consists of the knows and know-tmdo/act.

In the second signification, the conceptiofonomy is sometimes used in reference to
learning. Learning autonomously, might indicate,

* in a restrictive way, an independent learningriedrout without the presence of a
teacher, and in which the leeway of the learngerserally limited to the possibility of
managing his learning time himself.

* in a broader way, that learning is taken in chdrgdhe learner. To raise ambiguity,
one will prefer to speak, in the second case, Ibfdsected or self-learning.

It arises that, the role of the teacheolwss considerably during the first teaching
applications of the CA. He is not any more the diser of knowledge and who authorizes
the intervention of the learners only when theyaurestioned. He becomes a leader, limiting
his speech and encouraging a spontaneous oratipatibn. The learner’s status has also
changed: he changes into “learner” taking in chdwgeown learning in an autonomous way.
In other words, the course of language is not eenany more on the teacher but on the
learner. In this perspective of interaction anduoon the learner, the group dynamics is also
regarded as a major factor of motivation for largguéearning. The role of games, work in
groups or in pairs are encouraged to establisht@osphere of confidence and solidarity

favourable to interpersonal communication.
[.13. Kills Development

Today's school should devote more time hbe tdevelopment of communicative

competence to facilitate the acquisition the lisgjai skills, which enable learners to interact
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with their schoolmates and the people in the woFlge acquisition of this communicative
competence relies on a good 'mastery' of skillesérskills, according to Paquette, describe:

processes that can be applied to knowledge of grlicghion domain to perceive,
memorise, assimilate, analyse, synthesize and aealem.
(2002a:352)
Skills are thus at the meta-cognitive lelbecause they are knows acting on others’

knowledge. Consequently, they refer to the useoghitive, emotional and moral processes in
the effective realisation of a task. It is relevampoint out that the construction the learners’
meta-competency must imperatively go through thactpre of the class. Therefore, the
choice of activities should not lose sight of tlaetfthat the fundamental and basic role of
competencies, which constitute the lever for thecess of learning. The acquisition of skills,
according to Proctor and Dultta, is defined as heing

Goal directed and well-organized behaviour thatasquired through practice and
performed with economy of effort. (1995:18)

Each element of the above definition gngicant firstly, the skill develops within time,
through practice; secondly, it is "goal-directed" response to a request of the external
environment; thirdly, it is acquired when the bebaval components are structured in
coherent models, and finally, the cognitive regsi@sé reduced to the moment when the skills
develop. Inevitably, to evaluate a skill, the mayoof the researchers use the speed and/or the
precision of the performance, two variables betwebith there is unavoidably a degree of
exchange. In their thorough research which is agted around the design of skill, Proctor
and Dutta (1995:40-43) distinguish "perceptuallskilresponse selection skills" and "motor
and problem solving skills". "Perceptual skillsearoncerned with the skill of distinction and
judgments; more complex situations require a mdtentive control for the treatment but
much of the complex situations become mechanida¢ “Tesponse selection skills” can be
developed by means of practice, the reaction te tsraffected by the number of alternatives
and can be accelerated on condition that morenrdtion is supplied, whereof to reduce the
alternatives. The “motor skills” are manual aspeftperformance such as the speed and the
exactitude of the physical movements or dexterliye skill “problem-solving”, however,
depends on intellectual and mental models, and bsaracquired and developed through
practice.

1.14. Teacher’s Appropriate Scaffolding
The role of the teacher is to improve the capaxioé the learner to overcome the

difficulties that he encounters in his learning,ctntrol his methods and his techniques of
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work and to become aware of his own progress. WAliegly, two concepts fundamental to
the process: "scaffolding" according to Bruner8§3:286) and the "metacognition” according
to Grangeat (1997:172) without disregarding thetrdoumtion of the new information and
communication technologies NICTs, which are progjkesdy integrated in teaching practices.

The learners’ scaffolding, as it is definby Bruner, refers to the process of
supervision; it stands for:

The means thanks to which an adult or a "speciadissists another less adult person or
less specialist than him. (1983:261)

This process, thus, consists in making dipprentice able to solve a problem, to
complete a task, to achieve a goal which would Haaen, without assistance, beyond his
possibilities. This means that the support of tthéltaconsists, first of all, in taking in hand the
elements of the task which excess the capacitidiseobeginner, enabling him to concentrate

on the elements, which remain in his field of cotepeies and to carry them out.

Yet, the teacher has no direct influencdhese processes. His task or action is limited
to creating the necessary conditions, potentiahlag, or, in other words, to create a zone of
proximal development (ZPD). The learner’'s actiwyl focus on his own mental processes
and his will to transform them using the tools & diisposal and which have been made
available by the teacher.

Based on the work completed by Lev Vygoptdkrome Bruner analyses the way in
which the adult organises the world of the chil@tsure his learning, by stating that

This system of support provided by the adult throdgcourse, where communication
more generally, is a little like scaffolding thrdugvhich the adult restricts the complexity
of the task allowing the child to solve problemsciwthe cannot solve alone. (1983:
288)

Bruner and Vygostski have the same idetherexistence of an area of gap between the
resolution or the acquisition of ‘knowledge’ by tlearner alone and the success in the same
activity in collaboration with someone else.

Bruner analyzes the components of theviie8 of scaffolding deployed by the expert
while insisting on the subtle role which the lats&ould play in order to conclude this help.
He emphasises on the crucial role of the mediator 8hould measure this zone known as a
gap, zone of proximal development (ZPBj in order to control his scaffolding as well as

possible.

[*¥] The Zone of Proximal Development (ZPD) is a cquideom the work of VVygotsky in the early developmhe
of the child. The ZPD is the distance between tlneenit level of development, as can be determiheaugh
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The effective tutor must be attentive with at |¢astideal theoretical models. One is the
theory of the task or the problem and of the wawliich it can be completed. The other
is a theory about the performance characteristithis pupil. Without these two theories
at the same time, he can neither create feedbackinvent situations in which his
feedback adapts more to this pupil for this tasthet point where he is in the mastery of
the task. The real pattern of the effective ingtaurcis, thus, at the same time dependent
on the task and on the pupil, requirements of thgesvision being generated by the
interaction. (1983: 277)

Bruner adds that the support starts byeghmer’s enrolment to try to bring solutions in
order to solve a problem. The adult helps the kranvhile helping him realises his
difficulties. To finish, the adult sticks to a rabé¢ validation until the learner can fly using his
own wings. Bruner, starting from the analysis &feasion of supervision, details this process
of support in six distinct stages:

1. Enrolment: to engage the learner’s interest anthogtment.

2. Reduction of the degrees of freedom: the tutls the gaps and allows the
apprentice develop the constitutive sub-routineglwhe can attain.

3. Maintenance of the orientation: the tutor must mt@in the continuation of the
definite objective (deployment of enthusiasm andpsyhy to maintain his
motivation.)

4. Indication of the determining characteristics: thask of the tutor is to render
comprehensible the gaps.

5. Control frustration: the risk is to create a greatdependence on the tutor.

6. Demonstration: it is the presentation, of the mosgelutions for a task, which
requires more than the simple performance in thesence of the pupil. (1983:277-
279)

Doing so, the teacher positions himself proximathe learner at the teaching material,

offering hints and suggestions only when requebtethe learner. As learners’ competence
and confidence grow, teacher’s statements to Hrade should acknowledge trust in building
his capacities, by pushing him to figure out thihgmself. To use such strategies effectively,
the teacher should be aware of the learner's chgndgevelopmental status, knowing when
and how to provide new tasks and structures, hglihia learner learn new skills and abilities
within a certain degree of autonomy (Berk & Winsl&95: 29). Many techniques can help
the learner master his world, depending on theniegrsituation, the subject matter and his
ability level. In this way, the teacher looks fbetspark of recognition which may ignite the
learner's understanding and motivate him to unéert¢the foreign language learning

enthusiastically.

how the child solves problems alone and the lefglotential development as we can determine thrcumh
the child solves problems when he is assisted bydaitt or collaboration with other more advanceidch.ev
S. Vygotsky. Mind in the Society: Development of Higher PsychplBrocesse$
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1.15. Learner’s Motivation

There is no single universally consented definitionthe concept of motivation. Yet
none dares devaluate its crucial importance imlagr The research findings of the role of
attitudes and motivation in second language legraitow that there is a relationship between
learner's success and his positive attitudes andivaimn (Gardner 1985:91-93). The
importance of motivation for FLL and SLL is quieti@ent as it is confirmed by Dérnyei:

It is easy to see why motivation is of great imgace in SLA: it provides the primary
impetus to initiate L2 learning and later on theuitig force to sustain the long and often
tedious learning process; indeed, all the othertdex involved in SLA presuppose
motivation to some extent. Without sufficient nadiiin, even individuals with the most
remarkable abilities cannot accomplish long-termalgo and neither are appropriate
curricula and good teaching enough on their own @iesure student achievement.

(2005:65)

The concept of motivation took different meaningsading to the different language
theories. Its different conceptions converge on fibrees and influence either within or
external to the learner that arouse enthusiasmcantmitment to pursuing the course of
learning.

Educationalists have explored motivatiomfrdifferent perceptions and have come up
with different dichotomies, all to the service dfueation cause.

Professionals in the field of teaching have alwaggquired about the way to motivate
learners. Motivation has been defined in diffengays. Harmer quoted in Bernaus says that

Motivation is some kind of internal drive that encages somebody to pursue a course of
action. If we perceive a goal and that goal is isidhtly attractive, we will be strongly
motivated to do whatever is necessary to reachgbat. (2001:45)

This means that motivation is what makesnles act; it is a desire to work towards an
objective. Without motivation, effective learninggdomes difficult. Lado maintains that:
“Interest must be present if learning is to be sssftg” (1985:5)

Motivation serves to create a positive adif so as to make learners reach certain
objectives, i.e. to establish the factors whichofaably dispose the learners towards studying

the target language. For Ellis:

Motivation involves the attitudes of affective etathat influence the degree of effort that
learners make to learn in L2. (2000a:75)

Gardner states that:
Motivation is a central element along with languaa@itude in determining success in
learning another language in classroom setting” &ese he believes that “many other
variables such as self-confidence, field indepeodgimtelligence, language aptitude and
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language learning strategies are dependent on ratin for their effects to be realized.
(2001:2)

Linguists have explored motivation from diént perceptions and come up with different
dichotomies: instrumental and integrative motivasiqGardner & Lambert 1972), extrinsic
and intrinsic motivations (Crookes & Schmidt 19%l) to the service of education cause.

1.15.1. Instrumental Motivation

For the instrumental motivation, the forelgnguage learner is seen to having practical
reasons behind his commitment in the learning eralea The instrumentally motivated
learner may do all his best to learn the languageetch certain objectives. He may be
seeking a job that requires some proficiency in tbeeign language or an ability to
communicate with the language speakers when hels¢rav a practical aim that a mastery of
the language would qualify him for. This motivatidor L2 learning may open up good
educational and economic opportunities for theamlers. Ellis states that:

In some learning contexts, an instrumental motbratseems to be the major force
determining success in L2 learning. (2000a:514)

For Lambert, instrumental motivation refers ‘tine practical value and advantages of
learning a new language.” (1974:98)
Some learners confer no importance to thgetdanguage speech community neither

towards its culture, but attach some value to @éimgliage as such. The practical value and the
advantages the learner devotes to language leamaygoe encouraged and used as a benefit
of catalyst effect in the learning process. In casan attentive teacher, any leaning he may
touch among learners towards the target languagenitg, whether integrative or

instrumental, can be of a great advantage for theolvement and consistency.
1.15.2. Integrative Motivation

Integrative motivation is regarded as a fpasiattitude and a subsequent interest for the
target language learning. Gardner suggests a cewhlaefinition of integrative motivation:
one that takes cognizance of three significant etém He says that it is

...a combination of effort plus desire to achieke goal of learning the language plus
favourable attitudes towards learning the languag@&985:509)

Referring to Gardner’'s definition, it can beticed that positive attitude towards the
language and its speech community is likely todpabout a desire to acquire the language as

a way to come closer and closer to its people antlire; and owing to this desire that

generates the effort required in the course ofl@hguage acquisition. If appropriately and
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intelligently exploited in a teaching/learning pess, this desire can trigger learners’ affective
disposition.

This type of motivation concerns those leasnvho have a strong desire to know about
other people and other cultures. Many Algerianrees, for example, study English in order
to be in contact with the English or the Americaople and to know more about their social
and cultural life. Lambert quoted in Ellis saysttha

An integrative orientation involves an interestearning an L2 because of a sincere and
personal interest in the people and culture repnésé by the other language group.
(2000a:509)

Similarly, Lambert’s definition focuses ogatner’s personal interest which nurtures his
motivation to learn the foreign language. Theyhayd to understand cultural aspects of the
target language speakers. Many learners managessfigity to find a way; others face
difficulties but they keep trying to do so. Theefal teacher is to work in favour of fostering

the learner’s interest and maintaining the learmyae activated and kept on.

1.15.3. Intrinsic Motivation

This type of motivation concerns the learseavill and curiosity as a result of his interest
and enjoyment of language learning itself, i.e.ld@ner feels some satisfaction whenever he
learns new things. The more he knows the learnoityites the more he shows positive
attitudes towards the study of the target languages is better clarified by Deci and Ryan
who say:

Intrinsic motivation is in evidence whenever stugdematural curiosity and interest
energize their learning. (1985: 245)

Almost all researchers agree on the primddy@® inner drives over the external because
it is believed that the strongest and most effecpvompts for learner’'s involvement arise
from the inner feelings and emotions of the learaled engage him fully in the learning

process.

1.15.4. Extrinsic Motivation

This comes as a result of the absence ohthiesic motivation, i.e. when learners show
no internal interest to learning. This kind of mvation is led by external factors such as the
teacher or the parents who use either rewards oislpments. Learners in this case are

influenced by the outside incentives.
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In making a distinction between ‘Intrinsic olvation’ and ‘Extrinsic Motivation’
Richards and Schmidt agree that:

The intrinsic motivation is the enjoyment of langeidearning itself; whereas extrinsic
motivation is driven by external factors such asep#al pressure, societal expectations,
academic requirement, or other sources of rewardsumishments. (2002:343)

The types of motivation stated above shdiddseerfas complementary rather than as
distinct and oppositional (Ellis 2000a:76). All types may lead learners gain more
proficiency in the TL such as reading efficiencgt yhis would be an illusion without the

introduction of culture of TL which should be camdd to an academic interest.

Yet, the teacher’s role in increasing tharers’ motivations is very significant, that’s
why it has been said before and, in all probabilityvill be said time and time again — the
single most significant factor in a child’s leargiis the teacher. Haim Ginott’'s famous quote
reminds us of the power that lies in the handgathers:

| have come to a frightening conclusion. | am teeisive element in the classroom. It is
my personal approach that creates the climate.slimy daily mood that makes the
weather. As a teacher | possess tremendous powerake a child’s life miserable or
joyous. | can be a tool of torture or an instrumeaftinspiration. | can humiliate or

humour, hurt or heal. In all situations, it is mgsponse that decides whether a crisis will
be escalated or deescalated, and a child humaruzeé- humanized. (1972:15)

To sum up, either integrative or instruméntaotivation appears to be a paramount
factor in the learning process. Thus, the teachets’ is the creation of motivational means

and approaches to raise learners’ participatiadgherclassroom.

Focus should be put on learners’ percepifoeducation in terms of goals and objectives
to attain and beyond which they will find rewardiagments such as personal satisfaction,

proud, self-esteem, social success and feelingloéaement.

In classroom contexts, intrinsic motivati@md extrinsic motivation are distinctly
apparent. In teacher-centred contexts, learnergivew for learning are mainly extrinsic:
grades, competitiveness or to avoid punishment.l@draer’s enthusiasm is highly contingent
on the type of the extrinsic reward and declinethwine decrease of the prospect of the

reward to attain.

Yet, in learner-centred classrooms, wheeeitlitiative is handed over to the learner to
assume his learning responsibility on his/her otle,learner’'s involvement, prompted by a

love for knowledge and a longing to acquire itrasher more stable. Thus, the teacher’s
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awareness of the intrinsic motivation and its int@oce for the promotion of learning is of

unmatched value. Stimulating the growth of theimsic motivation in the foreign language

classroom leads to the promotion of learning, asmemended by Brown:
(1)help learners develop autonomy by learning to sesgnal goals and to use learning
strategies, (2) rather than over-rewarding then;aurage learners to find satisfaction in
a task done, (3) facilitate learner participation idetermining some aspects of the
programme and give opportunities for cooperativarténg, (4) involve learners to
content-based activities related to their interegiich focus their attention on meanings
and purposes rather than on verbs and prepositiand, (5) design tests which allow for

some student input and which are face-valid ineyes of students; provide comments as
well as a letter or numerical evaluation. (Browr9#943-44) in Arnold 1999: 15)

The abovementioned instructions if apprdpha followed and efficaciously
implemented in foreign language classrooms, aedlito give the learner a good gait on the

course of learning.

I.16. Teaching and Learning strategies
1.16.1. Teaching Strategies

If teachers want quality learning to ocautheir classrooms, they must deliberately teach
in ways that will enable and encourage learnerengage in the intellectual activities that
promote quality learning. There is a variety ofctaag strategies that teachers can use to
improve learners’ learning: active learning, cotiediive/cooperative learning, critical

thinking, discussion strategies, and so on. Sontkesfe strategies are discussed below.

1.16.1.1. Active Learning:

As defined by Meyers and Jones, active legris regarded as learning environments

that allows
learners to talk and listen, read, write and reflexs they approach course content
through problem-solving exercises, informal smadlups, simulations, case studies, role
playing....all of which require learners to apply witiaey are learning. (1993: xi)

Many studies show that learning is enhaweben learners become actively involved in
the learning process. Learners learn by doing, nggakwriting, designing, creating and
solving. Passivity dampens students' motivation andosity. Pose questions. Don't tell
students something when you can ask them. Encowtagents to suggest approaches to a
problem or to guess the results of an experimese &mall group work. See "Leading a
Discussion," "Supplements and Alternatives to Leety" and "Collaborative Learning" for

methods that stress active participation (Luca®19¥8-114).

75



1.16.1.2. Cooperative Learning

Cooperative learning is a systematic ped@gbgtrategy that encourages small groups of
learners to work together for the attainment ofcanmon goal. The term collaborative
learning is often used as a synonym for cooperdgiamning. When implementing cooperative
or collaborative learning strategy, teachers arendao care too much of cautious planning
and preparation. In fact, group formation, positiveerdependent insurance, individual
accountability maintenance, group conflict resalatiappropriate assignments and grading
criteria development and active learning environisenanagement are critical parameters to
the achievement of a successful cooperative legmaperience.

The importance of learning relationshipsermphasised (Kuh & al. 2006:22). Active
learning in groups, peer relationships and sodkdlssare important factors in engaging
learners, enabling them to work autonomously, énppyearning relationships with others
and feeling competent to achieve their own objestiv

When a class incorporates the tenets gb@@dive learning, the environment promotes
maximal learning (Kagan 1994:2-10). In fact, anatage of cooperative learning situations
reinforces learners’ responsibility for their ovaatning (Slavin 1995:145-173).

It is only under certain conditions thabperative efforts may be expected to be more
productive than competitive and individualisticaets. These conditions, as stated by Kagan
(1994:2-10) and Slavin (1995: 145-173) are:

a) Positive interdependence (all for one, and oneatfr

Each group member should play a role and bringadws contribution to the joint effort.
b) Face-to-face interaction (promotes each other'scess)

Oral explanation permits the learners to checkdaderstanding, discuss concepts so far

learnt, solve problems and do on.
¢) Individual and group accountability

Observing each group and recording the frequendh which each member contributes

to the group work.

d) Interpersonal and small group skills

Teaching social skills to the group members (legkigr, decision-making, trust-building,

communication and conflict management skills)

e) Group processing
Discussing how well they are achieving their goafsl maintaining effective working

relationships. Making decision about what shoulddtained or changed.
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1.16.1.3. Critical Thinking

Critical thinking is a collection of mental actins that include the ability to intuit,
clarify, reflect, connect, infer, and judge. Itrmys these activities together and enables the
student to question what knowledge exists. In otdedevelop critical thinking, it is now
assumed that the most effective learning takesepleloen learners are challenged (Slavin
2003: 257-258; Huther 2006: 332-338); actively ired (Schunk 2004: 313; McGonigal
2005:2; Beck & Kosnik 2006:9); learning is media{®ygotski 1978:125-128) and mentored
(Bronfenbrenner 1978:5-6); and role-models modglhigher order thinking processes such

as creativity are available (Anderson & KrathwofiD2: xxviii; Cox 1997:51).

1.16.1.4. Integrating Technology

Nowadays, teachers should realize that coenpliteracy is an important part of a
learner’'s education. Integrating technology int@aarse curriculum, when appropriate, is
proving to be valuable for enhancing and extendmgglearning experience for learners. It is
of a great importance that teachers understandeatde the contribution that ICTs can add
to teaching/learning process. Besides, their imtgmn among class-furniture is no longer a
choice but it is one of the necessities of the modehool. Hence, teachers are required to
approach these new technologies and develop ttexady in these technical skills.

Indeed, some of the most important priesifior EFL and ESL can strongly be supported
by intelligent use of the ICTs. Yet, these canmnetalbcomplished unless and untiédchers
themselves take the initiative to think through it€&s should be able to do for them and for
their students and make their needs krio{@arrett 1991: 95).

1.16.2. Learning Strategies
1.16.2.1. Definition and overview

Learning strategies can be defined as \behs and thoughts in which a learner
engages and which are intended to influence thhedea encoding process. Thus, the goal of
any particular learning strategy may be to affeetway in which the learner selects, acquires,
organizes or integrates new knowledge. Good tegdhitiudes teaching the learner ‘how to
learn, remember, think, and motivate themselvesichiers enter the classroom with two
distinctly different kinds of goals namely teachilegrners “what” and “how” to learn. Some
major categories of learning strategies are (1¢aedal strategies such as copying, underlining
or shadowing; (2) elaboration strategies such peiesging or summarizing; (3)

Organizational strategies such as outlining or toargaa hierarchy; (4) Comprehension
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monitoring strategies such as checking for comprsioa failure; and (5) affective strategies
such as being alert and relaxed (Weinstein & Ma@&86:316). The CBA emphasizes the role
of the learner in creating, monitoring, and coniingl a suitable learning environment.
Strategies like the ones listed above ametimes taught in school, but learners usually
do not learn to apply them beyond the specific isppbns in narrowly defined tasks.
Effective learning demands more than this: stratebave to be learnt in such a way that they
can be transferred to fit new problems or situaioat previously encountered. Being able to
select the appropriate strategy, and to adapt dr&vimecessary, is an important part of the

definition of a good learning.

Successful learners should develop a rarigarategies from which they are able to
select appropriately and adapt flexibly to meet ieeds of a specific situation. To do this,
they need to be aware of what they are doing artdedf own learning style, and to monitor

their learning so as to be able to make appropdatasions and to switch their choice if it

appears to be ineffective. Thus, successful learaex more likely to be those who are fine

tuned to the complexities of their learning style.

1.16.2.2. Learner-Centred Learning
Some learners seem naturally enthusiastic abourtihgg but many need-or expect-their
teachers to inspire, challenge, and stimulate titgoksen states that:

Effective learning in the classroom depends ontéaeher's ability ... to maintain the
interest that brought students to the course irfitise place. (1978:3)

Whatever level of motivation your studentid to the classroom will be transformed,

for better or worse, by what happens in that ctassr.

There is no single magical formula for matimg students. Many factors affect a given
student's motivation to work and to learn (Bligh719 Sass 1989: 86-88): interest in the
subject matter, perception of its usefulness, géndesire to achieve, self-confidence and
self-esteem, as well as patience and persistendepcourse, not all students are motivated
by the same values, needs, desires, or wants. 8bywair students will be motivated by the

approval of others; some by overcoming challenges.

Learner-centredness puts more responsibdity the learners for their learning. It
encourages learners’ involvement in more decisiahking process, and gives them an

opportunity to learn by doing, rather than justlisgening and performing meaningless tasks
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which are often decontextualised, hence unreahémt Since effective learning is acquired

via active behaviour, it becomes memorable becalse personalised, relevant to the

learners’ own life and experiences, thus, pertitetie real world.

To attain learner-centred learning, teacherkile planning their teaching material,

should:

a) ask not tell: they should elicit information, ideas, and ansmeom the learners. The

latter have knowledge and experiences of life, &dl ws language which can
efficiently contribute in their learning processhelmore they contribute, the more
they are likely to remember. “l hear and | fordetee and | remember, but | do and
| understand” referring to the above quotation, ocaa say that understanding go
imperatively by doing.

b) focus on learners’ experience and interestsf teacherssimply stick at the textbook

C)

d)

f)

materials, learners may lose interest in learnifef, the adaptation of the teaching
material to comply with learners’ interests is regd to attain the prescribed goals.
focus on communication rather than accuracy the main objective for learners’
learning a foreign language is to be able to comoat@ with other speakers of the
target language. Learners, therefore, need oppbesiho practise and communicate
in English without constant fear of making mistakes
devise open-ended tasksopen-ended tasks accept more than one answeikeUnl
grammar-based tasks, which are either right or grand test one skill at a time,
open-ended tasks —based are wider, in their fondsirasolve a variety of language
skills.
increase exposure to English languagéhe recurrent use of authentic documents can
ensure learners’ practices and enhance their lgarbhearners may be assigned to deal
with homework individually, in pairs or groups rasehes undertaken using school or
extra-school resources such as library, Interndtsanon.
focus on learners’ self-confidenceTeachers’ role in instilling self-confidence imefr
learners is paramount as learners tend to belidwa their teachers think of them.
When a teacher holds each of his learners in feghrd and believes that all of them
are capable of performing at a high academic standi@arners begin to believe that
by themselves.
Besides, teachers need to create classroom enwrdanthat foster confidence-

building skills; such as, allowing learners to p&g in a talent show or a presentation
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on a special skill they have. If learners are gitrenopportunity to show their positive
side, they could acquire self-confidence.

Learners’ self-confidence can affect learning, ilearners who have a high level of
self-confidence perform better academically anavéhunder challenging conditions
from them a way to become better learners. Hautigconfidence allows learners to

share ideas with their peers more easily than thwbgelack self-confidence.

1.17. The Project Work

The project work is an instructional method thahteatualises learning by presenting
learners with problems to solve or products to tgvend achieve. For instance, learners
research adult education resources in their schoeixtra school community and design a
handbook , a leaflet, a poster and other mateigashare with their classmates, or they might
interview school managers and then create a bashgraapping the school-managers’
responses to inquire about learners’ results. Tioge@ work is an appropriate way to
integrating knowledge, skills and attitudes in +i#fel situations outside the classroom (Fried-
Booth, 2002:6). If properly implemented, the proj@mrk enhances learners’ interactive,
interpretive and productive competencies, buildsthgir metacognitive competencies and
enables them engage in intellectual activities.aBee of the organisational and procedural
aspects of the project, competencies and skillgldpveven among those struggling and low
levelled learners. Within the group work integmalthe project, learners’ individual strengths
and their learning preferences reinforce the warkhe team as a whole (Lawrence, A.
1997:1-9).

1.17.1. Definition of the Project Work

The project work is regarded by all its acltes as:
Not a replacement for other teaching methods,” fatiher as, “an approach to learning
which complements mainstream methods and whichbeansed with almost all ages,

levels and abilities of students. (Haines 1989: 1)

It is viewed by most of its advocates thdtinctions as a bridge between using English

vitro and using itn vivo. Papandreou defines the project as:

An approach in which indirect teaching is employadd evaluation focuses upon the
process as well as the product of the studentskyWt994:41)

Fried-Booth recognizes project work as:
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A student-centred activignd specifieswhat makes the project work so worthwhile is the

route to achieving such end product. (1997:6)

Legutke and Thomas (1991:214) (gtd in Slater 20W%):tonsider that the use of the project
work in classeséstablishes a direct link between language learming its applicatiori For

Willis, the project work:

Involves pairs and groups of learners in some kihtteer creative work. They also tend
to have more stages than other tasks, and invabwebmations of task types: listing,

ordering and sorting, comparing and problem-solvin@ut-of-class research is

sometimes needed. Organisational skills and teank-ae important in getting the task

done. The outcome can be appreciated by a wideleaod that students who produced
it. (1996:27)

Referring to the above definitions, one can say tha project work is one practical
method of approaching learning that complies withlevels and abilities. It generally
requires groups of learners working together, restimg and transferring school acquisitions
SO as to realize common end products that are puh® same foot as the process that is

conducted to their attainment.

1.17.2. Characteristics and Types of the Project W

Different from other learning devicesg hroject work has some distinctive features. In
this respect, researchers state that project wonkhasizes learners’ contribution and
responsibility (Stoller 1997:4). It is learner-cett even though teacher’s scaffolding and
guidance are necessary. Still, project work hingegroup effort, establishing a trusting and
cooperative relationship in order to embark on Bffedged project. Thus, it seeks the
instillation of social skills among learners. Theojpct work engages learners in
communication tasks, data processing and helpstimgeahe appropriate classroom
environment, which results in learners’ motivatiogrease, self-confidence and self-esteem

build up, and autonomy.

The project work development necessitatesries of steps to materialize properly. In

fact, several techniques have been suggested.téltarSten steps are proposed:

1. Learners and teacher agree on a theme.
2. Learners and teacher determine the final outcorhey tconsider the nature of the

project, its objectives, and the way it will be ogjed.
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3. Learners and teacher structure the project. At gtége, learners should ask:

a) What information is needed to complete the project?

b) How can the information be obtained?

¢) How will the information, once gathered, be conpiad analysed?

d) What does each member of the group play in thaigeolof the project?

e) What time line will the learners follow from theuging point to the end?
4. Teacher prepares the learners for the language aelsi@f information gathering. If
the learners are required to write a letter, fosiance, the teacher can introduce letter
formatting convention, and audience consideratiansluding the levels of formality
and word choice.
5. Learners gather information.
6. Teacher prepares the learners for the language adelmaf compiling, and analysing
data.
7. Learners compile and analyse information; in ong/whey weigh the collected data.
8. Teacher prepares learners for the demands of theninating activity: the teacher
helps the learners succeed into the final prodoodbugh some class activities; such as,
editing and revising written report.
9. Learners present the final product.
10.Learners evaluate the project: they reflect on ¢batent they learned about the topic
covered, the steps they followed to reach the fingbut, how effective their product is,

and whether they will bring some changes next t{d@#97:7-9)

Also Harmer (2001:79-80) sets the following sieps for teachers and learners alike so as

to sort out a project:

1. Learners and teachers agree on a project topianddfs objectives and how data will
be gathered. Timescale of the project and the stageyo through are also debated at this
stage.

2. Learners get involved in data gathering from ddfg sources, ranging from
encyclopaedias, to the Internet, to books, or bgmaef questionnaires and interviews.
Other sources can also be used.

Learners plan how the end product will be set out.
Learners draft and edit their work. They determivigether the rough written form can
take a final form, and what corrections can impreweat they have produced.

5. Learners sort out a final version which can be ectéd by teachers to be exhibited in
school libraries, or exchanged with other classestks..

6. Teachers are consulted to provide any help or guidaf ever learners need it.
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Considering that project work is assignetiedent definitions, it can also take different

forms depending on the syllabus objectives, cowgspectations, learners’ proficiency,

students’ interests, time constraints, and matexiailability (Stoller 1997:4).

Projects are classified in terms of sevéaators: first, teacher’'s involvement in the

organisation of the projects, second, data cotlectechniques and sources of information,

third, their relation to the real world concernsydafourth, in terms of reporting that

information.

First, Henry 1994 (cited in Stoller 1997idgntifies three types of projects different with

regard to teacher’s involvement in project work:

1) Structured projects are specified by the teachderms of topic, materials, methodology, and

presentation.

2) Unstructured projects are largely defined by leamhemselves.

3) Semi-structured projects are defined in parts laghers, and in parts by the learners.

Second, Haines (1989:1) categorizes four types@éegts in connection with the used

ways to gather information:

1)

2)

3)

4)

Research projects engender the collection of dasa lirary research or other text
projects.

Correspondence projects necessitate communicatidth vndividuals to demand
information by means of electronic mails, lettéaxes, or phone calls.

Survey projects require the design of a surveyunstnt and then gathering and analysing
data from informants.

Encounter projects entail a face to face interactwith guest speakers, individuals outside

school

Third, the data, learners collect, neetldaeported to an audience. Projects at this level

are also classified by Haines as:

1)

2)
3)

To

Production projects related to the creation of apguct that can be a video, a written
report, a radio programme, brochures, or letters.

Performance projects can involve an oral performgrar theatrical performances.
Organisational projects can comprise the planningdaformation of a club, or a
conversation table(lbid: 1)

ensure learners’ learning continuum, neoimg and assessment of the production,

projects should be preserved for future use ammosultation. The portfolio can be used to
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keep record of the learners’ achievements to bateddas language learning continues by

adding to and taking away pieces of work. The ptidfuse can:

a) enhance learners’ motivation by providing somethpggsonal and tangible, which
they can build up and develop over the course.

b) help learners to reflect on their own learning.

c) lead to greater learner autonomy since they invobadf-assessment, learner’s

responsibility and parents’ involvement. (European Language Portfolio 2000:3)

1.18. The Portfolio
1.18.1. Definition of the portfolio

Recent changes in education policy, whicts pauch emphasis on teacher’s involvement
in designing curriculum and assessing learnerse ladso been an impetus to increased use of
portfolios. Portfolios are collections of learnerwork representing a selection of
performance. Portfolios in classrooms today arévddrfrom the visual and performing arts
tradition in which they serve to showcase artisistomplishments and personally favoured
works. A portfolio may be a folder containing lears best pieces and the regular evaluation

of the strengths and weaknesses of the pieces.

1.18.2. Advantages of the Portfolio

More teachers have recently begun using @a# in all curricular areas. They are used
as a support to the new instructional approaclegsetinphasise learner’s role in competencies
construction and teacher’s role in promoting leagniFor instance, in writing instruction,
portfolios can be used to illustrate the rangessignments, goals, and audiences for which a
learner produces the written material. Besidegf@ars can serve as a record of the activities
undertaken over time in the development of writfgonducts. They can also be used to
support cooperative teaming by offering an oppatyuior learners to share and comment on
each other work (learner-learner assessment). 8gsttley can help show the growth and
provide teachers, learners and parents with evalehthe learner’'s improvement.

Portfolios are valued as an assessment t@aluse, as representations of classroom based
performance, they can be fully integrated into toericulum. Unlike separate tests, they

supplement rather than take time away from inswactMoreover, many teachers, educators
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and researchers believe that portfolio assessraeatsiore effective than ‘old-style’ tests for

measuring academic skills and informing instituéibdecisions.

1.18.3. Types of the Portfolios

As more and more teachers use portfolios, theyeasingly recognise that the process has
the power to transform learning. Nowadays, thre@ntgpes of portfolios are used: working
portfolios, display portfolios and assessment pads.

1.18.3.1. Working Portfolios

The working portfolio is so named because i iproject “in the works” containing work
in progress as well as finished samples of workettves as “holding tank” for work that may
be selected later for more permanent assessmesy.ri@y also be used to diagnose learners’

needs.

1.18.3.2. Display Portfolios

Probably the most rewarding use of the lkelaportfolio is the display of the learners’
best work, the work that makes them proud. Learraersvell as their teachers, become most
committed to this process when they experiencejdireof exhibiting their best work and
interpreting its meaning. The pride and sense ob@aplishment that learners feel make the
effort well worthwhile and contribute to a cultuiee learning in the classroom.

The purpose of the display portfolio is tmbnstrate the highest level of achievement
attained by the learners.

1.18.3.3. Assessment Portfolios
The main function of an assessment portfaioto document what a learner has
effectively learnt. The content of the curriculutinen, will determine what learners select for
their portfolios. Their reflective comments willdas on the extent to which they believe the
portfolios entries demonstrate their mastery ofdimgiculum objectives.
The most important purpose of an assessmortfolio is to document learners’
learning on specific curriculum outcomes. Yet, egshes (Dekelelaere 2007:796 & Moon

1999:96) that documented students’ attitude towpaigolios and their use show that:

Students are often reluctant to deeply engage infgd@ assignments, as they are

considered to be a time-consuming administrativelén. (Dekelelaere 2007:796)
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1.19. Conclusion

This introductory chapter presents a su¢@nerview of the different approaches which
have been progressively implemented in the eduwatisystem throughout the history of
language teaching methods and approaches. Thisatlite synopsis reveals that all
approaches, which have dominated education siredate 1800s, can be broadly grouped
under three main theories, namely behaviourismpitegm and socio/constructivism. The
first theory supporters (behaviourism) believe tlearning is a relatively permanent change
in behaviour as the result of experience. This ghads always observable. The second theory
followers (cognitivism) consider that learning rigsufrom organising and processing
information effectively. Thus, cognitivism involvéise study of the mental processes such as
sensation, perception, attention, encoding and mentanally, the advocates of the third
theory (socio/constructivism) hold that learnerddactively knowledge and understanding
by synthesising the already possessed knowleddeneiv information.

The socio-constructivist theory, compristhg CBA has been subject to a more focus,

namely the presentation of its major objectives amaciples of a general viewpoint.

86



Part |

Chapter Ill: The Competency-Based Approach in the Agerian Educational

Context
a1 oo [ o 1] o R PP PPPPPPPPRRTRTRN 89
[I.1. Objectives of EFL in the Algerian Educational System.............coouvviiiiiiiiiniiieeieininene, 90
[1.2. Context and Implementation of the CBA..........coo i 91
[1.2.1.Competencies and Objectives of the CBA for 4 AM La&ers...........ccccevvvvnnnnne 93
[1.2.1.1. Disciplinary Competencies Targebg the CBA...........oovviiiiiiiiiiiiee e, 93
[1.2.1.1.1. Competency 1: Interactingily.............oouvueimmiiiiiiiiee e 93
[1.2.1.1.2. Competency 2: Interpret@al and Written Messages..................... 94.
11.2.1.1.3. Competency 3: Producingl@rad Written Messages...........cccceeeeeeimn 94.
[1.2.1.2. Objectives Of the CBA........uecie e e e 95
[1.2.1.2.1. LiNQUIStIC ODJECHIVES. coe e 95
[1.2.1.2.2. Methodological ObJeCHIVES.............iiiiiiiiiee e 95
[1.2.1.2.3. Cultural ODJECHVES. ..cceeeiieeiiiiiiceie e 96
[1.3. English Language among other SUDJECES.......coouuuiiiiiiiiii e 97
[1.4. Fourth Year SYllabus...........oooii e Q8.
[1.5. FOurth Year TeXtDOOK..... ..ot 99
[1.6. Algerian English Framework for 4 AM l€arNers........ccccoeeeeeiiiiiiiiiiiiciee e 99
[1.6.1. Algerian English Framework Vertical We...............ccooiiiiiiiiiiiii e 100
[1.6.2. Algerian English Framework HorizontaleW...............ccccovviiiiiiiiineeee 100
[1.6.3. 4 AM Learners’ Entry Profile.........cc.oooviriiiiiiiiiici e 100
[1.6.3.1. Oral Interaction COMPELENCY.......cccvviiiriiiiiiiiiiiia e e e e e e e e e e e ee e eeeeeeeeeeeanennns 101
[1.6.3.2. Interpretive Listening COMPELENCY.......cuuuuuuruiiiiiiieeeeeeeeeeeeeeeeieeeeeeeeeeeieees 101
[1.6.3.3. Interpretive Reading COMPELENCY ... ciiiiiieeeeeeiieeeeeieeiiiiii s 102
[1.6.3.4. Productive Writing COMPELENCYumeverrrrerrrrirnniiiiiieeeeeeeeseeesseseeeeeneeeennnnnn 103
[1.6.3.5. Productive Speaking COMPEteNCY.........cccvvrrrrruiiiiiiiiieeeeeeeeeeeieeeeeeeeeeeeee, 103
[1.6.3.6. LINQUISTIC COMPELENCY......ottmeeieeiiiiiiiiiiiiiiiiieaa s e e e e e e e e e e e e eeeeeeeeeeeeeeeseeeennnnn 104
[1.6.4. 4 AM Learners EXit Profile........cc e 105
[1.6.4.1. Oral Interaction COMPELENCY.......ccevviirieiiiiiiiiiee e e e e e e e e e e e e e e eeeeeeeeeeeeeaennnns 105

87



11.6.4.2. Interpretive Listening COMPEtENCY........cuuuvuuuiiiiiiiieeeeeeeeeeeeeeeeeeeeeeeeeeeeeens 106

[1.6.4.3. Interpretive Reading COMPELENCY ... .ciiieieeeeeeeiiieeeiieiiiiiiii s 107
[1.6.4.4. Productive WItiNg COMPEIENCY . citerieiirrruniniaaaaeeaeeeeeeeeeeeeeeeneeeeeeeeeeenn 108
11.6.4.5. Productive Speaking COMPEENCY.........ccuvvvrrrruiiiiiiiiieeeeeeeeeeeieeeeeeeaeeeeee 109
[1.6.4.6. LiINQUISIC COMPELENCY......oeueeeieeieiiiiieiiiiiiiiiies s s e e e e e e e e e eeeeeeeeeeeeeeeeeeennnnnnnnn 110
L1 7. CONCIUSION. ... ettt e e e e e e e e e e eeeeeaaeeeees 111

88



Part |

Chapter Ill: The CBA in the Algerian Educational Context
Introduction

English is assigned the status of seé¢oreign language in Algeria. Prior to 2002, the
English language was introduced iPf Year in the former fundamental school (8 AF), thus
learners studied it for two years (8AF and 9 AFut B'om 2003 Algerian middle school
learners started studying English in tifeygar at the middle school level. So, they studrit
four years. In some regions, especially in Bejaid @izi-ouzou, Algerian pupils learn three
languages before they deal with English (i.e. Acabrench and Tamazight).

Foreign languages were not neglecte@dacation reforms because the Algerian
decision makers see the teaching of foreign langsia@l.e. particularly French and

English...etc) as a clue to:

a) Communicate with different parts of the world.

b) Have access to modern sciences and technologies.

c) Encourage pupils to develop creativity in its umsad dimensions.

d) Make pupils autonomous in exploring and exploitimgterials having a
relation with their field of study, and be prepardd successful

examinations.

Generally speaking, the major goal behiraiéng English or any other foreign language
in Algeria is to equip learners with a set of cotepeies which enable them to use the foreign
language in communication. By doing so, the learsge encouraged to share and acquire
ideas and experiences in the field of scienceyueiind civilization.

It is only recently that the Algerian textdsodesigners have found new excitement and
confidence in adopting the CBA with which they strdearners’ competencies to establish a
way between what is acquired at school and itsinseontextual and realistic situations

outside the classroom.

Now, due to the fact that the particigaate fourth year learners it is important to

focus upon teaching/learning English to tffeyéar middle school learners.
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[I.1. Objectives of EFL in the Algerian Educational System

Being aware of the importance of Foreign Languagmarhing, especially English,

Algerian officials have integrated it in the cuuiem in all schools of the country. The aim

behind learning English is:

English language teaching in our country has totdbaote to the development of the
Algerian learner in all dimensions. Among whatdivacates is the value of openness on
the world, with respect to the self and the othesswell as the tolerance required in a
society that tends towards globalization. (Engliphogramme for Middle school,
2002:47)

The general goal states that middle scheatnlers should be able to communicate in

various forms. Therefore, four main categoriestgéctives can be mentioned:

a) Educational objectives: To consolidate and devdegrners’ knowledge and the

b)

capacities already acquired so as to create arrommvent in which they develop
positive attitudes towards learning English andabke to use the necessary tools to
pursue their studies.

Socio-cultural objectives: To stimulate the curipf the learners and contribute to
their discovery of the different civilisations amdltures conveyed by the English
language.

Methodological objectives: To provide learners vatitonomous learning strategies in
order to enlarge their knowledge and reinforcerthre@ntal and intellectual capacities

such as analysing, synthesising and evaluatingi¢frpertinent activities.

By integrating English in the curriculum, &lgan officials aim at reinforcing its socio-

cultural and educational environment so as to galacational, cultural, economical and

technological benefits to the country. To illustrétis, Nait Brahim states that:

English has become the privileged means for intnal communication and business
and stands as a prerequisite in the world of reskaand scholarship. Besides its
linguistic aim, English Language Teaching claimsiritroduce students to a foreign
culture, a different way of apprehending life asrtpaf the students’ intellectual
instruction basic to a university education. It aldrings students to engage in
intercultural and cultural encounters to enrich thienowledge and promote their human
gualities of tolerance and respect for others. (280

The teaching of English in the Algerian smisohas primarily an educational function

where the system is aiming towards a multilinguadifpon so that all educated people would
have a good command of English. It is also taughtspecific purposes (ESP) where basic

linguistic aspects such as specialized vocabulaey iatroduced to make English more
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relevant with the learners’ need of scientific ilethat can be met across different scientific

and technical fields and variety of topics and taem

Algerian learners learn English for differamtasons. Broughton refers to the latter as
instrumental motivation and states that:
[...] the learner who deliberately sets out to ledemglish has a clear instrumental

intention: he wants to visit England, to be ablecommunicate with English-speaking
tourists or friends, to be able to read Englistbwoks and newspapers. (1978:7)

This is the least thing learners are expetdie able to perform, mainly because their use

of English is merely limited to the classroom.

[I.2. Context and Implementation of the CBA
Several major challenges condition th@nref of the Algerian school: some are of an

internal nature and others of an external dfjelf is a question of improving the relevance of
teaching/learning in regard to the needs of todaygerian society. It is also a question of
making it possible for the school to increase thmlity of its education system while
increasing its equity. Moreover, these challengessist in increasing the external
effectiveness of this education system while maké&agners able to meet the multiple needs
in a worldwide environment. While realizing the uffsciency of this education system,
which, in fact, focuses on the transmission of khews to be learned by heart for a mere
preparation for the day of the examination, haedlgwing learners to manage in situations of
everyday life, the Ministry of National Educatiomok the decision to adopt a new approach
which is mainly based on socio-constructivism. Ndasgs, school is perfectly able to produce
learners who acquire knowledge during several yéatsvho are unable to use it in everyday
life.

a) They can decipher a text without being able toesdig essence to be able to act

consequently.

[*°] Adapted from “action plan of the implementatiohthe reform of the education system ". Ministrfy o
National Education, October 2003.
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b) They learn grammar, the conjugation, but are untbf@oduce a short paragraph in a
coherent way in every day’s life.

c) They can carry out an addition or a subtractior,viloen they are confronted with a
problem of the everyday life, they do not knowtifd necessary to use a subtraction

or an addition, etc.

It is a serious problem for the societiyice it has to devote a significant financial
effort for the education of all these learners. aj number of them leave school without

being able to use what they learned in an effeatiag.

This is why people in charge of the Alge educational system consider it necessary
to adapt the programmes of the Middle school edredt’] complying with new universal
criteria. The goal of the 21century education is supposed to enable the learne

To learn how to read, write and calculate, not oimyitro, but to be able to face situations of

everyday life; to be able to write a receipt, amaice, a letter of thanks, condolences, to be
able to defend their rights, to be able to weigkasure... (Programme d’anglais 2002: 52)

Or as it is stated by Carl Rogers

We are faced with an entirely new situation whéedoal of education, if we are to survive,

is the facilitation of change and learning. Theyonian who is educated is the man who has
learned how to adapt and change; the man who hakzesl that no knowledge is secure,

that only the process of seeking knowledge givesses for security. Changingness, reliance

on process rather than upon static knowledge isathly thing that makes any sense as a
goal for education in the modern world. (1983:120)

The OBA had the enormous merit to put,the first time, the learner at the centre of
education syllabi concerns: the objectives shoaldomger be summarized in a mere list of
contents brought by the teacher, but it should isbio$ the knows, of the know-how-to-do as
well as know-how-to-be that are to be built andcheal by learners themselves within

teacher’s plain scaffolding.

Unfortunately, we realized an importdimhitation of OBA: the objectives are
numerous and are broken up, learners learn fromptaees, without understanding the

meanings, and without noticing their link with eyaay life.

[?% It seems that the era of basic education syssetnpleted.
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The limitations of OBA gave rise to timeplementation of the CBA, which should by
no ways deny the importance and the contributidrthie pedagogy known as OBA, but on
the contrary the CBA will continue to rely on tluise and will enrich it.

[1.2.1. Competencies and Objectives of the CBA fot AM Learners

The # year English syllabus begins with an introducttbat explains the goals of
English language teaching as set by the MNE. Amdtabove the aim of these goals is to
supply 4th year middle school learners with theessary pedagogical tools to promote

learning.

The syllabus is based on the CBA whichsaat helping the learners to give sense to
their learning by making them acquire intellecti@mpetencies and develop various
processes that are necessary to the assimilatidnthen use of their knowledge. Also, it
teaches the learners how to re-invest/transfekiioaviedge acquired at school in problem-
situations they may face in real life or in theestdisciplines.

[1.2.1.1. Disciplinary competencies targeted by th€BA

With regard to the learners, who have just stadathing English as a second foreign
language, the final objective is to make them aeqtine communicative competence by
means of various linguistic activities concernedhwine reception (listening and reading
comprehension), the production (oral or writtenresgion), the interaction or the mediation.
Each one of these types of activities is suitabled carried out either by means of the oral
examination, or written or both oral examinationd anritten. The new approach, CBA,
targets three distinct but inseparable competerneiesh we will try to approach thoroughly
below.

[1.2.1.1.1. Competency 1: interacting oraj

The 4 AM learners are conducted to intenaaturrent school situations by privileging
the verbal or non verbal language. By using a eklborated verbal language, they will thus
be able to adapt to the reactions of their addegdeeexpress their needs and to formulate in a
more precise way the requests, for example, vesbalhile posing and answering the
qguestions, by asking for explanations, clarificaip assistance, by expressing their
agreements or disagreements, etc., and non-vérpakpressing their astonishment, surprise,
pleasure, incomprehension, etc. They can also stadwl and satisfy the requests of the

others, transmit messages and maintain the oeabiction.
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1.2.1.1.2. Competency 2: interpreting autherit oral and/or written documents ]

The 4 AM learners are conducted to exhih&r comprehension via oral or written
reformulation of various types of more complex autic texts, prose, songs, tales, comic
strips, notes, forms, etc., they are also led, uidino manipulation, plays, collection of
information, etc, to further expand and discoveneotaspects of the English Speaking
countries cultures. Undoubtedly, non-native leash@rogress in understanding is due to
increasing cultural knowledge, particularly in terof a better understanding of the implicit
cultural aspects inherent in all types of discosirbetween native speakers. Therefore,
progression in the recognition of the sounds, foal ccomprehension, and linguistic
acquisition, for written comprehension, must beardgd as necessary capacities without
losing sight of the fact that they constitute comgrats of the entire process. This competency
is concretized by the means of reaction to thealisext by using the suitable strategies:
selective, global, detailed, verbal and nonverbgiression, putting forward hypotheses,

establishing a link between the document and thés’s lived facts and so on.

11.2.1.1.3. Competency 3: producing oralrad written messages

The 4AM learners are led to produce nedaborated, coherent and relevant messages.
These productions become increasingly varied, asngly long and less and less guided,
although not free of misspelling, punctuation arnhtax mistakes. They become more
autonomous, especially when writing; to state tite@as, to order them, for example, to write
a letter to ask for and give pieces of advice (Opage 23), to describe a dish (OTM page
31), to write a report on the learner’s learninggsession (OTM page 45), to take notes on a
diary (OTM page 49), to write a charter of 10 lamisich protect wild animals (OTM page
53), etc. For these productions of oral and writktatements, the learner makes use of
processes of compensation periphrasis/circumlagsitioparaphrase, substitutions, and
equivalents...as well for the logical articulatorstbé language: coordination, comparison,
contrast, cause, purpose, consequence, hypotbesdifion, etc.

Developed in synergy, the three compeétsnare always complementary and
interdependent. They are still articulated arounel first competency “to interact orally”.

However, at this stage of their learning, the fAM learners must concentrate their efforts on

[*"] By authentic document we mean "any document whiels created for other ends than the teaching of a
foreign language ", cf. ABE et al.. Teaching minetst 1979. CRAPEL.

94



the third competency which enables them to prodooee complex and diversified oral and

written messages.

All'in all, the utmost goal is to trairal@mers who will be ‘competent’ and ‘skilled’, able
to select, adapt...their discourse, attitudes acogrdo the requirements of the situations.
Wenden states that:

‘Successful’ or ‘expert’ or ‘intelligent’ learnerbave learned how to learn. They have
acquired the learning strategies, the knowledgeuabearning, and the attitudes that

enable them to use these skills and knowledge daonily, flexibly, appropriately and
independently of a teacher. Therefore, they arermunous. (1991:15)

[1.2.1.2. Objectives of the CBA for 4 AM Learners

[1.2.1.2.1. Linguistic Objectives--Knows

The initial objective of the CBAs to equip the 4AM learners with tools (declarativ
knows) enabling them to continue their cycle ofdsts and their learning of the language, to
ease for them the construction of fundamental knaswvgh enable them to exceed this state
by deepening, widening, modifying, complicatingateising what they learned before. It is
obvious that the learners’ meta-linguistic reflentis primarily fed by the knows (linguistic,
referential, pragmatic, conceptual...) which argetelent on the perfect mastery of the
mother tongue. The declarative memory is the reseof facts of which we are informed and
knowledge which we constructed. According to Andarsit is necessary to distinguish
between:“The declarative memory and the procedural memohyctv contain the rules of
action controlling the know-how-to-do.” (1982:369)

11.2.1.2.2. Methodological Objectives-Know-how-to-do (Skills)

The second objective aims at promoting 4@/ learners’ learning strategies which
target autonomy enabling them to deepen, develabimerease their knowledge, i.e. the
procedural knows enhancement: to plan, formula r@flect on their own learning. To
develop in them working and thinking methods relate organization, coherence, relevance,
etc. so as to enable them acquire strategies dfegalluation and easy access to the
exploitation of various documents. Also, foreigmdaage learning is characterized by the
procedural learning without which the knowledge ra@nbe transmitted directly by the
teacher, and be merely added to the already existie, but must be rebuilt by the learners

themselves by means of many experiments. Indeedyeheral principle of the acquisition of
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any know-how-to-do is that of the learning by thmqgtice Tearning by doing” (Dewey
1975:175) fz] supplemented by the conceptualization, i.e., dbdity to reflect on the
practices.

At the initial stage, the learners buildracedural rule starting from a unit of declarativ
knows and using general procedures for problemisplsituations, such as inference and the
analogy. They carry out an action in conformityhwihe goal which they set in advance. To
do this, the learners call certainly upon declaeatiatabase stored in memory which is not

simply activated but reinterpreted to rebuild agedural rule adapted to the new situations.

[1.2.1.2.3. Cultural Objectives-Know-how-to-be (Attitudes)

The third objective is meant to contribute to 4AMainers’ open-mindedness by
exposing them to a variety of English speaking taoes civilisations and cultures, for
example, the food habits on page 28, the educatayséem in the United States on page 77,
India from the cultural and religious points ofwieon page 101, Australia and its heritage on
page 128-129. This know-how-to-be enables the é&arto adopt attitudes of tolerance and
respect with regard to the cultures of others whitehoring themselves more in their own
system of convictions. In other words, the learmatst be capable of taking some distance,
remembering that they are themselves structuretthddy environment, their education, their
history and their cultural universe; their culturdéntity should in no case be threatened or
devalued. In fact, they learn how to co-exist mircreasingly globalized environment such
as ours that requires the acquisition of compeésnand values, allowing all human beings to
live in a context which is strongly marked by a vidnge of cultural and linguistic diversity.
This diversity does not characterize only thoseet@s we regarded formerly as remote, it is
part of our daily activities, since in our home tite is full of what is different and otherness.
This phenomenon is due, on the one hand, to tlreasimg prevalence of new information
and communication technologies (ICTs) which enaldgo establish contact with world of
different cultures and languages, and, on the rathe, to the population displacements, also
increasing, individuals coming from other areas emahtries.

The CBA aims at connecting the school aegliearning to contexts of a variety of use
and meaning which will make them viable and duralileleed, while helping the learner to
give sense to his learning, it makes him acquitellectual competences and develop various

necessary processes to the assimilation and thefukeowledge. It also enables him to

[22] The training requires an interaction between leaane the object for leaning. (Dewey 1975:175)
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realize the resources which he develops and, tkams how to reinvest the knows acquired
at the school in problem solving situations meidasand outside it. As it was explicitly
stated by Finochiaro and Brumfit:

The first assumption is that we are concerned & dlassroom with language use, not

language knowledge; the second is the view thaleas language most effectively by
using it in realistic situations. (1983:90)

Acquiring cultural competency is a grddpebcess, as an awareness of the different
cultural characteristics of the English speakinglekoThis is to arouse students’ curiosity
about cultural facts and the desire to understaidspeak the target language. Thus, cultural
and language skills are closely intertwined ancdived in the learning process. The very
meaning of certain terms in the lexicon, for exampln be understood thoroughly if, at the
same time, are taken into account their context emohotations, which will be made
available to students by teachers. Otherwise, éarmay ignore the specific communicative
codes of the speaking countries they are learnogita This awareness must focus not only
on knowledge of verbal codes, but also the recagniof nonverbal codes (gestures,
intonation, etc.).

Then, the selected teaching materialsjegtahrough a programmed approach, must

meet two criteria: language and culture.

[1.3. English language among other subjects

Altogether with other school subjects (AcabMathematics, Science, as well as
Geography and History); the teaching of Englishesoming part of the curriculum. English
is a means of efficient acquisition of knowledgatthearners need, especially for further
studies. Yet, it differs from other school subjectshat it is new and foreign and requires
much effort from the teachers’ and learners’ sidetively more demanding than the other
subjects which are taught in Arabic, the mothegtenof the learners. This means that they
learn knowledge with already acquired language lff&)a and thus they may confront no
difficulties. “Mathematics, for example, is learnt not acquir@dule 1991:151), yet in the
case of English, learners are still learning theabwlary, grammar and phonology to acquire
this language, besides they have to learn it thraugontext to ensure its acquisition. This
means that learners are initiated to learning teeas and cultural meanings of the English
language which are different from the ones of tleghmr tongue. In fact, English language is
learnt in the classroom, in a social, cultural &induistic context which differs enormously

from the ones of the learners’ environment.
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[...] foreign language learning has a significant iagb on the social being of the learner,
since it involves the adoption of new social anltucal behaviours ways of thinking.

Thanasoulas 2002:7

[1.4. Fourth Year Syllabus

In agreement with general objectives set to thehieg and learning English subject in
the Algerian educational system, and in order $poad to both teachers’ and learners’ needs,
a new syllabus was needed to organise and gradeethaf works that includes lessons and
activities. Richards and Schmidt defines the sytahs the content of a course of instruction
and the order in which they are to be taught.” (2(882)

The newly designed syllabus for 4AM learnemplies with the curriculum issued by the
Ministry of Education in May 2003. It is a contirtican of the procedures used in the first,

second and third year syllabuses based on the CBA.

This new model of programme elaboration déssri education with regard to the
development of competencies. The method, keepirtg thie new educational paradigm,
invites practitioners to work in a more integratadhion. Unlike prior programmes, within
the CBA, the emphasis is put on the integratiorithef knows, know-how and attitudes to
carry out tasks. As it is highlighted by Louis Rala

In an approach based on competencies, attentiorisocused on contents external to
the individual, but on an integration by the indiwval of knowledge (theoretical and
practical), know-how and attitudes needed to acd@mpcomplex tasks which have

meaning for students and are necessary for thdisfeatory adaptation to adult life.
(1999:22)

On the Move consists of six files, each one coimgia theme. The titles of these files are

as follows:

It is my Treat, dealing with the themeedod and Drink

You can do it, dealing with the theme®@itizenship- Sustainable Development
Great Expectations, dealing with the them@&ebple and Places

Then and Now, dealing with the themetifstoms and Mores

Dreams, Dreams..., dealing with the them&aftural Exchanges

L S o

Facts and Fiction, dealing with the themeAafs and Science

These themes, included in the textbooki@ige covered in 6 hours each. Every file

is split up into three main sections entitled aedatibed as follows:
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1) Language Learning is devoted to functions, grammar, words and seuyfidguistic
Competency)

2) Skills building: is meant to focus on interactive, interpretived aproductive
competencies, i.e., listening, speaking, readirgvarniting.

3) Social Skills: is devoted to the project the learners are exgetdeattain as an

outcome of what has been learned during the file.

[1.5. Fourth Year Textbook
Middle school teachers are using On the Move te#bwhich is designed to reflect the
methods that the designers see as adequate. Hadolitaims that:

The selection of materials is the most importarigien that a language teacher has to
make, because these materials are not just tobéy; express the aims, and methods of
the particular teaching/learning situation. (1987)3

The textbook,On the Move is designed for the learners in the fourth forfimmuaddle
education, who have already dealt with SpotligBtand 3. It is accredited by the Ministry of
National Education and contains 192 pages. It petdo be a valuable aid for teachers who
are expected to exploit its content positively lelesting the suitable activities they view of
much importance.

Our ambition has been to design a pleasant andbilexesource book from which
teachers will pick up or leave aside activities eleging on their teaching schemes and
on their students’ capacities. (Riche 2005: VII)
The textbook comprises texts, dialogues and atyasfematerials to illustrate a range of
uses of English. The analysis of this textbook wsflbw us its compliance or incompliance

with the principles and objectives of the CBA.

[1.6. Algerian English Framework for 4 AM learners

The Algerian Educational framework (AEB organised around competencies to
correspond to the Common European Framework ofrBede % (2001), but have been
adapted to reflect the Algerian Middle school cehtdhey correspond to levels Al, A2
(basic language user) and B1 (independent langusee in the CEFR. The leap from being a
basic language user (A2) to an independent langusge (B1) is significant thus important
time duration is devoted to the attainment of thiel. Then, MS1 corresponds to level Al,
MS2 corresponds to level A2, MS3 corresponds tell&2+, and MS4 corresponds to level
B1.

[?¥) Common European Framework of Reference
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The AEF enables the user to see two views of thecalum, one vertical, by the year,

and one horizontal, over the year.

11.6.1. AEF Vertical View
The vertical view is an overall view of laarg targets by competencies for a particular
grade level. The competencies are categorized @iocpio
a) Interaction (speaking)
b) Interpretive Listening
c) Interpretive Reading
d) Productive writing
e) Productive speaking

f) Linguistic Competency

The learning targets for the competencieseapessed in terms of what the learners can
do by the end of the year, with respect to the «kioidtopics and breadth of language they can
use. For speaking and writing, the learning targetkide the functions learners can do, and

reading and writing, include the genres the learcan read, listen to or write.

11.6.2. AEF Horizontal View

The AEF also allows one to view learners’ exprespeajress through each of the
competencies over the course of four years of Ehghstruction. The competency of each
year articulates with the previous year by buildimgand expanding what has been attained in
that year. Learners expand and deepen their compeseover the four years of study,
moving from a focus on self and the local commuiityhe earlier years, to a focus on the

larger community and the world later on.

11.6.3. 4 AM Learners’ Entry Profile

The entry profile describes what 4 AM learners sthdmow and be able to do when they
start their fourth year of middle school with resp® speaking, listening, reading, writing
and grammar in English. The entry profile is expegsin terms of competencies: what
learners can do as speaking in interactions iniimgas listeners to and readers of English
and as producers of written and oral English texssyvell as their competency in grammar,
vocabulary and pronunciation. The middle schoolabyls is based on a framework of six
core competencies that are listed below.

When he starts the fourth year, the leasheuld have already acquired what follows:
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11.6.3.1.Oral Interaction Competency

Competency 1
Oral Interaction Competency

Entry Level

Indicator 1

Learners are able to interact orally to asking andanswer questions in short exchanges

and to respond briefly to the news of others

« on familiar topics about self, community, persoeaperiences and plans, leisure

activities.

« using simple sentences and frequently used expesen

Indicator 2

Learners are able to deal with simple, predictabléravel situations

= related to restaurants (e.g. ordering), shopping. (asking for an item), an

transportation (e.g. asking where something is bod@ to get there, asking and

telling time schedules).

Indicator 3

Learners are able to plan for, use and evaluate theffectiveness of spoken interaction

strategies used
= to facilitate pair work in class.
= to convey the meaning of unknown words, phrases semictures.

* to learn common chunks of language.

Table 4: source the AEF 2008:33

11.6.3.2.Interpretive Listening Competency

Competency 2
Interpretive Listening Competency

Entry Level

Indicator 1

Learners are able to listen, understand the main gats and the details of
= short monologues and dialogues
+ consisting of simple sentences using frequentlyl @x@ressions
+ related to familiar topics or situations (e.g. pea information, leisurg
activities, opinions, interests restaurants, shagpitransportation such

where, how, times, cost, route, etc.)

A} %4

S
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Indicator 2

Learners are able to listen to and understand verghort, routine classroom instructions

= without supporting visuals

Indicator 3

Learners are able to listen to and understand unfarhar instructions and explanations
that are
= very short and straightforward
+ accompanied by visuals (e.g. gestures, writing oawihg, modeling
demonstration)

+ broken down step by step

Indicator 4

Learners are able to plan for, use and evaluate theffectiveness of a few listenin
strategies in order to
= comprehend general ideas or gist and

= make reasonable guesses at meaning.

Table 5: source the AEF 2008:33

11.6.3.3. Interpretive Reading Competency

Competency 3
Interpretive Reading Competency
Entry Level

Indicator 1

Learners are able to read and understand the maingnts and important details of
= short simple texts
+ on familiar personal topics related primarily tdf se
+ that are of concrete type and

+ consist of common, everyday language.

Indicator 2

Learners are able to find specific, predictable indrmation in
= arange of simple, everyday material

+ that is straightforward (e.g. some websites, trivethures, catalogs...etc.)

Indicator 3

Learners are able to plan for, use and evaluate theffectiveness of a few basic readin

g
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strategies to develop
= reading efficiency and speed

= guessing skills

Indicator 4

Learners are able to read and understand simple irtigictions and explanations that are
= concrete in nature
= found in language learning material

Table 6: source the AEF 2008:34

11.6.3.4.Productive Writing Competency

Competency 4
Productive Writing Competency

Entry Level

Indicator 1

Learners are able to write short, factual descripbns
= about his/her basic environment (e.g. people, glasehool/work, living conditions)
and
= about uncomplicated passed activities, personargxpces and events

+ linked with most common connectors (e.g. and, be¢ause...etc.)

Indicator 2

Learners are able to write very short letters or emails

= containing simple descriptions of personal life.

Indicator 3

Learners are able to plan for, use and evaluate theffectiveness of a few basic writing
strategies to

= generate ideas

= create a draft of a text

Table 7: source the AEF 2008:34

11.6.3.5. Productive Speaking Competency

Competency 5
Productive Speaking Competency
Entry Level

Indicator 1
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Learners are able to orally tell a very short storyor give a brief description
= about personal things (e.g. plans, routines, pegses likes and dislikes)

+ in a simple list of points.

Indicator 2

Learners are able to plan for, use and evaluate theffectiveness of productive speaking
strategies used
= to gaintime and

= to plan and retrieve language

Table 8: source the AEF 2008:35

[1.6.3.6.Linguistic Competency

Competency 6
Linguistic Competency

Entry Level

Indicator 1

Vocabulary : Learners are able to be able to use sufficienalalary to carry out
exchanges that are
= routine and straightforward,
+ by adapting memorized simple phrases with limitedabulary substitutions,
+ by communicating appropriately,
+ with common vocabulary mistakes when venturing afs@my concrete

topics.

Indicator 2

Grammar: Learners are able to be able to use
= simple structures accurately,

= put still makes basic mistakes.

Indicator 3

Pronunciation: Learners are able to be able to pronounce
= practiced words, phrases, and some simple sentences
+ intelligibly
+ with a strong foreign accent

+ and mispronunciation present

Table 9: source the AEF 2008:35
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11.6.4. 4 AM Learners’ Exit Profile

The exit profile describes what 4 AM leasishould know and be able to do when they
finish their fourth year of middle school with resp to speaking, listening, reading, writing
and grammar in English.

The fourth year spent in MS must thus providarning experiences in each of the
competencies that will enable learners to proghess the entry profile competencies to the
exit profile ones. In fact the MS4 curriculum brefgthe gap between the entry and the exit
profiles. In order to do that, each of the geneledcriptors of the exit profile needs to be
expanded into specific objectives. When these tibgx are met, the learner will have
achieved the desired competency. The tables betowde more detailed information about
the 4 AM exit profile.

By the end of the fourth year, the learsieould be able to demonstrate the following

competencies.

[1.6.4.1. Oral Interaction Competency

Competency 1
Oral Interaction Competency

Exit Level

Indicator 1

Learners should be able to interact orally to startand maintain short conversations
(i.e., Asking/answering questions and responding tieformation and news of others)

= on arange of familiar topics related to self anchmunity

= using both routine and simple, spontaneous sergence

Indicator 2

Learners should be able to carry out a range of comon functions in order to
= make plans, give opinions and advice
= give and follow directions and instructions, andk der and offer things and

assistance

Indicator 3

=]

Learners should be able to plan for, use and evaltm the effectiveness of spoke
interaction strategies used

= to facilitate pair work in class

= to convey the meaning of unknown words, phrases stmctures
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= to gain time to plan and recall a language

Table 10: source the AEF 2008:33

The aim behind oral interaction competeneyta help learners become functional in
English, or in other words, to use spontaneousjrabind effective English in day to day
class life. This competency constitutes the fouodatf the Middle EFL programme. The key
features of this competency describe the processabfinteraction. The components of the

process the learner practises and develops are:

» The learner reacts non-verbally to messages usiaggies;
= He transmits an oral message using strategies;
= He maintains oral interaction using strategies.
These three features are essential to thielafament of the competency. They are not
developed in an isolated or a linear fashion. Té fleatures are interrelated and constantly
activated through the dynamic process of the coamuost

[1.6.4.2. Interpretive Listening Competency

Competency (2)
Interpretive Listening Competency

Exit Level

Indicator 1

Learners should be able to listen, understand theigt and some important details
= short monologues and dialogues
= consisting of routine, but varied language
= on regularly encountered matters (e.g., peoplepdchnterests, places, health,

general experiences and stories)

Indicator 2

Learners should be able to listen to and understandlassroom instructions

= without supporting visuals

Indicator 3

Learners should be able to listen to and understandunfamiliar instructions and
explanations that are
= straightforward

= accompanied by visuals (e.g. gestures, writingrawthg, modeling, demonstration
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= broken down step by step

Indicator 4

Learners should be able to plan for, use and evaltex the effectiveness of severa
listening strategies used to

= make reasonable guesses at meanings

= maintain a helpful state of mind

Table 11: source the AEF 2008:33

Listening is a covert mental activityhus, it is a difficult process to describe. 4 AM
learners should listen and be able to demonstraderstanding of the gist of different inputs
(monologues, dialogues etc...) (Indicatorl). Thésodisten and show understanding of
classroom instructions (indicator 2), listen andenstand unfamiliar instructions (indicator 3)
and plan and use different listening strategieguess and infer meanings (indicator 4). The
interpretive competency requires a set of processeeptive (receiving what the speaker
actually says), constructive (constructing and esenting meaning), collaborative
(negotiating the meaning with the speaker and mdipg) and transformative (creating
meaning through involvement, imagination and emygatRost 2002: 2-3). Two distinct
processes are involved in listening comprehendiearners use ‘top-down’ processes using
prior knowledge to decipher the message (the gditator 1), or bottom-up process to look

for specific details, to infer, guess and so odi@ator 4).

11.6.4.3. Interpretive Reading Competency

Competency 3
Interpretive Reading Competency

Exit Level

Indicator 1

Learners should be able to read and understand theain points and some important
details of
= medium-length texts (e.g. three paragraphs)
= on familiar topics related to self and communityg(eschool, health, interests,
experiences, and well-known events or issues)
= that are straightforward and

= clearly written

Indicator 2
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Learners should be able to read and understand thgist of
= simple arguments or opinions that are clearly emitt

Indicator 3

Learners should be able to read and understand thmain points of
= simple personal letters
= describing personal events, feelings/opinions,\aisties

Indicator 4

Learners should be able to plan for, use and evaltm the effectiveness of severs
reading strategies to develop
= reading efficiency and speed

= guessing skills

Tablel2: source the AEF 2008:34

As indicated above (table 12), by the enthef4AM, learners should read medium length

texts and demonstrate understanding of the mamspand details (indicator 1). They should

also be able to read and show their comprehensfosingple arguments and opinions

(indicator 2), of the main points of personal lettelescribing personal events, feelings,

opinions and wishes (indicator 3) and plan for, aiseé evaluate the effectiveness of different

reading strategies (indicator 4).

The objective underpinning the activitiewided by the teacher should target learner’s

reading proficiency. Different reading strategibsdd be embedded in class tasks to enable

the learners to become speedy and efficient readers

11.6.4.4. Productive Writing Competency

Competency 4
Productive Writing Competency

Exit Level

Indicator 1

Learners should be able to write short narratives ad factual descriptions
= on familiar topics of personal interest
= as aloose paragraph or related ideas

» using common connectors (e.g. and, but, becausthesg next, finally)

Indicator 2
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Learners should be able to write short, personal téers or e-mails
= on familiar topics of familiar interest
= that follow a conversational format consisting dimparagraph

= to provide descriptions and ask questions

Indicator 3

Learners should be able to write basic instructionsind directions
= about routine matters (e.g. recipes, how to gatgite of interest, how to do something
that are

= generally coherent

Indicator 4

Learners should be able to plan for, use and evaltmthe effectiveness of several writing
strategies to
= generate ideas and

= create a draft

)

Table 13: source the AEF 2008:34

The acquisition of the productive writingopciency requires much more time and effort.

As indicated above (table 13), 4AM learners shcwddable to write narrative and fact

ual

descriptions (indicator 1), short personal leti@nsl e-mails (indicator 2), basic instructions

and directions (indicator 3) and plan for, use andluate the effectiveness of several wri

strategies (indicator 4).

ting

Writing is a cognitive skill which must begrdarly practised to be maintained, but it also

requires social skills which can be only acquirgdfipst-hand experience in a supportive

environment that sets appropriately high standafg®rformance.

11.6.4.5. Productive Speaking Competency

Competency 5
Productive Speaking Competency

Exit Level

Indicator 1

Learners should be able to sustain a short, oral meation (story, experience or event) or
a description
= about school personal things (e.g. plans, routipessessions or events) or a

description
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= 0on topics of interest

= as a series or sequence of connected points

Indicator 2

Learners should be able to plan for, use and evaltm the effectiveness of productive
speaking strategies used

= {0 maintain interest

Table 14: source the AEF 2008:34

With regard to the productive speaking cetapcy, 4AM learners should be able to
initiate and maintain short conversations narratsigries, experiences and events or
describing things of interest (Indicator 1). Theysld also be able to plan for, use and

evaluate the effectiveness of productive strategsesl to maintain conversation (indicator 2).

[1.6.4.6. Linguistic Competency

Competency 6
Linguistic Competency
Level Exit

Indicator 1

Vocabulary : Learners shoultb be able to effectively comprehend and produeentbrds
and phrases needed to express one’s ideas

= with straightforward, familiar topics and situatgon

= politely and appropriately

= comprehensibly

= making use of strategies to convey concepts whaataxords are not known

Indicator 2

Grammar: Learners shoultb be able to use
= routine grammar with general, but not complete i@nt
= with mistakes common within unfamiliar topics amaations, or when trying to

express complex ideas

Indicator 3

Pronunciation: Learners shoultb be able to pronounce
= familiar and some simple new words, phrases antin@utterances
= intelligibly

= with a strong foreign accent
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= and mispronunciations present

Table 15: source the AEF 2008:35

The linguistic competency consists of ¢éhreomponents: lexical, structural and
phonetics. The 4 AM learners should be able tocseled use the appropriate lexical items,
phrases and simple sentences related to narradesgription, letter writing and so on
(indicator 1). With regard to grammar, they shobkl able to select and use appropriate
language forms, tenses, connectors to express éheasappropriately (Indicator 2). They
should also be able to pronounce words and phimasemanner usually understandable to the
general public using appropriate stress, rhythmiatmhation with some repetition (indicator
3).

These are the competencies targeted by théM4sg@llabus. They reflect the overall
language proficiency that learners will have toibittby the end of the fourth year, thanks to

the acquisition of capacities, skills and knowledgjated to the subject.

The designed syllabus aims at constructimgléarners’ communicative competence in
English so as to be able to interact with othemsguseceptive/interpretive skills (reading and
listening) and productive skills (speaking and g}, supported by the ability to use
grammar and vocabulary appropriately and emplogréety of language strategies that help

convey and clarify meaning.

I1.7. Conclusion

In this second chapter, we were mainly come@ with the teaching of English in the
Algerian Middle School, namely thd'4ear and emphases its importance to help thedesrn
to communicate with other speakers of English amabke them to pursue their studies later
on. Also, the aim behind English learning is to #&@rners integrate harmonically in
modernity reaching a new linguistic community whickes English in all transaction fields.
In general, education should seek the instilmerat distainable learning.

4 AM learners are expected to develop conmoete which certainly conduct them to
cope with different situations they may face inithiée. Thus, their learning should prepare
them to come aware of their relations with one laaoand enhance cooperative work too.

This relationship is founded on shared exchanggpwiions and ideas.
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The integration of English in the syllabuisce the first middle school year is meant to
enable the Algerian learners to improve their comicative and cultural competencies so as

to be prepared for any defy.

To attain the expected objectives, the Gias chosen to meet interactive, interpretive
and productive competencies. The AEF, the 4AM byi& the learners’ profiles, the expected
outcomes and the descriptors were discussed inctipter. All these components are
important benchmarks to frame and identify themdiie goals of the English learning for

middle school population.

Yet, the effective implementation of all whHeas been planned depends absolutely on
several factors, namely the teacher’s know and khow-to-do, the learners’ motivation, the
compliance of the suggested didactic materials whttir interest and level, besides other

extra-school factors. This is what we will checkhe field in the following chapter.
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Part Il
Chapter I: Methodology

Introduction

‘Saying is one thing, doing is another tHingays Montaigne (Qd in Robson
1993:191). This implies that what is said mightdaete different from what is effectively
done, hence the necessity when enquiring aboutrtheementation of the above-mentioned
theoretical aspects of the CBA to get, on the arahinvolved in the classrooms to examine
what takes place between the teacher and the fsarmed on the other one, to analyse the

compliance of the suggested didactic material vigtlobjectives and principles.

This chapter is undertaken with thesipt, we will attempt to investigate about the
implementation of the CBA, through a thorough sgsoe analysis of the 4 AM textbo@n
the Move, the observation of a series of sequences to $ee teachers actually do in
classrooms, the analysis of the data collected foprastionnaires directed to teachers,
learners and inspectors enquiring successivelytaheuCBA, the English language learning,
and didactic material proposed to 4 AM learners Ghalitative and quantitative data will be
followed by an analysis of the findings. The crdsga analysis may highlight the constraints
and obstacles that hinder the attainment of thepedemcies underlying the basis foundations
of the CBA.

[1l. 1. Field Work
[11.1.1. Data Collection

To carry out this research, a corpus was gatheé3edas to be methodical, a field
research needs to be either experimental or olig@mahto bring predictable results. For this
reason, this method of investigation is based oaettkinds of experiments including the
textbook analysis, the class observations, the tiquesires and checklist. This process
known as ‘triangulation’ is used mainly for scidicity and verifiability, the scientific and
methodological conditions for the field researctheTiollow up analysis can approve or
disapprove our hypothesis. The three methods ddsityation were chosen on purpose to
check textbook content compliance with the objedivwof the CBA, the teachers’ class
implementation of the approach and the learnerdivaiion towards the English language
learning.

For the sake of validity and reliabilitf the research two methods are used: qualitative

and quantitative. The first one consists of obg@mal and content analyses. It concerns the
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4 AM textbook content analysis and a series ofsctdsservations. The second one comprises

two survey researches consisting of two questioasand a checklist.
[11.1.1.1. OTM Textbook

The textbook is a character so familiarthe class theatre, a common tool if we
sometimes forget to think about its nature andutgtion. Since the 1970’s, the school has
tried to influence the traditional approaches faogisless on the knowledge and its
transmission, in favour of its construction. Theyropaedic and stacking of the knows have
ceased to be targeted, while the focus was put o®va metacognitive strategy named
‘learning how to learn’, which became the major ation act. This suggests that learners
must not only store knows but construct them thérese

Finally, by rendering the learner respblesof his own knows construction, the school
must provide him with the means that ease thenati@nt of this competency. The learner’s
awakening requires capturing his attention andisgirup his desire to learn. Therefore, the
promotion of an attractive teaching is required.

Then, the development of the textbookthiss explained primarily as a response to
what publishers think a teaching doctrine is, etfethis alleged doctrine has never been
broadly stated. Therefore, the investigation ifte textbooks inevitably runs the pedagogic
discourse, either expressed or implied, that enearfabm the institution. Similarly, the study
of the textbook use inside the classroom reveasehching practices. In other words, it is
unrealistic to expect to analyze the textbook duthe system to which it is one of the
elements.

The new education changes have giveh birta new set of textbooks of English for
both middle school and secondary school educatiowas impossible to analyze all basic
school textbooks for many constraints among whadk lof time and means unavailability. |
have limited my study to fourth year textbo@k the Move

In the Algerian context, there is a sgrarentralization and mandatory design of the
programmes. One of the inspectors’ liabilitiesdsehsure their strict implementation. But,
book designers and publishers interpret programmesll freedom and the choice of the
essential teaching material is the teacher’'s respiity. The national programmes are
mandatory because of the principle of equality dfiaation, a founding principle of the
educational institution.

The analysis is primarily descriptive.thien, checks the textbook content compliance
with both the syllabus and the approach objectiié® survey is designed to enable us to
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shed light on the “strengths” and the “weaknesseshe textbook, and may make proposals
on desirable changes.

Finally, 1 would like to point out thalis textbook analysis is meant to provide an
overall diagnosis and not to establish a track necdhat is why the examples are

anonymous: no publisher, designer...etc, are merdione

I11.1.1.2. Class Observations

Class observation is an appropriate rtiegle used for data collection for the
opportunity it offers the observer to supervise thess interactiong vivo. Robson states
that:

Class observation “seems to be pre eminently the@piate technique for getting at
‘real life’ in the real world. Direct observatiomithe field permits lack of artificiality,
which is all too rare with other techniques. (19831)

Wajnryb views that:dbservation can benefit a number of pedp(@992:1). In like
manner, Wragg states thatlservation, if skilfully handled, helps inform amdprove the
professional skill of both the observer and theensbsd (2002:3). Class observation can
benefit the researcher and teachers; the resedaschapplied with data, and the teacher can
benefit from the findings of such observation irpnoving their teaching practices.

Observations had concerned four sequenictee following rubrics: read and consider
(pages 70-71), research and report (pages 76-@ddling and writing (pages 82-84), and
project round up (file 2). They had been carrietlinounid-second term of the school year in
Koibiche Ahmed middle school (Mesra), Ibn Sina niéddchool (Mosta), Zaghloul middle
school (Mosta) and Sakhi Abdelkader middle schdthdjad)). | tried to act as a pure

observer.

As for the method used to collect databservation, Wallace (1998:106) suggests four
alternatives feal time observatiochwhich requires a written record as the lessonetigs;
“audio-taping in which the observer records soundgideo-taping where there is a record

of images and sounds; ananscriptior’ which is a written record of the tape.

[11.1.1.3. Questionnaires
Beforehand, it proves to be suitable tcallethat the design of the questionnaire can
appear as being an easy working tool but in faceduires a certain competency for its
development and exploitation of the data-gatherimgwhat concerns us, we chose the

guestionnaire as a working tool for its profitalyilbecause it allows the collection of a
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maximum of information, consumes less possible tihdps to describe, compare and/or
explain. This does not prevent us from raising sofrés disadvantages. Among the latter, let
us recall the following: the researcher is not ableheck the reliability of the subjects; he
cannot be sure of the correctness of the intefpwatand comprehension of the questions
which will be made by these same subjects targbtedhe questionnaire. Lastly, a bad
interpretation of the questions can lead only tgueaanswers which hardly respond to the
starting objectives.

[11.1.1.3.1. Questionnaire 1
Questionnaire 1 was designed followiagstract discussions with colleagues:

inspectors, ITE trainers (Institut de Technologee IdEducation) and teachers. Then, it has
been randomly handed over in its initial versioratgroup of 15 teachers during the piloting
phase. The aim behind this deed is to check théyct# questions and dispel any ambiguity
that may occur through subjects’ responses. In tais operation has been beneficial as long
as it helped us redesign and reformulate some iqussiThe final copy was addressed to a
population of 300 middle-school-teachers scattémetihree different wilayas: Mostaganem,
Tiaret and Sidi Belabbes. It was hand-deliveredetichers of Mostaganem and Tiaret, but
addressed by postal mail to teachers of Sidi B&saplaccompanied by an explanatory
message, appearing as an appendix clarifying tieeest of the questionnaire and stimulating
their reflection on the implementation of the CBA.

The questionnaire, comprising 24 open aludecended questions, is submitted to

teachers on three pages and requires approxintatlgn hour to be filled out individually.

For a concise and better legibility, we éaplit up the 24 questions into four distinct but
complementary sections: Informants’ biographicald gorofessional data, their training
itinerary, their viewpoints on the CBA implementati and the hindrances, and their

expectations.

[11.1.1.3.2. Questionnaire 2

| also saw it necessary to address thettfogear Middle school learners to get their
attitudes and opinions on the target languagey tiativations towards learning it, their
representations on its culture, speakers, andiglghthe obstacles that inhibit and prevent its

acquisition, etc... The designed questionnaire stesiof 14 questions, split up into four
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sections, and filled up by 4 AM learners by puttangross in the appropriate answer. It was
the best way to find out why the learners at theldi school still face problems in the
comprehension and the production. Initially, 40(pies were duplicated and sent to 10

teachers of 4 year learners.

For a concise and clear readability, weehgrouped the various questions under four
distinct headings (cf. appendix 3). Besides, thestjans were formulated both in English and
in Arabic in a simple way so as to be clear and/ das all of the respondents to fill the

guestionnaire. Teachers were asked for further. help

[11.1.1.3.3. Checklist

| also viewed necessary to address somtheoinspectors to reflect on the teaching
materials available, especially the textbdark the Move approved/accredited by the Ministry
of National Education. Teachers are entirely depahdn this support, and generally
confused between this didactic support and thealsy. The inspectors’ expert eye is,
undoubtedly, worth consulting. The purpose behingd @nalysis of the textbook on its
different characteristics is to approve or dispragecompliance with the objectives of the
CBA. Therefore, after being subjected to a pilcagd) the checklist (cf. appendix 5) was sent
to 20 inspectors in different wilayas covering asithe whole country: Oran, Tlemcen, Sidi
Bel Abbes, Temouchent, Tiaret, Constantine, Ainl&eTissemsilt, Relizane, Saida, Chlef,
Oued Souf, Blida, Medea, Bechar, Mascara, NaamalfdDjLaghouat and Batha. The
guestionnaire includes 10 close-ended questionis ftitais on different characteristics in

terms of form and content of any textbook. Theyenesked to answer by “yes”, “no” or “no

idea”.

[11.1.2. Pilot Study

In order to check the clarity and easir@sthe questionnaire, a sample was distributed
and filled by 40 informants from two different middschools. This brought some satisfaction
on the way those questions were formulated. Leartiel not have any problem in answering
nor completing the different types of questions.

This section aims to check how learnees Bnglish and the degree of importance they

devote to learn this language.
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[11.1.3. Subjects
[11.1.3.1. Teachers targeted by Questionnaire (1)

The subjects targeted by the research wedoraly selected. Among the 300 teachers to
whom the questionnaire (1) was hand-delivered ait,s200 work in the ‘wilaya’ de
Mostaganem, 80 in the wilaya of Tiaret and 20 & \Wilaya of Sidi Belabbes. They represent
both categories of Middle school teachers: PEFsPAS.

[11.1.3.2. Learners targeted by Questionnaire (2)

The participants were selected from owear classes only. Those aged between 12
and 15 who are concerned with the BEM examinafidrese classes have been exposed to
the English language for 4 years now. They showadehacquired some basic knowledge
which helps them develop the meant competencies fdirth year level is chosen because it
offers an appropriate field for the evaluationlsd tompetencies targeted by the exit profile.

Most of the schools meant by the studyehaivleast 2 classes of BEM candidates. The
number of learners in each class varies betweean@312. The difference is in gender where
the number of girls exceeds the number of boysemxéor the Diaras de Bouguirat and
Achaacha. Among the 355 learners targeted, 18%eit(53.23%) are girls, and 166
(46.76%) are boys.

l11.1.4. Schools

The sample of this research was not chaseandom. Among the 97 Middle schools in
the wilaya of Mostaganem, 60 in urban and semirudyaas; 37 are in rural ones. Among the
10 schools selected; 5 are in urban areas andathe sumber in rural ones. The geographical
distribution of the targeted sample covers 5 middlehools in Mostaganem city
Benzerdjeb, Ibn Sina, Touahria, Bencheikh Bensdteuria. The rest comes from different
dairas; Bouguirat, Sidi lakhdar, Sidi Ali, Achaadrad Mameche.

The choice of these schools was made opogerto see to what extent the environment

is a factor to influence acquisition, use and wadtttowards the language.
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Part Il

Data Collection and Analysis
Chapter II: Qualitative Data
Introduction
This part of our research work deals with @halysis of a didactic material. It provides a
practical analysis of th@TM textbook which is currently used in the Algeriarddie school.
The underlying aim of this analysis is to highlighie strengths and weaknesses of the

proposed teaching materials with regard to the @temzies targeted by the CBA.

[11.2. OTM Textbook Analysis

The evolution of the contents of the textks is mainly due to the new teaching
prospects, which can be structured around the fogngrinciples of the CBA which
characterizes the current educational systems.ntierstand the impact which the CBA can
have on the textbooks, it is significant to speaifiyat one understands by "competence”, as
we underlined it in chapter I, pp 55-60.

This definition strongly influences thesag and the use of the current textbooks. On
the one hand, the textbooks must allow the acdurisdf the resources, i.e., mainly the knows
and know-how-to-do, but they must, on the otherdhaupport the mobilization and the
integration of these resources in real-life situagi that is a situation-problem suitable for the
discipline or a situation of communication. Todayextbooks should thus propose at the
same time "situations”, i.e,

A set of contextualized information to be mobilibgdh person or a group of persons for a
task to be achieved whose exit is not obvious@ipr{Roegiers, 2003:15)
And activities making it possible to acquire in ystematic way the essential knows and
know-how-to-do.

In this analysis, we seek primary to prowvid¢a about the contribution of this textbook to
create the didactic framework for facilitating badimaching and learning effectiveness in
relation to the purpose of learning. We try to fyetfi the textbook responds to the following
requirements:

1. Does the textbook comply with the realities of toatext of use?

2. lIs it appropriate to the syllabus?

3. Does it allow the manifestation of the learningeuitives?
4. lIs it appropriate to the target language?
5

Does it suit the characteristics of the learners?
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6. Does it allow the implementation of the methodoldgy

7. Does it allow learners’ self-evaluation?

The answers to these questions would permibusetermine the didactic value of this
textbook.

The analysis of th®TM s first of all descriptive. Then, it checks thdeguacy of its
contents with the programmes being based on thectiogs and the principles of the CBA

and finally studies their use in classrooms bydtang competencies.

[11.2.1. OTM Textbook: Presentation and Structure
The textbookOn the Move, is designed for the learners in th8 #brm of middle

school education, who have already dealt with ineet textbooks: “Spotlight on English 1, 2
and 3. It is a design of the Ministry of NationBducation and comprises 192 pages,
containing written passages, tables and images. Wiiteen passages, among others, are
usually extracts from newspapers, magazines antispel journals. The learning activities
are designed from the written passages, tablesinaages accompanying them in the light of
the purpose. The textbook is hoped to be a valuaildor teachers who are expected to

exploit it positively by selecting the suitableiaities they see of much importance.

Founded on the principles and philosophyhef¢communicative approach to the teaching
and learning of English, as a foreign language, @M aims to provide learners and
teachers with an appropriate framework for the oiggion of a variety of activities which
seek to develop the communicative competence ameangers. By the end of this course, the
learners should be able to use English to commteniteeir ideas, both written and spoken
while participating in interpersonal exchanges wvérgday life. Also, the textbook seizes

every opportunity to encourage their active invateat in the learning process.

On the Move is composed of six files eachwbich dealing with a different theme.
Structured in the same way, these files deal reésgebcwith “Food and Drink”, “Citizenship
and Sustainable Development”, “People and Plac&Slistoms and Mores”, “Cultural
Exchanges” and “Arts and Sciences”. Each file mia®f two main parts divided into three
sections each. Thus, the first part, entitled “Leage Learning” corresponds to the receptive
stage of the teaching/learning process and includes

» Listen and Consideubric
» Read and Consider rubric
» Words and sounds rubric
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» Take a break rubric
The second part entitled “Skills Buildi corresponds to the productive stage and
consists of:
» Research and report rubric
» Listening and speaking rubric
» Reading and writing rubric
These two parts are followed by
» Where do we stand now?, a rubric devoted to the evaluation of the |leagni
achievements with the European maplettfolio.
» Time for... each file comprises a pause which is made up mfssacomic strips,
idiomatic expressions, poems, games, jokes...
» Project round upubric which is a sample of the elements that nugsttain a

project.

[11.2.2. OTM Textbook: Analytical Description
The textbook is structured in accordance witlpragression which is supposed to
facilitate the development of competencies forl&aener.
[11.2.2.1. Language Learning Rubrics
[11.2.2.1.1. Listen and Consider Rubric
With regard to the implementation of theygested teaching/learning material, the
textbook proposes a step which begins with deserip@nticipation, identification, etc and
which targets oral communicative competency. Inrtii@ic "Listen and Consider", the sub-
rubric "Before you listen” (page 18) aims at chagkihe prerequisites and at developing the
learner’s sense of anticipation of the topic refgrto a series of photographs as support so as
to motivate and arouse the projection of his owedisituations, his personal experiments,
and his knowledge of the world. It is about an asvakg stage which will make it possible to
sensitize the learner about the whole objectiviheffile. From pictures, we will stimulate the
curiosity and the learner's memory in order to i@/ the emergence of latent knowledge
and new ideas, to start the desire to know mores Jthge will also make it possible to give a
progress report on learner’s knowledge.
Some examples of activities recommendead stnsitizing: the brainstorming, the
anagram, the pyramid, the mime, analysis of a drgwar a photograph or a noise... This
exposure will make it possible for the learnersntabilize knows and know-how and to set up

the strategies to reach the direction.
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As follow up, the sub-rubric "As you ligsteis conceived to develop the competency of
oral comprehension. Certainly, the "food for thatighnd the stage "before you listen ", if
they are suitably exploited, prepare the learnerssfich comprehension. It also consists in
spotting information or indicating elements: soumuses, environments; in phonology, to
locate the words stress and intonation of the seet rising/falling; recognition of the
sounds; short and long vowels ... This phonologpaltting appears essential to us because it
is in the heart of the difficulties encounteredl&grners. Learners’ awakening of the problem
of the stress is a major stake for a good compeberof the foreign language. Listening to
authentic and varied recordings enable the leatoebge accustomed to sonorities of the TL
and to develop a sharp listening skill. This rubsidinalized by a sub-rubric entitled "After
listening”, which targets transversal competenaibih lead the learners to observe, reflect,
analyze, and formulate structural and phonologicales (the hypothetic-inductive
strategy)f’]. These activities of meta-cognition target tharters’ awareness of the
specificity relating to the stress of the Engliahduage compared to the French language.

It is this methodological step targetiig tonstruction of competencies which makes
the difference between the current textbooks aoselused before.

111.2.2.1.2. Practice Rubric

The competency of inductive conceptualiradf rules of the functioning language is
generally followed by the rubric called "practicehich applies the latter and ensures the
transfer of knowledge into activities of systematiian, checking and validation of the rules

on a purely individual basis and in pairs (cf. @86, 45, 69, 93, 145, 148).

111.2.2.1.3. Read and Consider Rubric

Composed of three distinct but complemsnpdnases, this “read and consider rubric”
targets learners’ acquisition of a real autonorusatof the basic processes. This
‘autonomisatiohmust imperatively pass through an intense contattt the elements of the
language which can be objects of learning: churidstters which constitute the words, the
most current syntactic constructions, etc.

It begins with a revision "Before you réddf. pages 21, 46, 70, 95, 122, 146) of the
preliminary prerequisites in a learning situatieferring to images as supports. To illustrate
this, we take the example on page 21 which makesall of the resources related to food,

[ In opposition to the deductive reasoning, theuitive one or induction goes from the particularttie
general to draw truths and laws. In pedagogy, ththad, known as global, generally uses an inductiep. It
appears rather well to correspond to the charatitesiof the stages of the mental development efcttildren
and pre-teenagers. It proceeds starting from kragdehe already acquired while enabling him to start
classifications or to carry out generalizations.
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their ingredients, their receipts, etc. to pregheetransition to the following stage; “As you
read". The essential objective is to develop comoative competency (interactive
competency) via brainstorming.

The phase "As you read " (page 22) comtkito develop the competency of written
comprehension (interpretive reading) passes byettiéerent ways as Gaonac' H & Golder
underline it, namelythe logographic code a recognition of the words through their total
forms, 'the phonological code a recognition of the words through the estalphisht of a
correspondence between the graphemic and the plhonepnesentations stored in memory,
and 'an orthographic code a recognition of the words by taking into accbtime letter
chunks which compose them (1998:143).

The third and last phase of this rubricftéA reading”, which targets transversal
competencies, encourage learners to spot, condeptudix and adapt syntactic and
phonological rules, to develop the competency duiative conceptualization of the rules of

the functioning language (Critical Thinking Stragesnhancement).

[11.2.2.1.4. Practice Rubric

The approach of the language is carriedflaum a constructivist point of view. The
learner is conducted to construct syntactic anchplogiical structures, etc, in an active way.
In this phase, the learner fixes and systematikhesrtiles which control the functioning
language in other authentic situations. With tleafhing log" on pages 39, 63, 88, 115, 139,
163, he constitutes a grammatical and phonologieasonal file which constantly enables
him to compare it with the grammatical and phonmalgabstract located at the end of the
book (pages 176-191).

It is the case of the six files of thettmok (pages 23, 48, 72, 97,124, 148); the
targeted objective is that of the transferabilitylee knows and the acquired competencies in

new situations.

[11.2.2.1.5. Words and Sounds Rubric

Prosody and pronunciation were considéve@ long time as secondary aspects in the
learning of the foreign languages which privilegb@ written approach. The textbook in
guestion gives the priority to the communicativenpetency, which systematically depends
on the capacities of listening; an essential stoll any competency of reception and
comprehension. Learners are trained to identifytdhne corresponding to the various types of
statements: declarative, interrogative, injunctieeclamatory, etc and to depict the breath
groups. On pages 24-25, 50, 73-74, 99, 126, weeat progression in the teaching of the
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phonological aspects which take a path focusingadiew vowels and consonants... For
example, in the first file, this rubric focuses thee sounds /ii/, /00:/, lalll, R/, el and [1/
and , in the second one,/| /[1:/, IT1(1/ and &, in the third one, the sounds of the vowels
and the cluster consonanis the fourth one, diphthongs on page 99//(ear), és/ (hear),
lall/ (eye), 81/ (nose), &1/ (mouth) andstress shiftn the fifth file (page126), intonation in
guestions, stress shift (nouns and verbs , cdettdorm of ‘would’; in the sixth file (p.149),
affixation, stress in words finishing with —tiomptonation and vowelsd, aeand[1/. In fact,
specific moments can involve an improvement andbmaa check in the performances on the
level of the perception of the stress and the cetmgmsion of the connected speech.

We point out that the phonological andspiic aspects cause considerable problems to
teachers and their learners, and this for two mssdirstly, differences in terms of prosodic
and phonological point of view between the targmhguage and the mother tongue.
Characterized by wide variations in pitch and istgn the English melodic tones are difficult
to acquire by learners. Secondly, the unavailgbdftthe audio-visual aids that can be used as
teaching supports makes it very difficult for teahto deal with appropriately. Nevertheless,
the stimulating and motivating contribution of tieacher can be the source of a positive entry

of pupils in the learning process. Jean-Pierre listtiirms that:
Motivation, leitmotiv of the teachers, is too ofteought in an external way (how to
motivate the pupils?); whereas it is the interegere of disciplinary activities which
should be the engine. (1992: 44).

It is thus necessary to set up motivating actsifor learners.

111.2.2.1.6. Take a Break Rubric

A series of activities, on pages 26, H,, 100, 127 and 150, which target the learner’'s
multilingual dimension; translation of idiomaticessions, proverbs, and sayings the search
for equivalents in the mother tongue, and otheglages.

The grammar-translation method has beerignead to oblivion, particularly in SLT and
FLL. In fact, with a strong focus on the direct hmd and the communicative approach, the
use of L1 by the student and translation exercijsge and from the foreign language) are
avoided in the foreign language classroom. Howet&s,precisely these exercises that allow
the language learners, especially in advanced stafj¢ghe acquisition/learning process, to
improve language granularity, both at the lexicad grammatical level. Besides fomenting
three-dimensional grammar learning (form/meanind ase), translation develops learners’
contrastive linguistic processes, understandinguttural nuances, enhancing analytical and
research skills as well as adeptness in using l&@ors tools and resources (dictionaries,
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glossaries, online aids and consultation with egpemaking educated guesses from the
context, and using and applying grammar to decipteanings.
Yet, translation should in no case becondaidy-class practice at the expense of the

learning of the target language.

111.2.2.2. Skills Development Rubrics

[11.2.2.2.1. Research and Report Rubric

The intercultural awareness is integrated very innovative way in the new textbook.
It provides the learners with materials to makarthreact, speak, compare... In each fie (
pages 27, 52, 76, 101, 128, 151), an introductmmhée interculturalism in the form of a
behavioural approach allows learners to better rtgtaled the other and to communicate with
him while keeping their own personal characterfjes attitudes, etc. It is supplemented by
an opening on the living styles, traditions, andtoms in the English speaking countries and
put it in prospective with that of the learners.isTHual approach, behavioural and cultural,
makes it possible to compare two cultures, whilatrgsing and avoiding the stereotypes and
the prejudices.

This is the implementation of the heucistiethod which enables and helps learners to
discover themselves not only the rules which govleenanguage but also the cultural aspects
of their own environment and those of the otherheworld in order to compare them, and
to endeavour to understand the differences antedemblances.

Learners’ awareness, among whom thereslegp increase in the prevalence of obesity,
even of diabetes, on the nutritional education wdt only make it possible for them to
interact and exchange ideas but to operate coraepiud behavioural changes. These
diseases result in particular on the nutritionakelefrom consumption of fast assimilation
products like fat and sugar. Therefore, the obyechiehind this is to sensitize learners to the
problems in connection with hygiene (regular meald their composition) and food safety.
In short, a comparison of the different ways oédilyles, their rhythms and their mode can
promote learners’ awareness and lead to changesiing habits.

To illustrate what proceeds, we take tret Example of fesearch and reportbn pages
27 and 28 of the textbook.

This rubric requires a beforehand researcith must be carried out by the learners in
resources available at the level of the schoolextich-school ones.

Activity 1 page 27 pair work: Read the processed food labels belovenTésk and answer

guestions about the ingredients mentioned on thelsa
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It should be noted that activity 1 "paionk”, in addition to disciplinary competencies
related to food, their contents and their food galuargets the development of the learners’
mutual help, as well as their awareness and awagenitrition education and the culture of
consumption (transversal competencies). The cauiob of the interpersonal relationship
plays, indeed, a very significant role in learnesgnitive and socio-cultural development. It
also targets learners’ attentiveness to food cosi@nthey are consuming.

Activity 2 page 27 group work. Bring packages of some processed fQmdfers, biscuits,

chocolate...) to school. Compare their nutritionalues as in exercise 1 above

Apart from the transversal competenciasstroction: research, autonomy, comparison,
analysis, etc, this rubric focuses on the intewalt dimension while avoiding the
ethnocentrism which, in our view, is one of thedtes to the foreign language learning in the
Algerian context.

Such activities stimulate a socio-condivist dimension. They also highlight the
interaction with pairs and groups and make it pgmesito influence on the cognitive
development. What matters in these activities ésftct that learners have the occasion to
confront their answers with other points of vievee\f the latter are not necessarily correct.
This socio-constructivist optic apprehends learrikg a process in which the cognitive and
social factors interact to lead to more developeshtal organization, which in its turn, will
allow richer social interactions. The mutual aidiethsettles among learners has a certain
number of advantages.

This approach of conceiving learning witthhe community of learners leads to a radical
modification in the teacher’s role. While dealingthwsuch activities, he is required to be a
facilitator, a mediator and a motivator rather tlaanexclusive dispenser of knowledge as we
underlined in the chapter | pp. 46-48, when defjrime roles of the teacher under the CBA
At the same time, it saves learners’ self-esteemt eonducts to their autonomy and
empowerment.

Activity 3 page 28:Read about Tony’s diet a typical day and answeiqtestions below.

a) Which foods and drinks in Jack’s diet contain s@gar
b) Which foods in his diet contain fat?
c) Which foods in his diet contain fibre?

d) Which foods in his diet contain additives (E-nungh@r
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e) What do you think of Jack’s diet? Is it healthyumhealthy? Why?

As indicated in the instructions aboves thctivity targets the development of the
disciplinary competency ofréadingd' (interpretive competency) and controls the kn@ans
know-how-to-do, while identifying and highlightinipod containing fat, sugar, fibre and
additives, then to discuss their effects on health.

Moreover, the learners have the same dppity to compare their eating practices with
those of Tony. Thus, it is a comparison of therleas’ cultural context with that of English
people. Doing so, they will be given the chancealistover other people’s ways of living;
discovering the other.

Activity 4 page 28:Write a short letter to a British friend of yourdiere you will inform her/

him about Algerian mealtimes, meals, and what thesals are made of.

First of all, this activity is a partiattavity of integration which exhorts learners to
mobilize an integrated set of resources to writeti@r which bears indexes and clues on the
learners’ daily food practices, their schedulejrtbemponents, etc.

These four activities are cumulative amhstructive since they start with a simple
identification of the contents of food, their compan with other food and ends with a
written production via which learners confirm theorganization of acquisitions by
envisaging moments of synthesis from the point i&wvof knowledge integration and

transfer.

[11.2.2.2.2. Listening and Speaking Rubric

Each language session rests on situatamms activities which have sense and are
meaningful for the learners. They cause learnatsve participation, support their interaction
(interactive competency) and mutual aid in the grdcooperative learning) and develop
reciprocal listening. This rubric comprises actestwhich enable the learners to improve the
listening skill (interpretive listening), to acgeithe mastery of the language and to express
themselves clearly. Everyone agrees that bettetenyasf phonetic facts facilitates listening
comprehension. In fact, listening skills remain @hbematic for most foreign language
learners, and then this is the keystone to forkEigguage learning.

Activity 1 page 29:Read the sentences and circle those which you eapgalite waiterto

say at a restaurant. Justify your answer.
In addition to the development of the iiptetive competency, namely reading skills of
written messages and choice of the appropriatestexgof language, this activity provokes

learners’ reflection, anticipation, imagination,lesion and discussion from lived or

130



imaginary situations of communication. Such anviétgtican be transformed into simulation

of ‘real’ situation in which learners can play tt@es of waiter and customer. This aims at
creating within learners the desire to communicassert themselves by creating the climate
of confidence, interest and an increasing curiosltigese aptitudes undoubtedly lead to

success, as points it out Viamdtivation is an essential condition for suc¢g2901:117).

Activity 2 page 29:Listen to your teacher as s/he reads part | of gc# and check your

answer to question one above.

In addition to the basic skill, whichlistening comprehension that promotes auditory
attention at specific times, as perceiving and tifigng sounds, etc. activity 2 focuses on the
verification of expectations made in the previogsvity (1), and the validity of linguistic
choices on the forms of politeness.

Activity 3 page 29:Listen to your teacher again and say what the custohas ordered. Get

help from the menu below.

To refine the auditory faculty, in thistiaty (3), the support, which is the menu, is
conceived to help learners to lay stress on therarthde by the customer. By exploring the
menu, one can notice that the language used casspais Algerian mixed lexicon h8rba,
Dolma, Batata. ", English and others Fish Soup, French fried Potatded his choice refers
to the implementation of the intercultural dimemsiwhich is one of the competencies
targeted by the CBAas we highlighted in the chapter Il pp 94-95. Oaa summarize the
competency aimed as being the interpretive lisgenvhile carrying much more interest on

precise information.

Activity 4 page 29:Pair work: Act out the dialogue you have heard gsihe menu above.

Take turns to play the roles of customer and waitex restaurant.

Initially, it is a“pair work" activity which targets the learners’ mutual aideith
autonomy and class socialization. This type ofvagtiwill enable them to modulate/adapt
their voice and to pronounce and articulate dislynthe English language. Although this
activity is a simulation and a role play, the pus@as to create an appropriate scenario in
order to contextualize the word and thus make ¢imencunicative stakes more authentic. This
scenario gives the learners the possibility to malate linguistic, discursive and cultural

materials while trying to acquire them.
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Activity 5 page 30: _ Listen to your teacher as s/he reads part Il afpg2 and answer the

following questions.

We can immediately announce that the to#lin question, in fact it is the case of all
the approved English textbooks, lacks audio mdsewaich, to our mind, have a determining
role, because they make it possible to proposddoldarners other voices rather than the
teacher’s model only. Moreover, the frequency ¢ and exposure, the multiplicity and the
variety of the sound supports will open with a feanization, even a tame which is necessary
to improve oral comprehension and production gyalit

As regards the ICTs, for the time beingp reasons prevent their effective integration,

namely the unavailability of these tools and tlek laf the teachers’ expertise.

[11.2.2.2.3. Reading and Writing Rubric
This Rubric Reading and Writingon page 32 comprises two sub-rubrics, namely

“Read and checkand ‘Write it out”. The first aims at the process of the readingpraplex

act, which mobilizes many competencies. Contraryht native speaker who is naturally
helped by the authentic context, his five senseb sirategies for better understanding his
interlocutor or a written document, our learndyscause of the artificial character of the
situation, have the tendency to lose this natuaaulty and to focus their attention on
linguistic contents only. Thus, it would be appiafe to implement appropriate learning
strategies that meet the communication situatiomveged by the original document and try to
restore the authenticity of its receipt and prowagévities that encourage the learners to find

natural ability.

Activity 1 page 32:Look at the picture and guess where the sentencthe right comes

from. Circle the letter of the correct answer.

Learners are encouraged to guess the saird¢be photograph. This is a stage of
enlightenment which will make it possible to sesithem with the objective of the activity.
From a photograph, the teacher stimulates theiosity and their memory in order to cause
the emergence of latent knowledge and constructideas, to stir up their desire to know and
learn more. The learners are mainly urged to ativlaeir knows and integrate new ones.
This phase will, in addition, make it possible teega progress report on learners’ knowledge

and acquisition.

Activity 2 page 32: Read the text below and check your answers taiguek above:
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It is about the stage which will enablarteers to check the assumptions put forth at the
anticipation step and to move from a situation oéartainty to a situation of more certainty.
The first reading will enable the learners to corepie situation of communication worked
out starting from the assumptions put forth withattrof the document itself. Global
comprehension is thus not the objective in itsetfdbmeans of reaching it: the main objective
will be the search for linguistic indicators to éom or disprove the set forth assumptions.
Listening is, thus, a challenge that is motivatgdhie desire of removing the doubt.

[11.2.2.2.4. Where do we stand now?

Previously neglected by teachers becaleg Wwere not initiated to it, the formative
evaluation is privileged and explicitly mentioney the new approach. The rubric entitled
"Where do we stand noWweomprises two parts: the first is an evaluakaown as objective
which is entitled Check Progresson pages 36-38, 61-62, 86-87, 112-114, 137-18B1&0-
162, and the second is a less objective said salttation which is entitled Learning Lod
similar to Europeai®ortfolio model of the languages on pages 39, 63, 88, 139,atd 163,
for example,| can use tag questions to ask for agreement. ety fairly well or a little
The first part focuses on oral and written compnsi@ competencies, phonology and the
written production. It is about the step which alfolearners to fix the structures previously
conceptualized in order to be able to re-employntispontaneously within the framework of
an authentic communication. The choice of the austesocio-cultural knowledge, attitude,
act of speech, structures, lexicon, intonatiomawkn as activities of systematization is made
according to competencies targeted by the filartter that the suggested activities, targeting
competencies of listening and reading, intonat&ia,make it possible for learners to fix these
contents and so that they generate the pleasusawwiing and teaching, it is imperative that
interactive activities develop the group dynamidsse issue is not purely linguistic.

The second part is a self-evaluation, d@araegnitive reflection according to Allal
which helps the learner to become aware of hisniegrand to acquire the means for its
orientation and engages self-regulativif$993: 81). For Vial, it isd self-questioning by the
learner on his action(1997a:159). Am | able to ask questiopslife forms? Am | able to
use a suitable intonatiotaf questiong) Am | able to describe a receipt? On page 69, etc.
This process of self-evaluation leads the learnergjuestion, check, regulate, alter and
transform their actions and thus by regulatingrtherformance accordingly.
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[11.2.2.2.5. Time for ....Rubric

Apparently perceived as being a sessioerwértainment, the rubriclTime for..” is
designed as a continuation with the learning offillee The choice of activities such as poems
(pages 89 and 164), the songs (pages 40, 116aridtQ64) the comic strips (pages 40, 64,
89, and 140), the extracts of works such &ke"Jungle Bodkof Rudyard Kipling, of
famous speeched 'have a dream" of Martin Luther King,nursery song" if you are happy
.. ", "Where are all the flowers gohef Bob Dylan, can help to promote the civic right
pacifism, friendship, peace, etc. These make isiptes for the learners to apprehend the
culture via literature and music for example, totivaie, to produce other discourses as well
as the competency of comprehension (interpretiv@petency), not only linguistic, but
especially extra-linguistic (the knowledge of therld, encyclopaedic knowledge, the socio-
cultural and ideological universe). Apart from thgpropriation of new meaningful words
that we not necessarily dealt with during the lassdhese activities create a relaxing mood,
represent a means of study, reinforcement and allogv discovery of the language
specificities:  graphic, phonic, morpho-syntaxic semantic. The activities of phonic
comprehension are based on the occurrences prasettte rhymes, assonances or
alliterations; those of syntax relate to the gramofathe text, the word order or a form of
construction, those of semantics related to thiedéXields, the synonyms, the antonyms, the
metaphors. The effective exploitation of this ramgeactivities is imperatively bound to a

perfect mastery of the objectives and the spetidicitargeted by the planner (teacher).

[11.2.3. Project Round up
The integration of project pedagogy irdaduages didactics is itself a revolution that

deserves highlighting. It proposes a new way of agarg time, space and learning, and its
objective is the elaboration, both individually andyroup, in oral or written productions that
would be socialized by editing it. It puts a groniplearners in situations to express desires,
guestions, needs, lacks and ambitions; to seekntbans of answering and collectively
planning the implementation of the project andnigviit. Besides being a creative way for
learners to apply the acquired language and skilks,project lets learners personalize the
structures and skills they have learnt in classfalit, the project pedagogy reveals many
advantages concerning the global development ofetlrmers. It aims at the development of
transversal competencies, non-disciplinary suchth&s sense of responsibility, spirit of
criticizing, social behaviour in the group work patter appropriation and integration of the

knows, know-how-to-be and a better commitment. daliehis project pedagogy generates
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another internal structuring of the school socsipstituting the conflicts, to collaboration,
and to co-operation, which supposes to the maxinthat the “power” is distributed
differently and that each learner gets a role tooamplish. This is an important part of
motivating learners and helping them see that tdayuse English to express things that are
important and interesting to them.
The projects suggested in the textbook (One thedYlaxe:

Project 1 To design an advertising folder foestaurant

Project 2 To draw up the profile of the changiea person

Project 3 To arrange / organize a conference

Project 4 To make a poster highlighting the jpast the present (habits / traditions /..)

Project 5 To present the first page of a newspape

Project 6 To design an album

To return to the context of our reseancth  tackle the question of the implementation

of the CBAby the means of projects teaching, we take as ebeating first project in the first
file on page 35. This project requires the desifaroadvertising leaflet of a restaurant by
mobilizing the knows and know-how-to-do, which coaraler the disciplinary competencies,
the research, the communication in authentic soctalditions, the artistic design, the
presentation, etc, which are related to the traissé&€ompetencies, to transmit a message by
the means of a written and at the same time iltestr production. A research undertaken by
groups of learners which, in theory, will make dtspible for learners to establish a bond with
the external world, to mobilize the knows learnéd@hool to understand, act, be directed,
succeed in life and not only in the examinationse Tesire and the adhesion of the learners
provide the key of success of this pedagogy. Watiard to the project pedagogy, Perrenoud
said:

The learner is mobilized by a goal to realize ahdst consents efforts, if not to learn, at
least to succeed. All art is obviously to engageghpils in projects of which the success
depends on the learning. (1997:68)

For Jonneart and Perrenoud, it should be basedeaningful situations that are significant to the
learners and thus should encourage further trassfer

Learning objects have meaning only in and through kearner. In our daily life we do
not act otherwise. We do not seek information av skills except on projects which we
take to heart. (1999: 352)

In fact, the range of projects quoted &bisvmotivating to our learners. These types of
projects target the reinvestment of the knows weutake a group work on catering, receipts,
different national dishes, their nutritional riclsse etc, as well as an opening on the inter-
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disciplinarity which will make it possible for tHearners to become aware of the necessary
transversality of certain learning, so much onléhel of the cognitive operations, than that
only with certain objectives of a methodologicahture, as we highlighted it in chapter | pp
83-84 while dealing with the characterization bt CBA.

It is certain that the folder or flyer dgsng, writing, and illustrating...etc is an
excellent means of perceiving the problems relateéhformation and publicity, and that
makes it possible to sharpen the critical spitiisla socio-emotional dimension, which will
make the learners to live the conflicts of the niegon. In fact, the teaching project is a

means which will allow the implementation of congreties of the CBA.

[11.2.3.1. The Project Pedagogy and the @apetencies Construction

The project work allows the mastery of petencies defined by the CBA. The
communicative competency, oral and written, isitlvariant aspect of the CBA, i.e., that the
teacher should make the learners acquire and devéle project work remains dependent
on the choices of the teacher and that of the égarihe teacher has the responsibility to lead
and scaffold his class to carry it out by taking@aet of the available means. The project
work allows at the same time to set up motivating aseful activities for the pedagogical
plan for the learners: use of the language in s@oaof pragmatic communication, and
transdisciplinarity {7.

The pedagogy of the project work organittes learning in sequences according to a
quite precise progression. Worked out by the teaabeording to the adopted project, this
progression establishes an order in the learnimrg®ss. It must determine a precise
succession of the sequences in order to avoidtéol sind the juxtaposition of the concepts
[

The pedagogy of the project falls undesoaializing logic which supports learning in
groups and the forms of interaction. For examyie,ihteraction between teachers who must
act collaboratively for the establishment of the-pedagogical device remains vital. This
raises questions about the choice of the suppgbddearning situations, the activities and the

evaluation procedures.

[*|Transdisciplinarity: it means what is taken froiiffetent sciences to build a concept that transsethém.
For example, the transdisciplinary concept of aotow is derived from biology, philosophy, ethicscisdogy,
etc.

[*°] Notions or concepts are what a learner must aeqnisituations of multiple communications. Thelgsis
of language needs to determine what is necessargdmers in terms of language functions and dpeets,
and general and specific notions that learners master.
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Secondly, the interaction involves thectea and the learners in class situation. The
new organization of the class in pairs for the iubf "practice” on pages 20, 24, 27, 29, 30,
31, etc or in groups, in the rubricRésearch and Report” antProject round-up”on pages
27, 35, 53, 56, 60, 76, 85, 102, 111, 128, 136;1% and 159 is very relevant because it
allows a greater teacher’s-learners’ interactiespgecially learners-learners. The project work
is an appropriate framework to organize space eachérs’ freedom, at the same time, where
learners can choose, negotiate, decide, take redjidies, innovate, etc. It supports
autonomous work, contact, and work in groups, dognidevelopment, formative self-
evaluation and learning progress. Doing so, it ma® and focuses both transversal and
disciplinary competencies.

[11.2.3.1.1. Transversal Competencies

111.2.3.1.1. a) Personality Construction

The design of this advertising folder emghes and highlights the importance of the
learners’ collaborative work. Being the group proithe leaflet, crystallizes all members of
the group for its development, improvement, etcolistitutes an outcome which mobilizes a
good sum of actions, expressions, analyses, indgwidnd collective initiatives, etc. It
encourages self-expression and self-realisatiaaoii and every member of the group.

[11.2.3.1.1. b) Learning Envy Enhancement

This advertising folder fuels learners’ timation to work, since their production must
be presented, exhibited and be even evaluated. dMerethe fact of seeking information
connecting to the topic of advertising on the agatewill enable them to learn how to explore
and exploit various documents and to select théeods allowing its design. In short, they
develop the skill to learn how to learn while agtin group.

111.2.3.1.1. ¢) Social Life Learning: Cdhborating and Negotiating

At certain specific moments, decided bg thacher all along the file, learners must
express themselves one by one, to enrich the rentgrkheir classmates. Thus, they refine
their sensitivity while being attentive to others.

[11.2.3.1.1. d) Working Methods Acquisitian

The design of the advertising folder leadgperatively to tasks distribution, working

methods development and time management. This peseption imposes the learning and
development of certain working methods on the pathe learners, in particular note-taking
while interviewing people such as the restauraepkes, the customers, the waiters, etc. or

collaborative work around the choices of photogsblours, attractive words, etc
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[11.2.3.1.2. Disciplinary Competencies

[11.2.3.1.2. a) Oral Practice of the Languag@interactive Competency]

During the interviews and contacts carmed for the collection of information for the
advertising folder, learners are brought to speakublic and in front of their classmates.
This competency is often overlooked in a lecturselblapedagogy; however, it is very present
in the pedagogy of the project.

[11.2.3.1.2. b) Reading Skills Enhancement fiterpretative Competency]

To obtain and gather the material needed faking the folder, learners must read
documents in relation to the theme of the projéctaddition, research information on the
Internet requires learners implement other readiragegies.

[11.2.3.1.3. ¢) Written Production [Productive Competency]

Thanks to the project, learners learn htww prepare a series of questions, a
guestionnaire, a checklist, etc... They have dsmtcasion to write paragraphs, interviews in
a simple and organized way. Thus, they improve trehographical, lexical, syntactic knows
and know-how-to- do by using different languageudtires: passive, active, declarative,
interrogative, etc. The outcome, which is an adsieg brochure, must take all its meaning
since it will be read in public. Thus, a meticulocisoice must be made about the ideas,
intentions, which are used to convince, appeakyasgte, fascinate... and the variety of eye-
catching, attractive and convincing illustrations.

The objective of such a project leads e implementation of disciplinary and
transversal competencies amply targeted by the .@B#ue transformation of the learners’
status, as we underlined it in the chapter | pp@9is to be considered. They become,

following the group dynamics, actors and not ordgrs or consumers of the knowledge.

[11.2.3.2. Didactic Implications of the Project Pedcagogy

The CBA is based on a fundamental primcighe conscious construction of the knows
and skills by the learners themselves through asutative relationship and a research
process in the rubricslisten and consider’and “read and consider." This conscious
construction is based/ founded on observation aatiysis to draw conclusions and formulate
rules, which will be validated by using them irusiions other than those proposed during the
learning phase inpractice rubri¢. Becoming aware, through moments of verbalization
transforming their words into ideas, actions, fegdi, and their acquisition strategies, the

learners will thus experience intellectual autonoamg meta-cognition, reflection on their
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own learning practices. To attain this, each fildsin a self-evaluation “whedo we stand
now?" which gives learners the occasion to reflect tbelres on their own learning and to
take decisions of conscious and explicit modifmati

The learner’s work is to perform a tasknadl as reflect on how he carries it out. The
teacher will make these moments of reflection @l s@ages of work: before, during, and
after a given activity. He will help initially leaers with questions about the procedure which
they have to follow. We will analyze the teachgytsdance and scaffolding while treating the
class observations in the following part of chapibeee.

As for the learning pathway, it includes:

One moment of methodical observation, wHearners must know in which direction
their observation will be oriented, one moment istdvery in which the learners are invited
to show their analytical capacities in order towlreonclusions, a moment of personal
reformulation and one or several moments of evaloat

Undoubtedly, the implementation of the jpcd work integrates communicative
practices to help learners render their learningctional and exploitable in authentic
situations, to encourage them to take personaaiiwés, to gain self-confidence, to care for
improvement, and to conduct independent studies.

Nevertheless, the effective and fertdalization of these project works require many
means: an adequate and suitable material is supppode available at the level of the school,
if it is not the case, it is imperative for botletteacher and learners to make efforts to find it.
The obvious question is: is this always possible?

A very significant factor is taken irdocount in this new syllabus, that of construction
of the meaning. Indeed, while learning, the leasveil be constantly requested: the teacher
will ask them in each occasion to reflect on winatytlearned Listenand Consider”, "Read
andConsider" . To support this idea, we reproduce what Chabaoneluded

"a reflexive dimension on the practices is initiallged to build a rapport with the
knowledge founded on comprehension of its own titqupcesses(2005:54).

Thus, the integrating framework of leamis the project work. Each rubric allows the
attainment of learning objectives which all togethenverge towards the realisation of the
project. This realisation appears in a concreteerradf oral and written production/outcome.
The latter bespeaks of the implication of the leesrnin a group work and research, which it
would be necessary to promote by editing it ati¢hrel of the school and elsewhere.

This will allow learners to develop their know-hde~do such as listening to the others, joint
work according to the interests and means, etc.
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[11.2.4. OTM Content Compliance with the Competences Construction
[11.2.4.1. Parameters of Compliance

[11.2.4.1.1. Compliance with the Objecties of the CBA

In fact, the textbook is the subjectlebates around which revolves research related to
its structure, its organization and its role in tleaching/learning process in the current
context. We have to remember that an effectiverptanof the learning can hardly be done
without taking into account learners themselvesetits on a thorough knowledge of the
programme and the material, and most importanthlyacgood knowledge of learners. It is
thus due to the teacher to select from the maseaiahis disposal what seems suitable and to
eliminate or to readjust what does not correspanthé learners’ needs and their fields of
interest. According to the constructivist currethie teacher who does not take into account
the learners specificities suffers from major deficies (Factors of Motivation, Viau 1994:7).

We believe that whatever the textbook, whetheragal or not, it must be a tool that
should be considered with a critical eye. (Y. Ler2000: 71-89)
The critical eye concerns:

[11.2.4.1.2. Compliance with the Level of the Learmers

Thus, the objectives of teaching Ermglis the Algerian Middle school, especially for
fourth year learners are intended to result in afigency of the three competencies:
interactive, interpretive and productive (OfficiBfogramme 2003). The textboo®n the
Move, is intended to respond to its contents and iedaebased on the sets of themes as
indicated in the selected situationsitlis my treat -- Topic: food and drinks / 2. wy@an do
it-- Topic: citizenship / sustainable developmEdt Great expectations- Topic: People and
places / 4. Then and now — Topic: Customs and snb® Dreams, dreams — Topic:
Cultural exchanges / 6. Facts and fiction — Topi&rts and Sciencésand often take into
account in a systematic manner, social and psyglwabparameters to provide learners with
communicative situationsclose to their concerns and to stimulate interactidhese
underlying parameters require the accompanimeatragéthodology that enables the learners
to integrate the acquired knows into the practi€etheir speech, that is to say, to act
autonomously:Listen and Consider' is a rubric that targets three objectives: 1) ghaing
the listening comprehension, 2) raising awarenésseotone and structure that characterizes
the structural item in question and 3) finally awaikng or alerting the learners about the need
to discover how it works, that is to say, the type method (problem-understanding-
application), which revolves around a problem gitima In fact, this section focuses on oral

proficiency. The sectiongrammar window’ is designed to encourage learners to think
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analytically, to ask and answer questions on lisigtiforms they have just seen. This
encourages collaborative work in pairs and groups lwilds up learners’ confidence. It
focuses on the skills of conceptualizing the ruéshe functioning language. This section is
followed by'practice' that enables learners to apply the intonationgradhmatical structure
that were just discovered in the previous sect8m.by means of this sub-rubric, the learners
themselves fix, acquire and systematize the rulegiqusly conceptualized. This application
is reinforced in théWrite it up’ rubric, allowing them to verify the productive cpatency.

In this connection, a first remark is pertinenteTdfficial methodologies cannot stay in the
state of official discourse, as they are wordedofficial documents. They should be
operationalised. So, it is obvious that what thdlteok suggests as a typology of activities
may not meet the needs of all learners. Thus,dhehier must find what suits the levels of
learners while maintaining the structures, themeassigned in the official programme. What
matters ultimately is that the learners should betreduced to a simple, fully oriented
communication but they are supposed to communwghgg they want to convey (satisfaction,
disagreement and so on).

Learning situations revolve around situations amdjegts. The proposed didactic
materials make clear the knowledge, skills, abk#itto develop in the learners. The learning
situations are structured to foster collaboratiearhing and instil the spirit of consultation
between the learners and the teacher, and theetsaand learners. This helps, in fact, to raise
the cultural level, knowledge, and learners’ mdia while enhancing verification of prior
learning. The evaluation of the learners’ acqussi regarded as an important step in the
teaching/learning process, is clearly defined anmtegrated in the process. This skill of self-
assessment is introduced towards the end of edehtdi develop in the learners the
metacognitive competency (cf. to the rubric ‘Wheie we stand?’ which includes ‘check
progress’ and ‘learning log’ on pages 36-39, 618&88, 112-115, 137-139 and 160-163).

[11.2.4.1.3. Compliance with the Educational Frameverk and the Intercultural
Competency Development

The educational framework must seek automaticdily $ocio-cultural reality of the
learners. A browse through the 4 AM textbook cofjtén the Move and throughout the
themes and the texts suggested, more or less teetliee realities of the learners’ socio-
cultural environment, besides it opens on othetuces. Thus, Algeria is mentioned in all its
dimensions cultural, social, artistic...etc. For amgte, in the first file, the Algerian dishes,

food habits and education; in the second one vies, sports activities...; in the third one,
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the Algerian educational system, tourism,...; in fbarth one, traditional items, tourist
attractions, the traditional lifestyles...; in th&Hifile, the national famous personalities VIPs
(writers, singers, football players, politicians,the sixth one, the fairy-tales... besides, the
integration of world famous persons, stories, siggerelated to food, traditional dishes,
...All these can result in a fairly obvious culturabntribution to the oral and written
productive competency.

The didactic materials suggested in thébtmok are not always accessible to all learners
either from the syntactic, linguistic or lexicakwpoints, yet the teacher should imperatively
make appropriate changes by adapting, adding, letinig what appears to be inappropriate.
At times, it is simply a reorganisation that regsia proper study and an effort on the part of
the teacher.

[11.2.4.2. Cultural Dimension in the OTM and its Impact on FLL

In fact, the cultural dimension receiwedy a very narrow conception which is merely
limited to the rubric‘'Research and Report” on pages 27, 52, 76, 101, 128 and 152. We
believe that as early exploration for these leangris quite sufficient for this one- time
learning to be limited to a plain comparison ofiabwalues, rituals, lifestyles, food habits,
etc. Provided that this dimension is enlarged, ngtittened and deepened in secondary
education in order to facilitate learners’ languagmguisition. Generally, there is tacit
agreement that the assimilation of the target ocaltwhich results in acculturation will
encourage communicative competency which in tuthemhance language learning.

Language and culture are closely condedamguage is both an element that makes up
the culture of a community and the instrument tghowhich the individual verbalizes his
ideas and thoughts. It is through words that weadisr the values of peoples and it is the
language that translates thoughts. Language is ptieéerred means of access if not
indispensable to a different culture; language ipmfcy itself is not enough without a
cultural knowledge. Thus, it is, in our opiniongefarable to review this binding language-
culture in the curriculum development specific togiish teaching and learning because, in
the present state of things, the cultural dimens®riimited to some illustrations, for
ornamental purposes. In fact, these illustrationsndt reflect the importance of a clear
situation for this language. Concentration of thecpss of teaching on language content only
does not provide enough understanding of all sdnatbecause as pointed out by Bourdieu:
“Grammaticality is not the necessary and sufficieondition for the production of
meaning.”(1982: 116)
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The languages of "departure" and the tmgtial competencies acquired by the
learners in their family contexts can and must @asole impossible to circumvent in the
appropriation of a foreign language, i.e. in thdtidimensional extension of their linguistic
repertory. The adhesion of all the partners is @s®&ary need to promote the acquisition of
this cultural dimension among the citizens of toroo:

We cannot deny that our learners encoutiféculties in their learning process for
many reasons; language interference, socio-cultupbresentations, error status,

overcrowding, and other obstacles which are uniqueach and every learner.

[11.2.4.3. Importance of the Cultural Aspects n FLL
The importance of the cultural aspectshe process of foreign language learning
requires a confrontation between two different diisgjc systems that of the learners’ mother
tongue and the target language, and generatessagibeshose of the two cultures conveyed
by the two languages in question. According toqur@llion:

Learning a foreign language is learning a new crdiulifestyles, attitudes, ways of
thinking, another new and different logic, is tdexra mysterious world at the beginning,
understand individual behaviours, increase his Kedge capital and new information,
his own level of understanding. (1984: 52)

Then, the cultural understanding shouldb®tisregarded but should be in the heart of
foreign language learning. In this case, it is Wwdifting the veil on the issues aroused by the
contact of cultures in so far as this does not lanty the cultures but also individuals and
groups identities. It is necessary to define thecept of culture which is extremely subtle in

order to clarify the concept of interculturality.

For the supporters of the cognitive psychglsuch as Piaget and Vygotsky, it was
clearly demonstrated that learning new knowledgeeiger done on a greenfield site and that
the new understanding is possible only from theviptes experience interpreted by our
conceptual system. Is not the latter shaped byoliure?

[11.2.4.4. Cultural Competency and the Teacher'Role
The foreign language teacher has a heavygpgizal burden in teaching those learners of
monolingual and mono-cultural environment. His radeto take into account both his
learners’ culture and the culture of the foreigmglaage he is teaching. The understanding of
both cultures may be essential to identify thosasuof cultural background that may cause
problems to the learners’ comprehension if presemtghout a prior explanation. This will
also help them remove the misunderstanding reguftiom the outward manifestation of
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cultural identity. Therefore, it may be necessanythe foreign language teacher to introduce
the cultural concomitants as an obligation to thecess of language learning, otherwise,
learners will fail to perform the basic task of gaage acquisition. Discussing the same idea,
Lado maintains that:

[...] in the realm of language rather than that oftawe as such, the harm that we do our
students by not teaching them a foreign languagdyoteaching it as if it were just
different words from those of our own language lreshe false idea they will hold of
what it means to learn a foreign language. (19856: 8

Accordingly, regardless of the level of therteas, teaching material should be culture-
bound. The right selection of the material is, éfi@re, crucial to the success of language
learning especially when the teacher finds thaistgiven an assigned textbook that he finds
inadequate both in its linguistic and cultural @mt(Lado 1985:3). The ambiguities at the
level of the foreign culture very often lead to taér errors which may affect learning
negatively. As part of the process of learningpexthave been the subject of professionals’
researches.

The methodological implications of the implentagion of the cultural programme are
twofold. The teacher develops during the yeare$filor “sequences” of variable size, centred
on a selected issue in accordance with the diffecmmcepts defined by the cultural
programme. He varies the exploited supports acegrtd their types, their geographic origin,
their era and their linguistic register. The therseggested in the programme for each of the
concepts provide many tracks for the developmerthese file-sequences in an eventually
transversal perspective (a theme that may fall useleeral concepts.)

The acquisition of the cultural competenayuiees:

= To familiarize students with the culture of otheirszluding the regular reading of

newspapers headlines or the use the Interneteoatitre searches tours, etc...,

= Multiply the approaches to a theme of the prograranseind by implementing various

media language skills.

= The elements of the cultural programme identifiedhe documents reviewed can be

expanded and enriched in several ways:
- With teachers from other disciplines: history, gegdy, arts, French;
- With the wizard abroad;
- CDI, independently, by a search of documents orepap on digital
media (CD or Internet);

- Via e-mail exchanges;
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- During the preparation of trips and linguistic eanobes.

[11.2.5 Textbook Results Analysis

Generally speaking, textbooks, whatevehgticated and complete they are, they can
never specify in precise terms all teachers’ aratnkers’ needs and wants. This may be
‘demotivating’ for the learners whose needs andregts are not taken into account. As it is
stated by O’Neill:

Textbooks can at best provide only a base or cérmaterials. They are jumping-off

points for teacher and class. They should not aifmet more than that. A great deal of the
most important work in the class may start with thgtbook but ends outside it, in

improvisation and adaptation, in spontaneous intécm in the class and development of
that interaction. (1982: 152)

Thus, Teachers should vary widely inithganning statements. Allwright (1982:136)
explicitly says: While teaching materials can embody decisions, tbaynot themselves
undertake the actidn The fact that there is a heterogeneous learm@ognmunity with
different learning backgrounds makes of the textba@aouseful tool that minimizes the
differences between teachers in their teachingtipesc and techniques. This also saves

learners from teachers’ deficiencies as regar@ésams requirements.

The textbookOn the Move, which is unique for all 4 AM Algerian learnergepents a
range of features that can be summarized as follawgseat number of activities, an average
of 44 activities in addition to the project, whiek hardly appropriate for the schedule
assigned with the language teaching, which is Ishper week. Thus, the coverage of the
totality of the programme requires an adaptatiomemalf of the teacher who will not be able
in no case to take into account the learners’ dityeand the inequalities considering the class
crowdedness, 40 learners and more, their varyiogp<sltural aspects, learning preferences,
learning strategies, and pace in acquiring thedagg. All these factors require a spontaneous
adaptation and know-how-to-do on the part of trechers. Yet, a thorough training and a
certain degree of professionalisation are compuldor the teachers. Consequently, it is
necessary to wonder about the capacity of the exp@meet teachers’ specific needs. Are
our teachers able to adapt the didactic materie¢®rding to the needs of the learners’
situations? Are they authorized to operate chdhd®s they have the tools which enable
them to operate arrangements? In addition to kg and laborious efforts, this type of
work requires self-training and highly-developeanptency on the part of the practitioners,

a puzzle which is not appreciated by all of therhug, teachers, in most cases, prefer
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following scrupulously the textbooks content beeaas the lack of confidence, experience,
familiarity with inventive initiatives, or simplyw of laziness, unwillingness, resistance to
change and so on. Besides, the quality of thetiitisns, paper, and printing miss application
and reveal that publishers still do not master gutly the manufacture of such a complex
product, without forgetting to mention the unavhilidy of the textbook for all learners. Only

one learner out of two has a textbook. What pusise® raise the following question: is this
deficit on the matter due to the lack of financimgans? Or, does it have to do with the
difficulties of distribution? Or with other reasorwhich are necessary to identify and
highlight.

As regards the implementation of the appho CBA, it is clear that the instructions of
certain rubrics target competencies but in pradhey focus much on structural objectives...
for instance; rubrics oflisten and consider and read and considetiich are completed by "
grammar window, without losing sight of the fact the insufficieimpregnation of the
cultural aspect, limited primarily to the sets ahslated roles, and aroundulture in the
lexicor' (Galisson 1991:191).

All things considered, we can say that téxtbook, apart from few anomalies quoted
above, and which are related both to the form dedcobntent, targets competencies of the
approachCBA. The teaching progression suggested is logicalh Hée begins with oral
activities in reception "listen and consider" amuwards in production to the activities of
reading "read and consider”, followed each by arsidbic of "practice” ensuring the transfer
of the learners’ acquisitions in other situationsl &nds in the writing, in re/production. The
project, besides cooperative and social skills eabent, is the favourable process for the
language reinvestment, transfer and mastery.

The diversity of the activities, suggestdthe textbook designer, offers stimulating
tasks to the learners to improve their skills bothl as well as written. Moreover, they
support and target pair and group work, which a&spirthe construction of disciplinary and
transversal competencies. A very significant fad®rtaken into account by this new
programme, that of the construction of meaningeéd] at any time of the learning process,
the learners are constantly requested: the teadghersk them on each occasion to reflect on
their learning “listen and consider”, "read and sidar". A reflexive dimension on the
practices, as Chabanne underlines it, is initiaibed: “To build a relationship with the
knowledge founded on comprehension of its own thtqugcesses.” (2005: 51)
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So it would be significant to set up stragegof exploitation which respect the situation
of communication conveyed by the authentic docunaak try to restore the authenticity of
its reception by proposing activities which encgeréearners to find natural faculty.

The innovation in this kind of textbooktie integration of both types of evaluation and
the self-evaluation "where do we stand now?" atifipemoments of the teaching/learning
process in each file; this must ensure, as Genthhaterlines it Internal and external
regulations (1984:41-43). | think that the integration offseValuation for learners’ use is a
judicious initiative for the development of autonpand saving of time for the teachers who
do not have to conceive themselves the tests. Quesdy, the project pedagogy must
facilitate, in theory, the transfer of the declaratknows into procedural ones. Generally
speaking, the textboolOn the Move, is functional. Its analysis does not reveal sigairfit
gaps compared to the principles of the CBA. Apamnf the listening and the reading rubrics,
which must be carried out individually, all the etlones are designed to be carried out in
pairs or groups which undoubtedly enhances colkth@ learning. To illustrate this fact, we
counted the number of activities to be carriedioydairs or in groups in file 1 "It is my treat";
10 activities are meant for pair work and 3 morévaes, "research and report” and the
project are for group work, which is equivalenthe rate of 34% of the content of the file.
Thus, we can deduce that the focus is put on theitees of learning rather than only
teaching ones. The learner's autonomy and competeneeant by the approach are clearly
materialized by the textbook designers. What remairio translate them into teaching acts in
class. The success of the implementation of thepetemcies targeted by the CBA and
transposed in activities in the textbook dependsafgreat deal, on the know-how-to-do of
the staff of teachers charged to implement and tokwvith the construction of these
competencies. The following part will enable usheck this implementation and to evaluate

the shift from the institutional didactics to itaplementation in the English classes.
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[11.3. Class Observations
Introduction

To make more visible the implementationtltdé competencies stated in the activities
suggested in the textbook, On the Mowe, opted for the choice of the class interactiana a
way of questioning, analyzing and objectifying tearners’ as well as teachers’ behaviours in
class under their natural conditions.

Undoubtedly, if one wishes to assess tliecesf of teachers’ training, the most valid
methodology would be to identify what is actuakynvested in the professional practices by
observing in real class situations what training tlaanged among teachers’ teaching and, of
course, learners’ learning. However, the assessmtrihe specific effects of teachers’
training raises considerable methodological difties to analyse the change process because

it requires a longer-lasting class practice obgemaf the involved people.

[11.3.1. Courses Process

The fact of studying the class observatimiages it possible for us to survey and analyze
the processes of the class, the prompt and spantargctions or the teachers’ decision-
making when a question, an intervention or any r@geen event interrupt the speech or the
activity. Moreover, these observations enable usneke more appreciable the effective
analysis of the implementation of the CBAhe teachers’ reports, their intuitions, their
practical wisdom, and their spontaneous actionstdate a new framework of thought for
the study of the practices of teaching. &cldeveloped what he names an:

alternative epistemology of the professional pi@tuch as processes of transformation

and regulation (flexibilisation) to which we appeal the situations of uncertainty or
conflict. (1994).

To give an account of these interactidins, also significant to focus on the framework
in which these last occur in class and the interatedole that the teacher plays between the
knows and the learners as we underlined it in @rdppp 44-46.

According to Jackson:
The 'good' teacher does not correspond only to wag of acting but to many ways.
(2002: 34)
Why and how should we choose a strateggopde of explanation, a type of answer, a
metaphor on which we build a case of problem-sglaruation? Choice is always a powerful

guestion at the hour of analysis of the teachgrshtaneous practice.
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Such studies which focus their analysigh®se practices account for the significance
which implies the recognition of the educationalrigts lived by these teachers themselves.
School experienced, close or distant, situatiolzsvalhe teachers to build representations and

practices.

[11.3.1.1. Sequence 1. Reading and Writing rubricop 82-84
Textbook 4: One the Move class: 4 AM
File three: Great Expectations Number of learnerd (25 girls + 16 boys)
Duration 55 minutes
Objective -- Comprehension and written expression
-- Development of primary amtisal competences
Stage 1 “Read and Check” is used to mobilize the intellat resources of learning relating
to the reading.
Extract 1
The teacher enters the classroom. Learners aredstg up.
Teacher: Good morning everybody!
Learners: Good morning Madam!
T: Sit down. few seconds latgWhat's the date today?
L1: Tuesday, 20th February, 2011
T: Leila, go to the board and write the date.
L2: Leila goes to the chalkboard.
T: Today, we are going to do 'reading’. Take ywmoks on page 82 and listen.
Ls: (They open the books and await the teacher’s instms.)
T. Look at the lyrics. It consists of stanzasm Igoing to read the lyrics and you have to
listen and find out the words that have the sanuado
L3: Listen. The teacher reads out the poem and the learndesilis
Ls: No reaction
T:. | am going to read for the second time. Yateln and underline the words that have the
same sound (music).
Ls: They listen for the second time.
T: Ok! What words have the same rhyme?
Ls: Some learners raise their hands.
T: Yes, Farida.
L4: (Farida): Do/ you/ new/ flu
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T: That's excellent! Go to the board and write Words.

L4: Farida does so.

E: What is the sound?

L4: Do /you/ new...

T: No. Itis the sound /w/

T: Now, look at activity 3 page 83. | am goingéad the paragraph again. Listen!
T: reads the poem aloud and learners listen.

Ls: No reaction on the part of learnergNo instruction was given to the learners.)
T. Listen again and find the words that have #raerhyme.

Ls: They listen while the teacher read the paragrapiuel

T: Ok! Correction

Ls: As in the first activity, some learners raise theands.

T: Yes, Ahlam.

L5: (Ahlam): eat/feet/ meat/ seat.

T: Very good! Go and jot them up on the board.

L5: Ahlam does so.

E: What is the sound?

L5: /001,

T: No, itis the sound /i /

[11.3.1.2. Analysis:

The first question we may ask is as follovis it a session of 'reading or listening
comprehension?' The teacher seems to confuse dhegsrrelated to each of the two rubrics.
In fact, she does not perceive well the activitidkesch come under each competency. Taking
into account this lack, she cannot then duringtistg activities help learners develop their
oral and written interpretive competencies withatle rubric, as we defined them in chapter
lll. pp 124-135. There are rubrics for which teashelo not perceive the underlying
objectives, and they, thus, deal with at randomnglis is confirmed by the answers to the
guestion 20 in the questionnaire (1).

We noticed that the majority of the exchemgre initiated by the teacher. She represents
the central element of communication in clagm¢her-centrednes#)sofar as she manages
the dynamics of the class and its organization.s&gbently, the learner-learner interaction,
targeting socialization and collaboration whicloige of the main objectives of the CBA, as it

is defined in the chapter | pp.96-97, cannot tdkegindeed.
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From the interaction teacher-learner, ivésy worthy to notice that the session was
limited to a traditional practice where the teactesards the poem aloud and the learners are
supposed to sort out the 'rhymes'. A profitablel@tqtion of the photograph on the cover of
CD page 82 could have stimulated learners to maledlection on what is mentioned on its
cover. In other words, the description of the phoaph conducted by questions such as:
Where does the action happen? What is written ersthall cover of the CD({T'he singer's
name (Jimmy Stephens) / the compositor's name (RQaenpbell / the title of the song
(Song for a Rainy Day) / the writer of the lyridoiiathon Dykes)..If they know the singer,
did they have the occasion to listen to his songéftich kind of music does he sing? These
types of questions would allow preparing learneith the reading rubric. Then, in the second
activity, known as while reading phase, the timeatlan necessary for any natural process of
reading is to be given to learners to read the paedito make an analysis that complies with
their level and their pace so as to be able to @airtand compare the various sounds, their
utility, and their effects on the messageRhyme serves to give rhythm and harmony and at
the same time set the limits of the verses).

The third and last activity, known as fhest reading phase, should make it possible
for the learners to transform prose into stanzampteting those in page 82 and thus to
develop a strategy relating to the transfer tatypes of discourse. To ensure the reinvestment
and transfer of the new knowledge and competeniether situations, it is necessary first to
make certain their acquisition to be able latesheck their effective reinvestment.

It is to be specified that the practiceled reading in its analytical design must target i
the foreground the reading of the texts, the actesmeaning, and the reflection on that
meaning and, in the second step, develop the mleadig to its effectiveness. It is this
hierarchy which must be solely pointed out or rewaf since many teachers actually confuse
indeed the targeted ends and the useful meansafidigsis of the exchanges guided by the
teacher show that learners’ attention was exclisivencentrated on the form of the
"sound$, and 'thymes$, and does not lead the learners to reflect (thmk the effects of
choice on the reader.

To develop effective reading strategie®ag learners, teachers should implement an
approach that takes the following steps:

1. Anticipatory Step
* Introduce the topic of the teaching sempee

* Mobilize acquired knowledge to creatddaekand cultural expectations in the learners

151



* Anticipate lexical barriers and introduw@w vocabulary

* Raise learners’ motivation

2. Comprehension Step

« Develop understanding

o Learnto read a text

» Learn to select relevant information without neegibg understanding all the text

« Develop inferential questioning

3. Post-Reading Step

* Learn how to skim over a text

* Select relevant information

» Develop the capacity of analysis and interpretati
» Develop the capacity for language

4. Written production step

Summary: Based on information acquired, the student mushvest the knowledge
capital to produce individual work.

If writing has often been synonymous witmirol of learning, it is also a revealing
indicator of the degree of autonomy acquired by ldaner. The factors that govern the
making of the written message are indeed of theesaature as those that cause oral
transmission: context, communicative intention,rigkinto account the code and ideational
patterns of the co-narrator.

It should be noted that cursive readingictvhs poorly implemented, cannot occur at
this level with regard to the level of learnerse ttime required for such a reading to
materialise. However, reading additional texts, isid for the purpose of ‘Reading for
Leisure’, can help them to develop strategies Upithgr this phase.

On the other hand and although all therautgons teacher-learners were proceeded in
the target language, a practice which can only ptenthe acquisition of the language, it is
judicious to stress that this one was limited ® giuestions of the teacher and the answers of
a very limited number of learners, 5 out of 41.

Finally, we noticed that the instructiomere not clear or straightforwardly omitted.
That caused hesitation and confusion among learfbes teacher’s reading aloud was done
in a monotonous way which does not help learners¢ognize and sort out the rhymes. We
have also noticed that the teacher used the pegagdie encouragement but by targeting

only a minority of the learners, 5 learners onwimle.
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[11.3.1.3. Sequence n° 2: Project Round Up

Texbook 4: OTM Class: 4 AM
File 2: You can do it. Number of learners: 40 (30 girls +10 boys)
Projet: ‘Making a profile of changes on man’s past and presapabilities’.

Duration: 55 minutes

Groups: 8x5

Time allocated to each group presentation: 5rurtutes

Objective: presentation and evaluation of the gsbproducts

Extract 1 :

The teacher comes into the classroom. The leara#nesady in small groups, are standing up.
Teacher: Good morning!

Learners: Good morning, sir!

T: Sit down. What are we supposedo today?

Ls: To present our projedtShoral answer)

T: Are you ready?

Ls: Yes, si{Choral answer)

T: Who wants to be the first?

L1: Our group, sir.

T: Group 3! Who is going to speaktfte group? Nadjet, Ok!

The third group spokesperson faces the class.
Nadjet 1: Our group agreed on this:

What our grandparents could do that we cannot @o no
In the past, our grandparents could tramelfoot and on animals’ backs for long
distances. That was tiresome and uncomfortable.y Tdwmuld plough the fields using
traditional ways. Women used to cut the wood fakoag, wash the clothes at the river, milk

the goats, cows... They made potteries and helpedimtre fields. They used to grow and
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produce some of the things they consumed. When tékyill, they used herbs to cure
themselves. Can women nowadays do what grandmatbeld do in the past?
| think they can’t. Today, women are weaker thaangmothers.

Now, there are things we can do but thayctaot:
We are able to cross the world quickly and in catafdle means. Today’s fellahs are able to
work in their fields using modern machines, engin®éomen are able to work in different
places; schools, hospitals, town halls...They arg lallsday. They sometimes don’t cook but
buy sandwiches or readymade food.

Now, life is easy and comfortable, busihot as tasteful as our grandparents’ one.

T: Time is over.
Next group.
Extract 2 bis:

L1: Sir, Group 5.
T: Well, Who is the speaker? Y8alah! Come over here!
L1: Our project is about family iagt and today.

Families in the past usetidge large number of persons; grandparents, uncles,
aunts, children...Grandparents used to tell theindgrehildren stories. They used to enjoy
good company. They were able to live together dogltime. They used to collaborate, help
one another, to besolidaireé. They shared activities, expenses, enjoymentsgpaoldlems.

Now, the meaning of a familas changed. It consists of 2 or 3 persons
maximum: father, mother and 1 or 2 children. Thangr parents’ role in the family has
disappeared. The members of the family are ofténpawents at work and children at school.
Parents and children go home very tired; they etiteir rooms and keep silent. We are
becoming égoistes

T: Salah, time is over. Thanks.

No comment
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Extract 2 bis:

T: Next group?
L1: Sir, group 1.
T: You, Halima, the speaker?

L1: (Halima): Yes, sir.

T: Welll Come over here.

Halimal: Our group chose to talk about honilage in the past and now.

T: Ok! Start.

Halima: My home village is some 50 kms far from dity of Mostaganem. It is situated

near the sea. Years ago, it had a population ofitab@0 to 600 persons. But, now it has a
population of 3,000 inhabitants. People used tdddpful, thoughtful andsolidaire. They
were living as one family. Now, People aggoistg always angry, sad... | remember only
few families could have television in the 70’s alldchildren of the village gathered to watch
films, football matches,...But now, each family hasr3l TV sets. This because in the family
children are becomingégoisté too. The fellahs grew vegetables and fruits foe twhole
village, the fishermen went fishing for the popigdat, the elders looked after the security,
‘propreté, good life....of the village. Now, we can'’t feelahwe are in security. We all lock
our doors and fear the others.

T: How do you know about the past were not born yet.

Halima 1:  Old persons, still living, told usst.

T: Have you interviewed them?

Halima 1: Yes.

T: Ok, Thanks.

No comment.
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Extract: 2 bis

T: Another group.

L1: Sir, group 2.

T: Ok! Who will read?

L1: Me, sir(The group spokesman).

T: Abdelhadi, Come over here!

L1: We asked the grocer of the villageell us about the habits of the people in the

past.

T: What did he say?

L1: He said many habits changed.

T: Ok ! tell us.

L1: Hadj Mokhtar is 80 years old. Herked in his shop since 1950. He is an old
commergant.

T: He did not retire!

L1 (Seems to miss the meaning ofvtbed ‘retir€).

T: He did not geh retraite?

L1: No, he still works.

T: Carry on!

L1: We visited him in his shop. He waady to answer our questions. We asked him

what has changed. He said a lot of things.

In the past people lived an easy Tifleey worked hard to get what they needed. They
were helpful and nice. They brought us things amrdgave them other things. They gave us
eggs, fruits....and we gave them sugar, and coffeey..lived in a nice society. They ate
what they produced. Years ago, people helped oathan shared foods, and gave to those

who need. We were living in a real society.

Today, people are lazy. They don’ntm® work. They are looking for easy things.
They want to haveltix’ cars, large houses, and a lot of money...but nokwdhey don’t
accept to work on earth. My grand children nevecept to cultivate earth and grow
vegetables, fruits ...work of earth are abandonedoAlelations have changed. People don’t
care of other people. They don’t pay attention hatns going around them. They are careless

and interested in their life only.

He is unhappy to see young peoplewadt educated. He said they don’t respect old
persons. They don’t respect law. They are violent.
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T: Thank you Abdelhadi. Sit down.

No comment.
[11.3.1.4. Analysis:

At first sight, one should change the tafethe rubric. It is rather a session devoted to
the presentation of the projects than a gatherinteoelements of the project. The aim of the
Project Round-up is to bring the learners to rooffidheir projects in the classroom.

The way in which learners are accustomepgrésent their projects hardly supports the
learner-learner interaction, one of the main compeaes meant by project work. The analysis
of this session, devoted to the projects presemashows that the interaction was mainly
restricted to the teacher’s questions and the gr@apmkesmen answers. The oral interactions
between learners seem far from being implementaédrdcting orally and taking part in a
conversation are the innovations with regard to fbwer traditional competencies. The
teacher’s role, as it is described and underlimec¢hapter | pp 46-48, is far from being
materialized. He should have seized the opportunitgllow learners inform and explain to
one another what they produced, how they compliétetc. Taking into consideration the
individual talents of each one of them can lead teocio-cognitive dynamics. As a result,
they, beyond the knowledge sharing, as the CBA esiggit, will interact together while
informing, suggesting, refuting, and completing.this way learners take part in collective
guestioning. Subsequently, all learners become ewathe contribution and are concerned
with what the others say, which is not the casthis session. To make them acquire these
skills, capacities or know-how-to-do, the teachestbring the required support (scaffolding)
and guidance, as we underlined it in chapter | pTéfes step necessarily leads to the creation
of a collective knowledge which exceeds what eaarner knows individually and to an
awakening of their interdependence, cooperation antaboration. Admittedly, oral
comprehension is the most difficult competency wb ipto practice. Initially, the framework
of the English class at the level of the middleosdhs far from being the ideal place to create
an effect of "linguistic bath" and the artificiaharacter of the communication in class is a
major obstacle which does not facilitate the cotizagion of the interaction under favourable
conditions. But, the installation of the interadyvdepends systematically on the work and
the imagination of the teacher. It is necessaguide and involve learners in class interaction
to create the automatisms of a natural communitatibhe teacher must propose a

progressive advance all along the courses throngltvarious pair and group activities. We
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tried to reproduce what the group spokesmen reghdotehe class because it is very possible
that there are mistakes of misspelling, punctuatiamtheir productions.

Here too, one can deduce that the notsrlaok of didactic means and the ICTs, to
make it possible for learners to complete theirknisrunavailable, except for some of them.
Moreover, the process followed by the teacher rhasteconsidered because the stages of the
project, namely brainstorming at the beginninghaf éxploitation of the file, the research on
the ground, the allocation of the tasks to eachntra the edition and the choice of the
illustrations, and finally the evaluation, must lmplemented in order to guide and
accompany learners to acquire the methods or thtegies underlying the project work (cf.
chapter | pp 81-82). The project should, in no cageregarded as an end in itself, but as a
process which places learners in problem situatimng obstacles targeting learning in
authentic circumstances.

Instead of regarding the presentationheffinal product as the last step in the project
work process, it is worthwhile to ask learnersefiect on the experience as the last and final
step. Learners could reflect on the language thastened to complete the project, the content
they learned about the target theme, the stepsftiieyved to complete the project, and the
effectiveness of their projects. Learners couldabked how they might proceed differently
next time or what suggestions they have for fupngect work endeavours. Through these
reflections, learners realize how much they hawened and the teacher benefits from
learners’ insights for future classroom projects.

One could not check the way in which tacher scaffolds and evaluates the learners’
projects.

1. Are the written competencies by which learners refibe capacity”, "the possibility”,
"the permission”, " the certainty ", " the agreem¢and " the disagreement ", " to
require and grant permission ", by using the liagieiforms taught such asan, may,
might and could, must, have to, need to, so caeither can | etc actually reinvested
in the end products of each group?

2. By analyzing the various extracts, we noticed that linguistic forms which prevail
are:used to, can, could, were able &mdcan't.

3. Do they use the ‘Exhibition Day' to give the learmeéhe opportunity to visualize
various products aiming at establishing the codperapirit among learners?

4. Do they use a grid or a rating scale to take ictmant the various components of the
project: the language, penmanship, illustratipmesentation... learners’ creativity, and

research?
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5. Do they uséhe portfolioto ensure the progression in the meta-cognitiorciwhefers
to knowledge of the subject on the learners’ owotesses and cognitive products [...],
and which also refers to the active control, regitaand orchestration of all these
processes?
These are the questions that we will tryask in the next working sessions with the
teachers.
Lastly, it is not without interest to meartithat in these productions, learners resorteo th
French language as a language of mediation to sxpiteemselves. We picked up the
following examples:égoiste(instead of selfish propreté (instead of cleanliness3plidaire

(instead of helpful)tetraite (instead for retired), etc
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111.3.1.5. Sequence n° 3: Read and Consider (pages 70/71)

Textbook 4: OTM Number of learners= 40 (28 girls+12 boys)

File:

Three

Linguistic objectives:To master if clauses/ type one

Duration:

55 minutes

Learning objectives: 1. To sharpen reading compreibe strategies

Extract 3:

T:
T:

Ls:

T:
T:

L1:

T:
T:

L2:

L3:

L3:

L3:

L4:

2. To raise awmss about intonation
3. To raise awass about the structure item under consideration

Enters the classroom. Learners stand up.
Good morning.
Good morning, madam!Chpral response
Sit down.
Well, today we are going todstuif clauses’.
& learner says ‘si’)
Yes, that's it.
Writes up on the chalkboard. | have money. | hie¢pdoor people.
| say: If I have money, | whiélp poor people.
asks the learners to repeat
Madam, madam, madam
Yes, Tayeb. Then Djamila,
Can you give me examples.
Hesitates! Then, raises his hand.
If I will get* my BEM, | go tthe lycée.
Repeat.
If I will get* my BEM, | go tohte lycée.
Be careful! If | get my BEMwiill go to the lycée. Repeat.
If I get my BEM, | will go to thlycée.
Welll Now read the two texts pages 70 and 71 and tell what Paul and Becky
will do if....
Madam.
Ok! Read Ahmed.
Ahmed begins reading aloud and the rest of thesdialfows on books.
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T: Ok! What will Paul do?

L5: If I pass my final exam, | wgb to Lincoln Senior School.
T: You will go to Lincoln SeniocBool?
L5: No, Paul.
T: So, repeat.
L5: If Paul pass* his final exam, W@l go to ....
T: If Paul passes his final exd will go to...
T: Repeat.
L5: If Paul passes his final examwll goes* to...
T: Be careful! He will go to LinkkoSenior School.
L5: Repeats.
T: Another example.
L6: If he gets his high school dipla, he will work in a drive-in restaurant.
T: Another example.
L6: If he fails to get his high sdhaliploma, he’ll start work.
T: Ok! Now what about Becky?
Read Leila.
L7: (Leila) starts reading aloud.
T: Ok! What will she do?
L7: If Becky will finish* primary schdavith high grades, she won’t go to junior high.
T: Be careful! If Becky finishesipiary school with high grades, she won't go to

Junior high. Regpeat” orders the teacher.

L7: If Becky finishes primary schawith high grades, she won’t go to junior high.

T: Another example.

L8: If Becky finishes primary schooitivhigh grades, she will study for four years.

T: Ok! Other examples

L9: If Becky gets her high school dipla with distinction and win* the scholarship
as well, she will go to GrossimGollege.

T: Ok! Another example.

L10: If she don’t* win a scholarshifneswill go to university anyway.

T: If she does not win a scholgeskhe will go to university anyway. Repeat.

L10: If she does not hmmm.

T: What is the rule?

Hesitation! Then, few leameaise their hands.
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L11: If subject +will+verb, subject+nbe

T: Is it correct?
Ls: no comment.
T: So, If+ subject+verb, subjesitHverb.

If she gets her high schoglalina, she will go to Grossmont College.

T: Can you give examples?

L11: If my father have* money, he violly a car.
T: If my father has money, he \ailly a car.

T: Repeat.

L11: If my father has money.......

T: Other examples

L: No reaction.

T: Ok! Take your copy-books andtevthe rule.
[11.3.1.6. Analysis:

“The time of reflection is time saving.”
(Latin Publilius Syrus, Sentences, 1st Century BC)

The process implemented by the teacherdivwidted to the presentation of the structure.
No chance is given to the learners to make pergseaaling which would have enabled them
to understand, conduct a personal analysis, disdbeestructure and adapt it by transferring
it in other situations. The teacher exclusivelyu®es the learners’ attention on the structural
form " if clauses ". As it is often the case in class prastim the field of grammar in English
class as foreign language, the teachers privildge Knowledge transmission via the
hypothetic-deductive method (they explain themselihe grammatical rule (s) before giving
exercises for systematization), whereas the pri@cgd the focus on learners’ learning
requires that the implementation of the oppositéhoas, active and hypothetic-inductive
(asking learners to conceptualize themselves tles aiter a series of exercises).

Instead of teaching the structufecfauses)implicitly, the teacher merely contented to
present the structural point deductively withoukiag the learners to read the two hopes
made by Becky and Paul, which could have motivéitedn and perfectly paved the way to
the new teaching/learning material. Through thes<labservation analysis one can
understand the strategy implemented by the teaohickle the three activities (before you
read),page 70 (when you read)pages 70-71, and (after readingage 71, which, in fact,

does not contribute to the construction of the radBve, interpretative and productive
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competencies targeted by the CBA. To be engageddeductive teaching, learners are not
likely to negotiate the new structure in pairs dathvm the groups. In fact, instead of guidance
and scaffolding, which consist in more acting oa lgarners’ learning processes, the teacher
was satisfied with an excessive coaching givingopportunity to the learners to make a
thoughtful reading, an effective analysis, a cotioacbetween the preliminary acquisitions
and what is new, etc.

The textbook activities are devised toofavthe attainment of the communicative
competence as we have advanced it in chapter |, pvb€re language learning is meant to
allow the learners become effective and competarguage users. Restricting the goal of the
session to structure mastery, which is still uséfull insufficient, does not help learners to
become communicatively competent. Besides, instéagiving key information to learners,
the teacher should have helped them discover tthggheir own. It is, thus, necessary that
learners implement learning strategies of analysifgerence, etc, that's to say, mental
operations in order to manage to acquire new knigddoy adapting a heuristic process. Yet,
the teacher’s role is very important for the effeztimplementation of those strategies (cf.
Chap. Il part Il pp 76-79).
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[11.3.1.7. Sequence 4: Research and Report (pp 76y

Textbook 4: OTM Number of learners = 39 (22 girls-abgs)
File:  Three
Duration: 55 minutes

Linguistic Objectives:To reinvest language related to location, bordeyspulation, area,

etc.

Intercultural ObjectivesTo get learners aware of some cultural aspectsngliEh-speaking

countries and compare their findings with what thayow about Algeria in the fields

investigated.

Extract 4:

T: Enters the classroomGood Afternoon.

Ls: Good afternoon, Madam.

T: Take your books on page 76

Ls: The learners open their books. They look at theesdrfor few minutes.
(A book for each pair).

T: Look at the map. Itis ...

L : California(choral answer)

T: Where is it located?

L1: In America.

T: America or ...

L2: North America.

T: Yes. But we call it ‘US’ UnideStates, too.

T: Where is California situated?

L3: In US.

T: Where exactly?

L4: In the east of US.

L2: No madam, but in the west.

T: Yes, it is situated in the wes

T: Try to fill out the fact filabout full name, Capital city, Governor....

(Split up in pairs, the lears start looking for the answers.)

(Bortly afterwards, in any case not enough timesiach an activity.)
T: OK! Full name.
L1: United States.
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L6:

L7:

L8:

LO:

L10:

L11:

Is it true?
California.

Something is missing!

no reaction.

we say ‘State of Californifi. US, there are 50 states.
What is its capital city?

New York?

Washington.

It is the capital of the USAWhat is the capital city of California?
Montreal.

No. But, it is Sacramento.

Do you know other famous dtia the state of California?
New York.

No, for example, San Francjsgan Diego, Los Angeles...
Who is the governor?
No reaction! (The word Governor causes trouble).

Like a ‘Wali’ in Algeriall§ it the same title?)

Obama.

No. Obama is the president8fA. But the governor is Arnold
Schwarzenegger. Do you kindw?

Yes, he’s an actor.

What are the bordering stat&fer to the map in activity 2.
OR, NV, AZ.

What are these?

Towns.

Are they towns?

Country.
They are states. Like Wilayaigeria.

So, OR =0Oregon, NV=da, AZ=Arizona

Where are they located?

Oregon in the north, Nevadahie éast, Arizona in the south.
What is in the west?

Ocean.

Which one? Atlantic or PacHic
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L12: Idesitation then Pacific Ocean.

T: Population: no idea.

T: Guess.

L13: 10 millions.

T: more.

L14: 15.

T: more.

L16: 20.

T: more.

L17: 30.

T: Nearly 30 millions.

T: look at the map and write foimes of the states.
Time over

[11.3.1.8. Analysis:

A session which took as a procedure thestpns of the teacher and the answers of the
learners (pedagogy of the question/answer) doesmnsaire any learning and misses the target
for which this type of rubric is devised for by thextbook designers. This restricted
intermittence between questions and answers, tkheatso or maieutic method, cannot be a
situation justifying for learning. Motivation, atis defined by De Ketele aral., finds its
whole meaning and its roots in

The development of situations, even fictitiouswhich learners can speak, describe,
guestion, interpret, answer the teacher’s questiaasmuch as with their pairs, and
members of the group, the socio-centred metho&8(125)

The implemented process does not makeossiple for the learners to conduct a
consistent and beneficial research. This kind ¢ivéies requires an individual or collective
investigation to motivate and lead learners towalitfsrent available sources of information:
Internet, works, resourceful persons..., etc. dseher proceeds to questions which took by
surprise the learners. Doing so, even the aduleataanswer certain questions/here is
California located? Area? Capital city? Governordpulation?Etc. A successful research,
devoting the appropriate time duration, could havade it possible for learners to seek,
examine, write, improve and finally report to threwp of the class, allowing a learner-learner
interaction that develops comparative points ofw@n geographical, educational and social
dimensions...... In addition to the acquisition tbé methodological strategy relating to
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research, learners open a track on interculturfily which is one of the objectives of the

CBA as we defined it in chapter Il. p 96.

Differences between communities are refiédh how people perceive the world, how
they elect their representatives, how they manhege $ocial and economic issues ...etc. The
way in which the American society is structured paned to the Algerian one (state / wilaya
—Governor / wali —United States / republic — Flggslours / stars...) can be treated in
class discussion. Accordingly, they can highlighffedences and similarities, compare,
express opinions... and perceive the world fronfeddiht approaches. Thus, it is via the
discovery of cultural issues and values that wehwigs invite learners to compare the two
communities: American and Algerian. During thissses we noticed what follows:

1. Learners could not complete the 'Fact file’ becahey missed a preliminary
preparation.

2. The teacher did nothing but literally spoon-fedriesis so that they can
complete the table without enabling them to askstjoes.

3. Learners are unaware of the American socio-cultsiraicture since they were
not given enough time to collect data and in threesime get impregnated.

4. The interaction learner-learner, so much expectesiich a rubric, did not take
place for the lack of 'fact findingthich was to take place later.

It is undeniable that the adopted procedofluences negatively the appropriation of
the acquisition of the objectives: linguistic, madblogical and cultural and competencies of
interaction, interpretation and production whichatresult from such a rubric (cf. chapter Il
pp 93-96). The teacher did nothing but merely tratted knows. We estimate that from the
point of view of the teaching/learning, as it iggieted by the CBA, competencies construction
is a purpose much more significant than that okii@vs acquisition.

Certainly, The English teacher is not neadaly an expert in civilizations or literatures
of the English speaking countries, but he must gereeral high-levelled practitioner, able to
seize the explicit as well as the implicit elemerite document of study and to install it in a

network of coordinated cultural reference marks.

[?] The word was coined intercultural early 1970sinera of mass education and, finally officiallydeahe
school more responsive to educational issues aftechildren of foreign origin. The interculturaiisbased on
the fundamental principle that cultures are equalignity and that, ethically, they should be teebas such in
mutual respect.
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The magnitude of the concept of interaaltincreased since it was integrated in the
sphere of language didactics. It is becoming irgiregly one of the nodal axes of any
insightful approach concerned with exceeding a lgulenguistic teaching of a FL.
Consequently, the junction of linguistics and crdtuthat connotes the concept of
“intercultural” orientates the didactic reflectitswards a teaching which endeavours to take
account of the whole of the interactions arisindaimguage classes by placing learners at the
heart of any training. Recognized as being a clhudmponent of culture, language reveals
the lifestyles of a society and its cultural valukgherefore requires affirming, as it is done
by Denis, that:

The course of language constitutes one privilegedmemnt which allows
learners to discover other perceptions and clasaifons of the reality, other values, and
other ways of life... In short, to learn a foreigmguage, that means to come into contact
with another culture. (2000: 62)

The ‘indissociability’ of the language téaty of that of the culture constitutes today one
of the fundamental claims of didactics having arfative objective like pragmatic. In this
respect, Galisson and Puren stress that:

Culture in all its forms is increasingly impossititecircumvent at school, because it is in
the heart of learning, of education, of ethics, eihtonfer a capital importance to it with
regard to other school subjects. (1999:82)

But, the report that we made in class ofjleage reveals that the polarization on the
linguistic aspect of the language evicted its caltwimension. The latter remains very
marginalized as much as the learners’ culture.

Due to the complexity of the factors whidahtervene in the joint process of
teaching/learning, only the formal structures @& anguage study are taken into account, the
cultural values are relegated or approached inmotigit way (cf. questionnaire question 22
where simply 28.15% of teachers are consciousefritportance of this cultural dimension).
In other words, the culture, instead of being aevitable passageway at the time of the
acquisition of the foreign language, is reducea tmere presence of texts (pages 38, 46-47,
75, 62, etc), of poems (page 89), songs (page$1#),140, 164), comic strips (pages 40, 64,
89 and 140), etc. That generally reflects the @mognes established by the institution, with
the lack of time and means and sometimes withdichdompetencies of the teachers on issues
relating to the contact of languages and cultureasoit was judiciously stated by Galisson

and Puren:
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The foreign cultures were always the monitoringecobj(and even of an ill-will)
especially on the behalf of many regimes (espgcalthoritative, but not only!). Why?
Because they are custodians of what characterizesother group in its essentiality;
because they give an account of its specialtydé@epest identity, in a word of its
difference. (ibid: 97)

In this context, it should be noted thhaé tteaching/learning process of a foreign
language rests on a series of interactions bettgagners’ own language and culture and the
foreign language and culture, dimensions whichadren avoided in the didactic project in
Algeria.

In this regard, it is suggested to develop intéural learning through language
learning and to use the confrontation of cultureghiw the classroom by educating
individuals to become more aware of cultural refess ever conveyed by the foreign
language, but also their own culture. This ideal$® confirmed by L. Porcher who saygvé
do not receive the intercultural readymade, butmake it.” (1988:35-36)

The cultural vision has expanded anchigxension of the pragmatic view adopted by
the communicative approach. It appears that thehieg of cultures means a field of study
that brings together different designs and relatedk to provide teachers with the most
appropriate means allowing learners’ optimal leagniThe difficulty in teaching culture has
been the subject of countless researches of Plinemapproaches which make the teaching of
culture possible are as follows:

« The approach by the representative
Considering that some cultural facts can méke foreign culture present in the eyes of

the learner, literature remains the preferred vaatthis approach.

« The approach by the foundation
In this case, it states that cultural traite sufficiently critical to structure all of the

foreign culture. It uses the history and geograpiyproposing to introduce learners to the

"genius" of the people abroad.

« The approach of the learning path
Learning the culture is mainly done through tearner’s individual discovery. This is to

provide the learner with a motivating environmdmdttallows him seek the discovery of this
culture.

« The approach by the contact
It is currently the dominant approach in laage teaching, teachers must work to build

progressive intercultural competence in learnehe goal in this approach is the impact of
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contact with the foreign culture on learners (depi#lg openness and cultural tolerance,
correcting stereotypes, better knowledge of his oultural identity). But to be successful, it
is essential to call upon previous approaches #s we
[Certainly] we have neglected to teach civilizasoand cultures by teaching languages.
Yet, this “Intercultural” learning should happen,ub do not reify it, or excessively
‘didactize’ it, because learning a culture is firgi meet the other, "the interlocutor’.
(Abdellah Pretceille, 1998: 49)

By devoting a very restricted design to theltural dimension, the traditional
methodology (GTA) focused on reading literary teatsd their translation, thinking that
access to culture, is just to read and to learrutatiee great artistic achievements. But, by
reading and translating, the connotations of smeciltures were hardly discussed in the
classroom, allowing for awareness of universal @slu

As for direct, active, aural and audio-@kunethods, they marginalized the cultural
aspects of language by focusing more on practioalsg In other words, the need to train
learners, capable of producing statements in agiodanguage, has been the major objective
of these methods wherad specific reference is made to cultu@@ermain 1993:101). This
choice prevented the learner form recognising #mguage in its entirety, and developed in
him behavioural and automatic reflexes.

But from the seventies and the advent ef @&, the objectives of language teaching
have changed, while considering the communicatsotha basic purpose of all learning. This
approach has renewed methodological prospect fogusin the learner and the
communicative skills that require the use of valaesl social attitudes. Thus, C. Puren
highlights the importance of communication admgtthat:

Learning a language is to learn to behave adegyatelsituations of communication
where the learner will have a chance to find hirhselng codes of the target language.
(1988: 372)

To achieve its objective, the CA relies ordiies developed by different disciplines
including, sociolinguistics, pragmatics and disseuranalysis. By participating in an
intercultural perspective, the teacher can takeers¢\paths whose purpose is to guide the
vision that the learners may have studied languagk culture. This is not to present a
positive or negative opinion of the foreign countmyd its people, but to arouse learners’
curiosity and openness without overestimating atewmestimating its own culture. To do this,
teachers must develop in their learners the tastd-fL, the desire to know the other, to

emancipate themselves cultural differences andagities by referring to the principles and
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values from the language they learn. What the ®adtas to seek is not how much
information (encyclopaedic objective) on the coyrand its culture he must include in his
course but the way he should adapt it to help Earmaintain positive relationships with
other people.

Certainly, the teacher does not know evengt about foreign cultures. His work focuses
mainly on the management of the ways the learmsgond to others while encouraging them
to be more observant vis-a-vis cultural differenoce®rder to better prepare for otherness.
In this case, the academic training of foreign leage teachers should be expanded by
supporting the cultural aspects as the set of bgémeous knowledge to internalize, thus, to
equip him with attitude to form creative citizengsponsible and sensitive to cultural
diversity. The society and school have a role &y ph the development of interaction of the
languages and cultures in presence, thereby inogehss linguistic and cultural capital. This
view implies the involvement of the teacher and itistitution, while appealing to cultural
content and adopting appropriate techniques toldpveomparative strategies in learners’
intercultural competence. This skill enables hinatb as a social actor, to confront the wave
of the outbreak of borders and recognize othefereifices.

The intention to develop a reflection on itmercultural perspective in teaching / learning
English reflects the need to change our educatistess to adapt them to those requirements
and the needs of those who will manage the futticeiocountry.

Developing the learners’ intercultural congrete, methods and techniques must go
beyond the narrowness of a theoretical descripbenause the knowledge does not guarantee
the proficiency to deal with cultural differencasdaconflicts. Therefore, it is fair to say that
intercultural is to be lived rather than to be digssx, to be adopted rather than to be learned.

[11.3.1.9. Class Observation Results Analysis

Our assumptions are confirmed by the amalgf the interactions, teaching/learning in
these four sessions. In spite of the goodwill & thachers, the traditional teaching/learning
practices persist within our teachers. We notieéde gap between the prescribed principles
of the CBA which appear in the official documerdsd as they are reflected in todM
textbook, and their effective implementation in Elasses, i.e. the didactic transposition
theory (Chevallard 1986:32). It is admitted that #thool knowledge cannot be the certified
copy of the formalized knowledge on a high leveégpert practice.

The classroom observations reflect oneestgped model of the classroom where

communication is extremely centred on teachers. fbne EFL teachers observed are in
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control of the lesson from the beginning to the.€fk learners, on the other hand, have no
opportunity to practise the language communicativilis clear that the outdated teaching
process was still prevailing.

Indeed, the teachers are unaware of orquadated with the various levels relating to
the teaching/learning mediation. Obviously, in thésur sessions, teachers’ performance is
totally restricted to a systematic plain coachinthaut any progression in its various levels
(cf. chap. | p 69) which make it possible for lezmnto take their own learning in charge, and
try to seek personal solutions. This kind of teaghprocess, which focuses on teaching
activities instead of on learning ones and inteenite between them, precludes learners’ self-
regulation and autonomy, which are associated t@rnieg to learn and learners’
independence, to take place.

Moreover, it is noted that the four teashi@y much emphasis only on the acts of
teaching by forsaking the interaction in its caliee dimension, the group of learners and
unfolding of their exchanges, which is judicious sapport the learning and thus the
competencies construction.

Obviously, language learning in class mdsles by no means a linguistic appropriation
in natural environment, but incontestably, the €lasmains a place which supports the
appropriation of communicative competence, as wietdmed it in chapter | p 60. This said,
the teachers should not simply concentrate on theofateaching, as it is the case above
through the four sessions, but on the interactioiis collective dimension, on the group of
learners and their exchanges. The discursive ex@dauclass must allow each learner to
make a personal use of it, and it is this diversitypehaviours which would be interesting to
develop and better to understand. The attainmenta®rtain progress of the communicative
competency among FL learners is dependent uporietgher’ guidance, monitoring and
scaffolding by ensuring an appropriate mediatiotwben knowledge and the learners. With
this intention, the teacher should devise and impl& appropriate teaching strategies to
develop the competencies targeted by the CBA aravdod any loss, as that is indicated in
chapter I.

The concentration of our research on didand pedagogical prospects concerning the
appropriate implementation of the CBA in the teagfiearning process implies the need to
look further into the properly didactic aims tamgbtby our study in order to identify the
constraints and the obstacles.

If approximately, it is known that teacsieneeds analysis consists of a collection of

data on the situation of communication in whichyti®uld be likely to be within the context
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of their professional roles, one, on the contrdrgs few credible means to establish the
diagnosis of all the needs. In addition to the tjoesaires which were distributed, collected

and studied, a second step known as "objectivethwiests on the observations was carried
out.

To conduct a crossing between the the@iletied practical aspects of the new approach,
we have chosen these four courses ensured bydacinérs (two PEMs and two PEFs). The
courses, which were not the subject to a prelinyirsaep, were left to the teachers’ choice.
The performances, in general, were concentrateddeciarative knowledge i.e. on a
'‘traditional' teaching and not on procedural knalgks

What is actually practised in classes pgevalence of the teacher’s egocentrism. In fact,
it is a very tight guidance which does not leavg @mance to the development of the potential
capacity of learning, thus preventing the meta-dognprocesses of learning to occur. So
that the mediation preserves its entire objective meaning, the mediator should not act in
the place of the learner. He should implement acdeof assistance and support which must
correspond to what Bruner calls the process off@daiig. On the conceptual level, such a
notion concerns a definition of linguistic acquit such as acquiring the capacity to take
part in communities of practice. On the practiesdl, this concept calls for the conception of
positive activities of mediation of the expert whiare not limited to specific punctual
moments of assistance, but contribute to a creatiteractive dynamics and locally co-
constructive. Scaffolding as we defined it in tHeagter | p 61, corresponds to a general
attitude, to which Hudelot & Vasseur underline theortance, reflecting orf‘The global
role (not just local) of others in the process ofjaisition. (1997:109)

It is, therefore, the teacher’s respofigyttio develop this capacity which will enable the
learner to engage in social practice of the languafis process must enable him to gradually
get rid of this excessive assistance. In ordervimdathese situations of dependence with
regard to the situation of learning, it is necegsairain the learner in the first place to know-
how-to-do without the teacher’s support, whichgsential for him to a certain moment of the
process of learning, and then to give him the méahksow how to reinvest or transfer these
resources in situations other than those wherenihial learning was done. This process of
support is also evoked by Bruner about the roliefinteraction.

Indeed, these observations in situatioteathing/learning helped us to reflect on the
ways in which the implementation of the CBA is adly carried out in class. These class
observations were moments in which certain asswmptiwere confirmed. Regarded as

indispensible functioning implementation for ousearch, class observations proved as the
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ideal means to highlight concrete and visible tifécdlties which the teachers as well as
learners encounter to implement the CBA.

It seems that didactic researches facelgmubto be effectively reinvested in teachers’
daily practice. The didacticians analyze thesestastes by the epistemological rupture
which this type of management of the class imph&sin says that:

Teachers are brought to change, not only their glesiof instructing and scientific
teaching, but also the ways of teaching which fbeyed during years and in which they
are qualified, to venture in new dubious methoti398:133)

This part made it possible to bring tohtighe inadequacy which exists between the
teaching practices in classes and the objectivéseoCBA such as they are defined in the first
and second chapters. The following part, consistinfpe questionnaire (1), will shed light on
the impact of the in-service training of the teashéheir professional career, their academic
level, and their opinions on the implementatiorthef CBA. This is what we will try to know
by analyzing the data collected from the questioen@).
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Part Il
Data Collection and Analysis
Chapter Il : Quantitative Data

Introduction

This part deals with the two questionnamesd a checklist. It is aimed at collecting as
much data as possible from different sources: midaihool teachers, 4AM learners and
inspectors.

The underlying objective of this survey ashbes the process that promotes the
implementation of the CBA in the Algerian Middlet®ol involving the teacher, the learner
and the teaching materials.

In fact, any teaching/learning process sgtiemarily on the “mediator” that is the teacher
who is acknowledged to be the keystone to any ipatied change in the educational system.
Girard sees the teacher as:

The determinant factor for the success or failueéobe the programme, schedule, class
size and other institutional constraints, even befihe type of the teaching method and
material used. (1985: 135).

The teaching aids also remain important the@ completion of the teaching/learning
process. Thus, it is important to take into accahet correlation between the three poles,
including materials, and examine the resultingraxtBons in order to approach and seize
wisely this interdependence. Moreover, the way hgwp takes place in the classroom
depends on what the teacher deems appropriatégdiisiques, his own representations, the
requirements imposed by the institution, as well assum of other factors inherent to

education.

l1l.4. The questionnaire 1. (Cf. Appendix 1)

The questionnaire administered to teaclensed around an inquiry which targets
basically the three didactic poles: the teacher |¢larner and the approach. The choice of the
guestionnaire is justified by the fact that it eleabus to collect a broader range of data in
connection with the objective of our research comog the implementation of the CBA so
as to diagnose accurately the difficulties that Mfoprevent the implementation of this
approach.

The number of the collected questionnaisge270 out of 300, a rate of 90%, of which

none was rejected. The analysis of the responsmsdps a certain number of data of a
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statistical nature on the various points quotedhim description of the questionnaire (cf.
Appendix 1), whose details appear in the part 'lte'swof this study. This initial work, thus
makes it possible to release from main tendencigbe form of percentages, reflecting the

perception of the teachers themselves on theithitegqractices and the difficulties which

they face.
[11.4.1. Informants’ Biographical and Professional Data
Item 1: Youarea.................. ( Tick theright box)
Female PEM Male PEM
FemalerP Male PEF
Female Male Total
Total number 181 89 270
Percentage 67.03% 32.96% 99.99%
Total number of PEM 20 5 25
Percentage 11.04% 05.61% 09.25%
Total number of PEF 161 84 245
Percentage 88.95% 94.38% 90.74%

Table 16: Percentages of informants selected for éhquestionnaire

The total number of the respondents is 281 (66.99%) of them are females and 89
(32.96%) are males. 25 teachers are PEMSs, repmegef®.25%, and 245 are PEFs
representing 90.74%. The number of female PEM®jsnbich corresponds to 11.04%, and
female PEFs is 161 which corresponds to 88.95%.

Analysis:

It is worth noting that the majority of thmopulation of middle school teachers is
constituted of females. Two thirds (2/3) of thecteaxrs are women. In fact, this distribution
corresponds to the socio-demographic data publiblyeithe Ministry of National Education
(cf. Appendix 11). A study is drawn up by the Minysof National Education. It reveals that
at the level of the secondary education, the lijfeséreams are chosen by girl-students. This
explains the rise of women in the sector of edocafcf. appendices). Accordinglynost of
the active women on the labour market belong toténgary sector activities'(Maruani,
2003:3). Besides, the phenomenon of the feminiaatfothe teaching staff is nothing new, it
seems to be one of the earliest professions comhpgarether recently feminized ones. The
traditional assumptions on the matter try to explthe phenomenon by proposing the

conciliation of the family life with those professial and teaching ones, i.e., family-friendly
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profession (Parkay & Stanford:2003; Wiseman, Codaétnight 2002). Other assumptions

stress the fact that:

The sexual division of labour and the structurdeshale employment corresponding to
the latter, the teaching professions are indeed libst placed inside this structure.
Charles, F. (1998:29)

Women also choose this professional activity foasmms which touch human and
psychological values along with the characteristicthe profession and the flexibility of the
schedules. Whatever the assumptions put forwaekptain the very strong feminisation of
the teaching staff, the school institution appears privileged access-road for women in the

labour market.

Item 2: You are............. (Tick the right box)
Under 20 |:| between 20 and 31:| between31 and 40|:| over 1:|
The age brackets of the 103 teachers are distdlagdollows:

Age Female % Male % Total % Average
Age
Under 20 00 00% 00 OO%I 00 00%
Between 20 43 23.75% 11 12.359 54 20%
and 30 0‘ T
Between 31 91 50.27% 26 29.21% 117 43.33p 32.1
and 40 1
Over 40 47 25.96"1 52 58.420 99 36.64%
Total 181 99.980/1 89 99.98‘r) 270 99.9'3

Table 17: Teachers distribution according to age

The statistics above indicate that most ef rispondents (43.33%) have an age ranging
from 31 to 40. About 100 of them are aged abovea#d, 54 are between 20 and 30. The
average is 32.1 year old.

Analysis:

These age ranges might be arbitrary. Middleool teachers can be split up into three
categories: the first one concerns those teaclyed aver 40 (36.66%), who just duplicate or
reproduce traditional methodologies which they kéven they were themselves learners or
trainees. They are generally more concerned witliepts related to their retirement. Thus,

they seem to show resistance to any change. Thigpgoften represents the seniors of the
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teaching profession. The second category, agedeket®0 and 30, about 54 teachers, is at
the beginning of their professional career. Theg wailling to translate their theoretical
knowledge into practice. The third category of teas, aged between 31 and 40years old,
seeks to confirm their professional projects. ket,fthey show some readiness to change their
class performance. Yet, this change, requiring sirdetion of the previous fossilised habits
and a construction of new competencies, mightddshger time.

It is to be noted that the 31-year-olcckesas and more, accounting for 79.99% (n=216)

of the informants, represent the category of te@civbo were initially trained in the ex-ITEs.

ltem 3: You are a.......ccouevvevveiiinnnnnn. edcher.
1. Confirmed
2. Contract
3. Substitute

N

Female % Male % Total %
Confirmed 171 94.47% 83 93.25% 254 94.07P0
Contract 04 02.33% 05 05.61% 09 03.33%
Substitute 06 03.50% 01 01.129 07 02.59%

Table 18: Teachers’ professional status

The table shows that about 05.92% of #spaondents are either contract or substitute
employees. The rest of the respondents (94.07%goaf@med.
Analysis:

It is to be noted that instability of thentract and substitute teachers, who generally
replace absent teachers, causes a lot of problethgegard to learners’ achievements. It is
obvious that teachers’ instability would affectriears’ learning progress and might lead to
their ‘demotivation’. Though they represent a mityprl6 out 270 teachers, these teachers
should firstly be engaged at least for a whole stlgear, and secondly to be well-monitored,
supported and accompanied.

Researches in the teaching field have detnated that stable staffs of teachers are
essential to learners’ successful attainmentss Ihot only the teachers’ experience that
matters, but also the teaching experience withie eohool. Teachers must know their
learners in order to understand and gear theirucsbn according to the intellectual strengths
and weaknesses within their classes, and to forhatioeships of trust, caring and

expectations essential to a learning environment.
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Whenever teaching staffs, the case ofies@chools in Middle education, undergo
frequent turnover from year to year, and from teonterm, school faculties cannot gain the
benefits of experience within the class and caasowell create or maintain a solid academic
infrastructure within the school.

Item 4: What kind of degree (s) do you have®Tick theright box)

Master Licence BAC CAPEF 1
Female % Male % Total %
Master 00 00% 00 00% 00 00%
Licence 20 11.04% 05 05.61% 25 09.25%
BAC 120 66.29% 30 33.70% 150 55.55%
CAPEF 1 161 88.95% 84 9438% 245 90.74M0

Table 19: teachers’ degrees

More than 90.74% of the middle school ems have a Certificat d’Aptitude au
Professorat de I'enseignement Fondaméntal diploma delivered by the ex-ITEs. Only
09.25% received four-year university training ceyreand were awarded the degree of
‘licencé by the department of the foreign languages atuthigersity level. It is noticed that
the number of female graduates (11.04%) exceedsuimder of male graduates (05.61%).
Analysis:

Due to the lack of teachers in the seesntihe Ministry of National Education created
the ITEs (1971-1997) to cope with the deficit odaie school teachers for whom neither the
Baccalaureate nor the university initial trainingasvobligatory. However, as it was an
intensive pre-service training, the programmes emed for the circumstances focused much
more on the aspect of the knows and on the did&etiaing in its theoretical and practical
aspects. Thus, this category of teachers is nokimpregnated of the various founding
principles of theCBA which they are supposed to implement in their elass

One can deduce that there is a lack gbstpn the part of teachers themselves also on
the institution to incite, motivate or even oblige teaching staff to raise their level and
conduct self-study. The distance e-learning anditrg have just been set up. The objective
behind these processes is to upgrade the develophéne professional competencies, an
approach which aims at instilling a habit of lifietplearning. The prospects of the institution

fall under the improvement of the teachers’ capesind professional experiences.
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A minority made up of 09.25% of the targkteachers followed a four-year-university
training course attested by a ‘licence’ in Englasihguage.

The university pre-service training course,fact, prepares these new teachers on
theoretical aspects at the detrimental of the malcobnes. The analysis of the university
curricula shows that these teachers have the apptytto become familiar with various
methodologies relating to ELT only in the fourthayeln fact, this initial training which
misses practical training courses, responsibility dlass, appropriate mentoring, talks with
teaching council and drafting a report on the etiocal aspects of the profession of teaching
hardly supports the interaction between the praktiows and the theoretical aspects
targeting the construction of the professional cetapcies. In short, this initial training at the
level of universities, which focuses purely on tletical aspects, does not meet a legitimate

need of adaptation to the current evolutions inetthecational field.

Iltem 5: How long have you been teaching English?

30 years and more |:|
25 to 29 years
20 to 24 years
15to 19 years
10 to 14 years

5to 9 years

N o g bk DN RE

OO OO

less than 5 years

Experience| Female % Male % Total % Average

30 years + 05 02.76% 17 19.10% 22 08.14%Experience

From 25 to 53 29.28% 25 20.08% 78 28.88%
29 years

From 20 to 60 33.14% 16 17.97% 76 28.14%
24 years

From 15 32 17.67% 14 15.73% 46 17.03%
to 19 years

From 10 to 07 03.86% 11 12.35% 18 06.66% 19.18
14 years

From 5to 20 11.04% 05 05.61% 25 09.25%
9 years

Less than 04 02.20% 01 01.12% 05 01.85%
5 years

181 89 270

Table 20: Teachers’ professional experience
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It is noted that only 22 (08.14%) out of 2i@&pondents have a 30-year-professional
career. 28.88% (n=78) of the informants have areea&pce ranging from 25 to 29 years.
28.14% (n=76) of them have been teaching for 2R4tyears now. 17.03% (n=46) have an
experience of 15 to 19 years. 06.66% (n=18) hawveraalated an experience of 10 to 14
years. 09.25% (n=25) have accumulated between%year- professional experience. The

rest, 01.85% (n=5) has less than 5 year-experience.

Analysis:

Despite substantial evidence that teachdfetteveness and efficacy vary considerably,
for political and cultural reasons, teachers amated like “widgets” with equivalent
performance. Teachers’ professional capitals playinaportant role in boosting up class
practices. These capitals refer to the knowledgktlaa skills that teachers develop during the
pre- and in-service training courses and the egpeé acquired in the field. Teacher's
personal and/or collective capital contribute eéintly in teachers’ pedagogical decision
taking, and enhance their thorough thinking abdsgtter teaching for their learners. 240
teachers among the subjects targeted by this $iany a professional experience that exceeds
10 years. Such experience should enable them acgustrong sense of professional identity
and experience in a large measure of professiayatat. In fact, this capital is expected to
develop teachers’ efficacy which represents an napb school property (Bandura 1993 &
1997)

The average collective experience of theardpnts is around 19.18%. It represents an
important capital which can be used as an assebmnstruct collective efficacy. Bandura

argues that:

One powerful construct that varies greatly amongosds and that is systematically
associated with students’ achievements is the atdlke efficacy of teachers within a
school. (1997:3)

In fact, this collective efficacy can belised provided that it is invested to create the
interactive dynamics of the group members.

Item 6. What forms are you teaching? Tick the appropriate box (es)

1. First year form [ ]
2. Second year form [ ]
3. Third year form [ ]
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4. Fourth year form |:|

First AM level Second AM level Third AM level | Fourth AM level
Number 97 147 113 176
% 35.92% 54.36% 41.74% 65.04%

Table 21: Levels taught

The statistics in table 5 show that most oftdeehers teach more than 3 levels. 65.36% of
them teach fourth AM forms and 54.36% teach se@dvidorms. 41.74% of them teach third
year forms, yet only 35.92% of them teach first Advims.
Analysis:

It should be noted that middle school teashshould round off a twenty-two hour
workload weekly. To do so, they have to be in charfy7 forms. From the above statistics,
we can infer that most of the respondents teacbetldifferent levels. This is one of the
constraints, among others, that teachers alwayspleemabout. They generally list the
workload, the number of forms, class size etc.,cvhihey view as determinant factors
influencing the quality of education provided tareers. Every effort is to be made to resolve

grievances through conciliation at the level of skbbool.

Item 7: Where are you teaching? (Tick the corresponding box)
Urban |:| Rural |:|
Urban and semi urban areas Rural Area
140 130
52% 48%

Table 22: Teachers’ workplaces

52% (n=140) of the respondents work in radsthools which are located in urban and
semi urban areas. Nearly the same percentage(#8280) of them work in schools that are
located in rural areas.

Analysis:

It is well-known that the environment pdagn important role in learners’ motivation
and their learning processes. Generally, the Adgerural environment is unfavourable not
only for the English language learning but also dtiner foreign languages and French in
particular. The reasons of such a lack of motivatiowards English language learning are
manifold. They are of psychological nature (relatedearning process itself), social (related
to society and the importance given to the langydgeily and school environments (related
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to the family, the institution and the teacher).atreers receive the influence of these
multidimensional factors which take part eitheripesly or negatively to the transmission of
the teaching practices. In our case, only the sacid family factors are evoked. The cultural
and social characteristics of the family exert @aginfluence on the school learning success,
in general, and the English language, in particlNéiddle school learners, generally, come
from families of day-labourers, peasants or modegbloyees. They very often come from a
poor milieu when their parents work all day longnoot devote part of their time to their
education. This would add another burden to theresffimade by all practitioners in teaching
field. Whatever the organization of the schooliiswill not replace the family, the first
catalyst of a true blooming of children. Thus, sgdkecialists agree that the school difficulties
are also related to the social background in wthehlearner is brought up.

These difficulties are confirmed by tmeeastigations which reveal a low educational
level among the poor households’ heads and in noiosk environments where the major part
of the households’ heads never got profit fronThis is an additional indicator which proves
not only the success of the realisation of commatiie competence such as defined in
chapter |, but also the implementation of the stlamgjuisitions in authentic situations, as
well as the implementation of the competenciesetad)by the CBA.

Moreover, the lack of the qualified teachand administrative staff, generally occupied
by contractors, has a direct impact on learnerguesition. It is essential to announce that the
teachers, working in these rural areas are recruie the school managers, without any
pedagogical training and workshops organized tw #tgention. Thus, they face isolation.

Contrary to rural environments, the sufipe context and the possibilities of
mediation other than those of the teachers areiptailt universities, cybercafés, libraries,
clubs proximities, and paying courses are resouvdash facilitate in a way FLA, the
development of communicative competence and cang&ido the improvement of the
teachers’ professional outcomes. This disparityvbeh the rural and urban areas gives us a
clear idea on the socio-cultural repercussions los middle school population which is
distributed over the public schools.

To back up what we have just evoked abuoxetake as examples the rate of success
recorded in the various examinations, continuossssnent and BEM examination, in some
urban and rural zones. For example, the highess mait success in BEM session 2006/2007
were recorded in the basic schools located inscgieh as (Mostaganem city: CEM Touahria
Mohamed 83%, Benzerdjeb 75%, and Berber 67%. f{Teitgg Bakr Benhamad 65%,

whereas the lowest rates were recorded in the moats; villages and hamlets (middle
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schools of Hachasta 18% (daira d’Ain Tedles), Kh&®B% (daira de Achaacha), Nekmaria
12% (daira de Achaacha). These results obtainettdoyers with the national evaluations
make it possible to ensure that there is fatafiiature in the rural zones.

[11.4.2. Informants’ Training Itinerary

Item 8: What language teaching approach (es) areoy in favour of its use? (Use
a tick)

1. Grammar-translation Approach

[ ]
2. Direct Approach |:|
3. Oral Approach and Situational |:|
4. Audio-lingual Approach |:|
5. Communicative Approach |:|
6. Objective-based Approach I:I
7. Competency-based Approach I:I

Respondents’ Answers Responses %

1. Grammar-translation Approach 80 77.66%
2. Direct Approach 45 43.68%
3. Oral Approach and Situational 36 34.95%
4. Audio-lingual Approach 35 33.98%
5. Communicative Approach 75 72.81%
6. Objective-based Approach 58 56.319
7. Competency-based Approach 35 33.98%

Table 23: Teachers’ use of approaches

The data collected for this question (7) on theraeaghes, which have marked the history
of the FLL, show that most of the teachers are mdamiliar with the GTA or the CA, 80%
for the first and 75% for the second. 45% of the®onimants confirm that they are most
familiar with the DA. 58 teachers, around 56.31%y shey are familiar with the OBA.
Whereas, the number of those teachers who seem tantiliar with the other approaches,
namely OA, ALA and CBA revolves around 34%
Analysis:

Referring to the statistics above, we notltat the teachers’ familiarity with the CBA

records one of the lowest rates. It appears chedrg5% of the informants are unfamiliar with
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the founding principles of the CBA. This strikingajarity of teachers which does not have
clear notions of the CBA will undoubtedly face ses problems to implement it in their
classrooms. They will encounter obstacles to atiagit teaching to the advocated changes
targeted by the CBA, namely the development of thsciplinary and transversal
competencies, the focus on the learner-centredifegr the learner's autonomy and his
assessment as it is shown in chapter I. Thus,ftaetiee implementation of the CBA seems
likely to be mortgaged.

With regard to the teaching/learning bookigtowledge, there is a noticeable gap
between English learnt at school and its effecfivactice. Teachers, resulting from this
system, perpetuate this mode of teaching. It igs,thihe training of the teachers that is
confessed initially to improve and allow them togeate their teaching practices and to, in
general, fulfil the requirements of the educatiat@nges and the effective implementation of
the CBA, in particular.

Throughout personal experience, which spaes a decade, it is noticed that most of the
teachers are not well-equipped with the foundatemms underlying principles of the different
approaches, their advantages and limitations.dt) &l that they seem to know are superficial

definitions which their implementation on the grduseems to be unrealisable.

Item 9: How and when did you become familiar with he CBA?

A. During initial-training in ITE |:|
B. During initial-traingnat the university I:I
C. During in-service trigig sessions I:I
D.Others......covviiiiiiiiieen, I:I
Respondents’ Answers Number %
A. During initial training in the ITE 00 00%
B. During initial training at the university 25 09.25%
C. During in-service training sessions 245 90.74%
D. Others......cocooviiiiiiii i 00 00%

Table 24: teachers’ familiarity with the CBA

90.74% of the informants state that they becéaneliar with the CBA during in-service
training sessions. The rest of the respondentsraftinat they learnt about the CBA while
pursuing their studies at the university. Yet, @acher seems to approach the CBA via other
resources.
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Analysis:

Simply 09.25% (n=25) of these teaclwersfirm to have learnt about the CBA during
their university training (module of ELT) in fourgrear courses. The need for this category of
teachers is of a practical nature. Apparently, ¢hase novice teachers (PEMs) recently
recruited by the MNE. They will constitute an asgétey profit from a significant assistance
because these young teachers are often more pribasetheir elders in their didactic
approach. Thus, it is necessary to take into adcthen quality of the in-service training,
especially in its practical aspect because it iegsential factor of success for them. A good
assumption of responsibility from the training vint will enable them to improve their
teaching practices.

The rest of the teachers, 90.74%, affinat they become more familiar with the CBA
during in-service training courses held during tinst four years of the reforms and were
organised for the benefit of the middle school Estgteachers.

Any effort of change of the educatiorsaistem should inevitably pass through
teachers. Without their effective contribution atfteir goodwill, all the attempts for
renovation and intelligent provisions are doomedfditure. The inventory related to the
implementation of the CBA shows that the obstaeles very numerous. Generally, when
guestioned about what hinders the implementatiothefCBA, the teachers do not always
justify their reasons. They prefer to spend the oésheir career by dispensing ‘knowledge’
previously acquired rather than destruct theirtassied re-construct new ones. “Why shall we
change an educational system in which we have lwesséeen successful?” Their resistance
and their uncertainty may be nourished by the t#fakformation, preliminary trainings to the
introduction of the new changes, fear of the ned smon. The majority of the teachers were
trained in the seventies and eighties, and haveahafessional capital which is not always
exploited with profit for their professional devphoent.

The experiment has always shown thatifssgmt changes can never be achieved in
short term, but their effective implementation regsi a certain period of time. During this
period, practitioners learn how to behave diffdgenfThe rigorous planning, the right
formulation of the deadlocks already encountereel ,construction of the representations and
the modification of the practices, all these takera time.

Hence, the reconsideration of the inisertraining course contents and the appropriate
strategies to ease their implementation is of pritaeessity so as to meet audience urgent
needs. The teachers’ concerns are related to teess of how to transpose the theoretical

aspects of the CBA into observable practices {emi20 questionnaire 1). The shift from the
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theoretical paradigm to the empirical one worreschers. Unfortunately, the trainers insist in
their communications only on the theoretical aspetthe CBA. Of course, weekly internal
coordination between the teachers in the same bphoades an appropriate opportunity for

debates and discussions on the CBA.

Item 10: In few words what does it target?
As regards the objective of the CBA, the answegsaarfollows:

1. Teachers reckon that it targets the learrsartenomy.

2. They affirm that it targets the development@imunicative competence.

3. They state that it aims at developing therpeesonal relationships, and cooperative
work.

4. They say that it targets the constructionha knows and of know-how-to-do and
know-how-to-be.

5. It targets linguistic, methodologicabacultural knowledge.

1. It aims at developing interactive, interpretive gmdductive competencies.
2. It seeks learners’ self-assessment.
8. It focuses on learners’ learning rather thacher’'s teaching.
9. They confirm that it requires a change in tlezber/learners roles.
10. They are aware that it focuses on the mobitinatf the knows in various situations.
Yet, About 15 teachers expressed no answer.
Thus, on the whole most of the respondents seebretaware of the main objectives and
principles of the CBA.
Analysis:

The answers collected demonstrate thatarapgly, the respondents acquired the
theoretical knowledge relating to the CBA princgpland objectives. It seems that the in-
service training sessions, organised for the benéfeachers since 2003, have had an impact
on the theoretical knowledge.

The respondents are aware of the objectargeted by the CBA which are abstracted by
learners’ autonomy, communicative competence, &atriearning, interactive, interpretive
and productive competencies. Yet, their implemématin class practices remains
unattainable.

What is amazing about some findings ircheas’ responds is that they confirm that they
seem to be well-versed in the CBA, yet its effeeimplementation in class practices remains

unsuccessful (the class observations testify it.)

189



Item 11: Which of these approaches, do you think,ds an effective impact on your way

of teaching?

1. Grammar-translation Approach |:|
2. Direct Approach [ ]
3. Oral Approach and Situational
4. Audio-lingual Approach
5. Communicative Approach I:I
6. Objective-based Approach |:|
7. Competency-based Approach I:I

The respondents’ Answers Responses %
1. Grammar-translation Approach 165 61.11%
2. Direct Approach 02 00.74%
3. Oral Approach and Situational 20 07.40%
4. Audio-lingual Approach 15 05.55%
5. Communicative Approach 14 05.18%
6. Objective-based Approach 30 11.11%
7. Competency-based Approach 24 08.88%

Table 25: Approaches impact on respondents’ perfor@nce

Teachers’ answers concerning the impadi@fapproaches on their class practices, show
that the striking majority (61.11%) of the middighsol teachers are influenced by the GTA.
With regard to the CBA, only 08.88% of the infornwm@affirm that their class practices are
influenced by its principles and objectives. Thepartion of those who reported that their
class practices are influenced by either the DAAror ALA or the CA or OBA represents
around 30% of the total number of the middle scheathers targeted by the survey.
Analysis:

The majority of teachers, 61.11%, thihlattthe GTA has a direct impact on their
teaching practices. The most plausible reasonegtlar this practice is, undoubtedly, the fact
that this category of teachers was definitely marky their own experiences either as
students or trainees. Besides, another inducenmemndb teachers’ strong focus on knows
only is ensured for evaluative goals. In fact, theyplement a strategy which targets the
acquisition of the grammatical structures, enablingan unquestionable way, the learners to
succeed in the various evaluations, particulartyBlEM. Most of the learners who sit for the

BEM examination at the end of the year and suceeedot able to write a short paragraph or
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to carry on a short discussion. This success iplgitiue to the gap between the contents of
the BEM examination and the approaches of teachinigh is recorded by the very weak
results obtained by learners and the resort oherado methods likely to make it possible for
learners to succeed. Because none of the actiwtiggested proves the real level of these
learners. It should be pointed out that from theewnicative point of view, these teachers
are very conscious of the weaknesses of their éesrbut remain realistic because this choice
is rather pragmatic. This may explain their conedidn only on the knows because the
objectives of learning are pre-determined by thadition to the higher class.

It is worth noting that apart from the sition of integration (written production), all the
activities proposed to the BEM candidates do ndluate effectively the competencies
targeted by the CBA (cf. appendix 7). Moreover, whensuring the supervision of the
workshops of BEM and the Baccalaureate correctvom,noticed that the majority of the
candidates obtain grades ranging from 0 to 2 o6tiaofwritten expression. Thus, there should
be a certain inconsistency between the competernargeted by the CBA to which the
teachers are required to prepare their learnem@dithe examination design.

In order that the educational reform doed remain at the current level, it is
compulsory to incite the teachers to update theiowkdedge on the objectives and the
strategies of the new approach. In other words,necessary to make considerable efforts to
render explicitly comprehensible with the teachehst these changes consist of. Moreover,
the examinations administrated to the learners |dhioe in adequacy with the contents and

the processes suggested in the syllabi and thiedetOn the Move

Item 12: A) Which approach do you prefer the least?Vhy?
Grammar-translation Approach
Direct Approach
Oral Approach and Situational
Audio-lingual Approach
Communicative Approach
Objective-based Approach

N o g s~ w D PE

1NN EN

Competency-based Approach
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Respondents’ Answers Responses %
1. Grammar-translation Approach 27 10%
2. Direct Approach 37 13.70%
3. Oral Approach and Situational 12 04.44%
4. Audio-lingual Approach 26 09.62%
5. Communicative Approach 10 03.70%
6. Objective-based Approach 19 07.03%
7. Competency-based Approach 160 59.25%

Table 26: Respondents’ degree of rejection of thahguage teaching approaches

Concerning the question on the least preferredogaby;, the answers varied:

1.

o g bk~ w N

160 respondents, i.e. 59.27%, mairtteahthe CBAis the least preferred approach.
27 respondents, i.e. 10%, assumdhbkaBTA is the least preferred.

37 respondents, around 13.70%, saylieaDA is the least preferred.

26 respondents, around 09.62%, statethe ALA is the least preferred.

19 of them, about 07.03%, declare t@tOBA is the least preferred.

22 of them, about 08.14%, affirm ttied least preferred approaches are the OASL

and the CA.

Item 12: B) Why?

Among the collected answers for the queastio the least preferred approach, we list the

following ones that we classify according their wcence. We focus much on the two highest
rates related to the CBA and the GTA. The respaisdgave more than one reason.

ok 0N PE

1. Less preference to the CBA
The CBA is not clear enough for us.
The CBA is still ambiguous.
Teachers lack clear insights on the founding ppiesi of the CBA.
Teachers need to upgrade and up-skill their knoydezh the CBA.
The CBA is appropriately worded but its implemeiatatis unrealisable for many
reasons: lack of means, lack of motivation on the pf the learners and lack of
appropriate training courses.
The CBA requires active learners who function aatoausly a category of learners
unavailable in our classes.

2. Less preference to the GTA

1. The GTA focuses on grammatical structures at tipeese of communication.

The GTA aims at developing accuracy rather thagniby.
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3. The good command of grammar does not lead systathato a good command of

communication.

4. Grammar mastery is necessary but insufficient.

5. School trains learners whose heads are filled nthws, yet they are unable to use

them in different contexts.

Those who support the GTA (61.11%) dispraveand resist to the new approach,
because it requires much more efforts and persasalarch. Indeed, the change is still not
welcome.

Analysis:

By analyzing the different responses,oaa say that those teachers who still support
the GTA (61.11%), and seem to disprove of and treésishe implementation of the CBA,
have a natural tendency to reproduce the modelshwmthiey themselves underwent or lived
rather than to adapt their professional gesturesoinformity with the requirements and the
issues of nowadays school.

We think that the phenomenon of the raas to change still has beautiful days ahead.
During the various discussions with the teachémsas clear in their remarks that the syllabus

and the textbooks were to change or at least undétigg up.

[11.4.3.Informants’ Viewpoints on the CBA and the hindrances precluding its
Implementation

Item 13: How many in-service training sessions hawou attended the last seven years?
01 02 03 04 05 06

AN e N o S (A s O o
2004-2005

2005-2006

2006-2007 | | | |

2007-2008 | | | |
2008-2009

2009-2010

2003-2004

HEEE

]
i
_
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Respondents’ answers
requency 0 01 02 03 04 05 06

2003-04 13 27 45 185 --
% 04.81% 10% 16.66% 68.51%

2004-05 07 00 38 227 | - | - ---
% 02.59% 00% 14.07% 84.07%

2005-06 09 00 00 241 |
% 03.33% 00% 00% 89.25%

2006-07 11 00 18 261 | - | - -—--
% 04.07% 00% 06.66% 96.66%

2007-08 12 13 245 | e | e | eeee | e
% 04.44% 04.81% 90.74%

2008-09 09 221 40 | e | e | e
% 03.33% 81.85% 14.81%

2009-10 13 123 134 T pae—
% 04.81% 45.55% 49.62% ---

Number 84 384 520 914

Table 27: in-service training courses frequency andttendance

The statistics in table 14 reveal that most of tbgpondents attended three in-service
training courses, especially between 2003 and 20M@/first years of the instalment of the
CBA. In these years, the rate of participationhiese training courses shifted from 68.51% in
2003 to 96.66% in 2007. During the school year 2P0U8, the number of the in-service
training courses was reduced to two courses instédldree per year. Similarly, the rate of
participants declined from 90.74%, in 2007-20084%62% in 2009-2010. It is worth noting
that a minority of the respondents (around 05% @lithrese seven years) affirmed that they
have never benefited from in-service training cesrsThe non-beneficiaries of these in-
service training courses could be contract or swibstteachers.

Analysis:

Referring to the respondents’ answers, wesegy that the unavailability of sustained and
continuous in-service training courses renders<aBA implementation pretty difficult, given
that most of the teachers are left to their owmitive judgements about what might help
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them instil the targeted competencies. Temporadyegisodic in-service training courses are
proved to be insufficient to create teaching gyathanges and, in turn, to hamper the
attainment of the desired objectives. Thus, thseirvice training policy should be reviewed
with regard to the teachers’ continuing professiot@velopment which emphasises the
teachers as lifelong learners whose capacitiesgage in critical reflection and to improve

their knowledge base is at the centre of teachdegsionalism.

Item 14: What do the in-service training coursesdcus on?

1. Theoretical aspects

2. Practical aspects I:I
[

3. Both theoretical and practical aspects

For the participation in the seminars, the ans\aegs

Respondents’ answers Number Percentage
1. Theoretical aspects 270 100%
2. Practical aspects 00 00%
3. Both 00 00%

Table 28: in-service training courses contents

The respondents unanimously affirm that the inisentraining sessions focus on the
theoretical aspects of the CBA only.

Analysis:

There are considerable variations in thg that theory and practice and the relationship
between them are understood in the field of teachAnguments have centred on what comes
first, theory or practice or vice versa. For thosbo regard theory and practice as
independent, the emphasis is put on ‘knowing hather than ‘knowing that’ (Dreyfus and
Dreyfus 1980/1996 cited in Tsui 2003:10). For Dusyfand Dreyfus, it is the procedural
knowledge (knowing how) and not the declarativevidedge (knowing that) that is the most
important asset in gaining expertise. Opinions alioel primacy and the importance of either
theory over practice or vice versa are differenirtkLewin (1951) might be right in saying
that “There is nothing so practical as good theépny might be equally true thattliere is
nothing so theoretical as good practi¢guoted by Fullan 2001.: xiii).

Yet, this view is criticized since it is eety founded on the practical knowledge.
Entwistle summarizes his idea when saying that:

No doubt a purely practical training based on a femes of thumb would produce
teachers who could perform prescribed routinegieffitly in familiar situations, but who

195



would be unable to analyse their work in such a tiy their competence would develop
in response to changed situations. (1976:43)

Teachers who are impregnated on theoreknalvledge can easily adapt their class
practices according to unfamiliar situations. Estie states that:

The teacher who has the resource to adapt himselbvel circumstances is probably the
one who has sufficient appetite for theorising $& himself occasionally why he is doing
what he does, and this seems likely to follow femme study of educational theory as
well as from mastering teaching techniques in inopeal situations. (Ibid: 43)

The respondents to the above question (&Bjnsmuch concerned with the practical
knowledge (know how) at the detrimental of the tletioal one (know that). Restricting the
in-service training sessions to the practical aspeould enable them to duplicate others’
experiences without any reflection on their fedsibiHartnett and Naish say that:

The application of theory to practice is the bringito bear of critical intelligence upon
practical tasks rather than the implementation 0bd service. (1976:121)

Probably, what teachers seek is to be eedipvith models of lesson plans that they can
use in their classes. But, doing so, they merelglidate “one-size-tailored lessons”. This

precludes teachers’ experiential learning.

Item 15: Have you ever had an opportunity to reflecon those in-service training courses

contents?
Yes |:| No |:| No idea |:|

Respondents’ answers Yes No No idea
Number 101 169 00
% 37.40% 62.59% 00%

Table 29: respondents’ reflection on the in-servic&aining courses

Table 29 shows that out of 270 respondeatsiy the third, 101, affirm that they had
been asked to reflect on the contents of the irardraining courses; two thirds, 169 reported
that they were not given such opportunity.
Analysis:

Most of the respondents (62.59% n=169) aslsatithey have never been asked to reflect
on the in-service training courses.

To gain trainees’ involvement, engagementpfaélnd constructive feedback, the trainers
should give them the opportunity to reflect on toatents of the in-service training courses.
Their feedback can be a valuable resource of efraludor operating necessary re-
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adjustments and improvements. Doing so, the traibeeome more deeply involved in their
own professional development. This in turn improtles trainees’ motivation, participation
and reflective process. In-service training courfiesre should not be ‘trainer-centred’
sessions, merely restricted to teach methodolegynkrs-centredness and autonomy. Yet, the
trainers should be concerned with collecting thacptioners’ own class difficulties, and

inducing in them a never-ending process of thinkangl questioning, challenging and

changing.
Item 16: Have they had an impact on your class p@rmance?
1. Yes
2. No |:|
3. Noidea
Respondents answers Yes No No idea
Number 26 244 00
Percentage 09.62% 90.37% 00%

Table 30: in-service training courses impact on t respondents’ class performance

The responses to this question on the feeanpact of the in-service training sessions
on the class practices indicate that a minorityhefinformants (09.62%) perceives a change
in their class performance; the rest (90.37%) seeshange.
Analysis:

For 90.37% of the cases, according to itlermants who attended the in-service
training sessions, this new methodology has nouigibany change. It can be thought that
this category of teachers resists to the changentdtiple reasons or allegations such as the
lack of didactic means, the ambiguity of the consepeavily theoretical and large-sized
classes. For such category of teachers, specijectes based on specific needs should be
considered. While the gaps and needs are obvidusnbadjustment vis-a-vis these principles
will not be sufficient if they are not accompanibg an immediate motivation. Only a
revision of strategies to undertake to cope witltiple heterogeneities (of teachers’ interests,
expectations, needs vis-a-vis the act of teachipgiformances, speed of learning,
achievements. etc ...) may reduce the gap andeasueffective implementation of the CBA.
The high rate of negative answers (90.37%) shoelcejarded as a reflective indicator which
stimulates the trainers to review the in-servie@ning courses with regard to their contents
and the efficient strategies to implement theigfrency. An evaluation by the trainees could
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be a means of better measuring these in-serviggngacourses effectiveness in terms of
class applicability. The rest, 09.62%, seems tprbpared for the implementation of the CBA
considering their theoretical impregnation on tlppraaches in general and the CBA
particular (cf. to questions 8 and 12), confirmattthese meetings have an impact on their
class practices.

The changes prescribed in the officiatuidoents must be used by trainers to convince
most resistant teachers to the changes broughteb@€BA in order to get hold of the suitable
process for that.

In short, to render the implementatiothe CBA effective, the theoretical design must
imperatively go in pairs with that of the practice an analysis of their implications on the
ground, in English classes, by the practitionerbe Tatter should be mentored and
accompanied by trainers. The trainers’ and traindesussions should be regarded as a
beneficial process leading to the establishmena dupportive relationship rather than a
supervisory one only. Indubitably, this fosters iadkof mutual confidence and increases
teachers’ self-esteem and reflective processii$&887; Soloman 1987 & Fish 1989).

Yet, it is worth pointing out that teachevsluntary refusal of all what is new is not to be
excluded. Qualified as a ‘resistance’ to changés thehaviour has been attributed by
researchers to many factors including gender psligHubbard & Datnow, 2000: 115-129),
institutional and cultural politics (Kanpol, 19883-179), disrespectful and dismissive
treatment of teachers as mere instruments or gamgeteform (Elmore, 1987:60-78), the
“good sense” of teachers (Gitlin & Margonis, 199%.3105), cultures of individualism (D.
Hargreaves, 1990:5-14), or the counterproductif@rtsfof “controlling” principals (Blasé &
Blasé, 1997: 138-164; Fennell, 1992:9-26).

Such behaviour should be analysed to elteidghat teachers fight for (Fullan &
Hargreaves 1996:9) rather than what and why thegtrenly.

Item 17: Do you use extra resources to supplemetiite mandated textbook contents?

1. Yes:|:| 2. No: |:|

Respondents’ answers

Yes No
69 201
25.24% 74.75%

Table 31: use of extra resources
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The majority of the respondents affirm tHagyt use no extra resource to supplement the
content of the mandated textbook, OTM. Only 25.248¢ert that they make use of extra
resources to improve their class practices.

Analysis:

Most of the informants (74.75%) recognikattthey use and thoroughly depend on the
mandated textbook contents only. This attitude shibat the spirit of personal initiative does
not exist considering teachers proposals of otfaeks of learning to the learners. Doing so,
they seem to be slaves to the unique textbook geapby the MNE.

It should be reminded that the textbooknfy one means among others of fulfilling the
requirements of the programmes. Actually, there @mpetencies targeted by the CBA
which enhance teachers to always keep a critigal spth regard to the textbook contents
whatever they are. Finally, if competencies to beetbped are not negotiable, yet the means
used to reach them, in fact, are. In this casetgheher must have a margin of freedom to act
advisedly.

Teachers’ behaviours can be due to ettiefack of confidence, self-esteem, or critical
eye which enables them to sort out what is appatgiio keep and what is inappropriate to
alter or delete. Thus, they find in the textbooktent ready-made lesson plans and activities
which may soon give way to boredom and reduce ilegrprocess if it is not supplemented
with other extra materials.

The lack of personal initiative and creatihinking among middle school teachers result
from a variety of inhibitors. Some of these inlolo# are caused by contextual factors. Jones
(in Isaksen & al. 2004: 14) mentions factors suslsealf-image problems, strong desire to
conform to pre-existing patterns, being rigidly trus bound, resistance to using imagination,
inability to tolerate uncertainty, etc. Other fastanay result from the lack of creative role-
models, mediators and mentors, culture, habitaism, lack of explicit attention to creative
thinking within the school or even inhibition ofeative thinking during teachers’ training
courses.

Item 18: If yes, what extra resources do you use?{Tick the appropriate box (es))

1. Authentic materials?
Tapes and recorder?
Overhead projector?
Data Show?
Computer?
DVD?

NN

S
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7. TV +Video recorder? |:|
8. Others? []
SR Y e
Respondents’ answers Number % General
%
1. Authentic materials 13/69 18.84% 12.59%
2. Tapes and recorders 15/69 21.73% 05.55%%
3. Overhead projector 00/69 00% 00%
4. Data Show 34/69 49.27% 04.81%
5. Computer 34/69 49.27% 04.81%
6. DVD 00/69 00% 00%
7. TV +Video recorder 08/69 11.59% 02.96%
Others........cocvvveeeeiiiiieee. 00/69 00%| 00%

Table 32: types of extra resources

It is clear from the data in the table abdkat the average of the respondents (34),
confirming the use of extra resources, has integrdte computer and data show in their class
performance. 15 teachers utilise tapes and record@nly 13 of them employ authentic
materials; while 08 use TV and Video recorder.

Analysis:

Concerning the additional tools used topgempent the textbook contents, the data show
seems to be the most desired among nowadays deaitedans by those teachers who are
willing to integrate technologies in their class&bus, the ICTs have become a part of the
classroom furniture. It all started with slide majors, overhead projectors,... and today, it
has so infiltrated education that it has changedathys learners learn and the teachers teach.
Gone is the traditional pattern established bytéxtbook, the teachers and the chalkboard;
welcome to videos and computer-assisted learniragfdvh technology offers many means of
improving teaching and learning. Besides, 18.84%efinformants affirm that they integrate
authentic materials in their teaching practiceseseh materials, which are resources not
prepared originally for purposes of teaching, can dmormously useful in all types of
instruction because they expose learners to redwaaterials used in real life situations.

However, most of the teachers, out ofeay great confidence they grant to the
textbook, put straightforwardly aside the schodlasyis and even let the textbook replace the

syllabus. Besides, it is undeniable that one findsgcertain collections, very interesting
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learning scenarios. To get inspired from variedadiit materials so as to give form to the
teaching objects poses no problems, but that timéias welcome. What worries more is the
fact that the textbook sometimes replaces the progres and dictates the progression of the

learners’ learning.

Item 19: Which of the following stand as roadblock to the implementation of the

CBA?

1. Learners’ lack of motivation |:|

2. Shortage of means [ ]

3. Inadequate in-service training sessions [ ]

4. Lack of practical sessions [ ]

5. Inadequacy of the teaching materials suggestdukiteixtbook |:|

6. The programmes load / reduced timing/ insignificaogfficient... |:|

7. Classover-crowdedness....................................................|:|

8. Others. ... |:|

Respondents’ answers Yes %

Learners’ lack of motivation 167 | 61.84%
Shortage of means 229 | 84.81%
Inadequate in-service training sessions 234 | 86.66%
Lack of practical sessions 197 | 72.69%
Inadequacy of the teaching materials suggesteukiteixtbook 121 | 44.81%
The programmes load / reduced timing/ insignificaogfficient... 221 | 81.85%
Class over-crowdedness 270 100%
Others. .. 00 00%

Table 33: Obstacles to the implementation of the C8

The statistical analysis above shows thasratith regard to the obstacles vary from
44.81% for the textbook inadequacy to 100% forsclager-crowdedness. The other obstacles
are, in an ascending order as follows: 86.66% tlalequacy of the in-service training
sessions, 84.81% for the shortage of means, 81f8b#e programme load, reduced timing
and insignificant coefficient, 72.69% for the lack practical sessions and 61.84% for

learners’ lack of motivation.

Analysis:
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The respondents are unanimous (100%@ytdhat class over-crowdedness is one of the
major obstacles to the CBA Implementation. Receatissics reveal that the average class
size is around 40, with a slight excess in somasardhe respondents estimate that the
excessive number of learners is a handicap fomtipéementation of the CBA, and perceive
that supporting each learner’s individual learnisagut of reach. We cannot pretend to say
that is an easy matter, otherwise, is it humanlgsfibe for the teacher to take charge of
classes of 40 students or more and provide quatitycation where each student can solicit
the teacher’s assistance whenever she/he wantsthéesocio-constructivist approach is the
fitting solution to address this issue. The desgrpair and group activities in th@TM,
approximately 13 activities per file, can reduce titention to the strategies of individual
learning, as it was highlighted during the analgsithe textbook, chapter 1l (pp 122-143).

With such a high number of learners, theleais constrained, in best cases, to adapt his
teaching trying to involve all learners in variazlass activities, and considering the different
levels of the learners. Now, it must be reckonethwhe possibility of the differences of
characters, skills, intelligences, learning stydewl preferences and, if possible, harmonise

those differences to create a climate that fatégdearning.

Declining enrollment in FL classes is imperative ddbetter management of learners and
better implementation of differentiated learning feohich Meirieu states|"do not only
respect differences, but | take them into accb(r90:16 ). Indeed, dealing with differences
cannot be carried out within large-size classealltw each to use her/his internal resources,
and benefit from the support that the teacher cawige to develop individual skills and
competencies.

Subsequently, class over-crowdedness medesfactg dealing with mixed-ability
learners. The ‘one-size-fits-all’ model of educatican only provide something superficial.
Thus, this phenomenon requires a teaching stafse/heembers are aware that learners don'’t
learn in the same way, pace, rhythm, and implerttenappropriate strategies and techniques
to meet learners’ diverse needs. Having the saree thgse learners may have the same
hobbies, sizes, likes and dislikes. When it coneetearning, they are not alike. As Carol
states that:

teachers who differentiate instruction in mixedlifpi classrooms seek to provide
appropriate challenging learning experiences fdrtheir students. (2001: 5)
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This differentiated pedagogy can contribtdethe resolution of this problem if it is
implemented intelligently, i.e. fascinating in catesing the following points suggested by
Minder:

The right to learn by error, the right to learn Wipleasure, the right to learn at his own
rhythm, the right to receive a didactic help, thght to the respect of his learning style,
the right to know the criteria of evaluation. (1999).

Thus, differentiated pedagogy is presernitegarious current programmes as being one
of the keys supporting the development of the ke@'ncompetencies and their access to a
higher level of success. While it tends to be theilpged means to counter the phenomenon
of the school failure, we noted that teachers iregabout the nature and the feasibility of this
differentiation on the ground. Class over-crowdednenay be regarded by most of the
teachers as a real disadvantage, yet it is qudessary for them to know that large class EFL
teaching has some advantages: sharing diversestitey ideas and life experiences, learners’
learning from one another, distributing roles aesponsibilities and so on. Therefore, it is not
the number of students that is the determinantuctess in EFL teaching. The teacher’s
management of the classroom management is of kKegrtance.

Apart from over-crowdedness, which gairtee ananimity, other obstacles which hinder
the CBA implementation, according to the responslesnte summed up as follows: the status
of the language as second foreign language withova toefficient, reduced timing,
programme load (81.85%), learners’ lack of motiwati(61.48%), shortage of means
(84.81%), inadequacy of the training sessions @%)6 lack of practical sessions (72.69%)
and the inadequacy of the textbook content (44.81%)

In fact, all the above-mentioned obista@ltogether preclude the implementation of
any approach. However, teachers’ training consttibe cornerstone for the success of any
undertaken educational reform or renewal syllaBsspointed out, in chapter | p.82, the lack
of appropriate teachers’ training is likely to hemdthe matter for teachers to adapt the
suggested activities. More fundamental societahgha affecting schools demand continuous
professional development of teachers as well. Algtulearners’ attainments depend mainly
on the teachers’ quality (Cornet & al. 2006; Rivi&inal. 2005:417-458; Sheerens & Bosker
1997) makes it reasonable that investing in teatheguality by stimulating teachers’

continuous development will ultimately entail irateers’ attainments.
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Item 20: What rubric (s) in the OTM do you find useful? (Tick the appropriate box (es)

1. Read and Consider [ ]

2. Listen and Consider [ ]

3. Words and Sounds

4. Listening and Speaking

5. Reading and Writing |:|

6. Where do we stand now? |:|

7. Where do we stand now?

8. Research and Report

Respondents’ answers Yes %

1. Read and Consider 135 50%
2. Listen and Consider 187 68.51%
3. Words and Sounds 87 32.22%
4. Listening and Speaking 129 47.77%
5. Reading and Writing 213 78.88%
6. Where do we stand now? 75 27.77%
7. Project Round Up 59 21.85%
8. Research and Report 66 24.44%

Table 34: the OTM rubrics usefulness

The respondents’ answers about question 2Qv sithat rubrics in connection with
pronunciation (Words and Sounds), evaluation (Widereve stand now?), project Pedagogy
(Project Round Up) and research (Research and Beganed the lowest rates. Whereas,
rubrics such as: Read and Consider, Listen and i@@amsListening and Speaking and
Reading and Writing received rates ranging suceelysifrom 50%, 68.51%, 47.77% and
78.88%.

Analysis:

The majority of the respondents state thatrtibrics like 'Read and Consider’, ‘Listen and
Consider’, ‘Listening and Speaking’ and ‘Readingl aNriting’ are very useful, but other
rubrics as 'Words and Sounds’, ‘Where do we stawa?iy ‘Project Round Up’ and Research
and Report’ which, in theory, require a new desgjnteaching/learning process are not
retained as indispensable. This confirms that subhcs still pose problems for the majority
of the teachers. The probable reason behind trextiep of these rubrics could be the
misinterpretation and/or ignorance of the undegyabjectives of each rubric. The project
pedagogy, for which almost 80% of the teachersaerceive its utility, is devised to give
the chance to the learners to transfer their datler knowledge in procedural one. Without
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that, the school assets remain usafulitro and thus disconnected from socio-cultural reality.
In this way, we cannot develop learners’ compeescas a psychological and social entity.
The challenge would be to use these knows to aartyactivities both on the personal and
social levels and on the professional for futureen It is, moreover, clear that the rubric of
self-assessment which our teachers do not seesdhiloess, limits learners’ evaluation
simply to the summative type. The latter is meanteport tests results to the administration
and the learners’ parents.

The rubrics which have been overlooked by tnmadsthe teachers are those recently
integrated in the syllabus. They all converge tasahe construction of the communicative

competence. We succinctly try to show their immacthe learners’ language proficiency.

1. Words and Sounds

The phonetic dimension, especially for theglish language and its specificity, is
essential for both the teacher and the learnegusecit facilitates access to the meaning of
the oral messages and written documents. A goodupation of the English sounds is of
much importance. This implies a good articulatioi wowels and consonants.
The phonological dimension is built in parallel kvithe mastery of rhythm, word stress as
well as sentence stress. Intonation is also a metbuconvey meaning.

The teachers, who perceived this rubrid@sg significant, have understood that the
communicative competence is heavily dependent errébognition of the speech sounds, in

general, and that it is acquired gradually andoim@unication.

2. The Project Round Up

The project pedagogy is a sophisticated fofrftee work that is organized in time. This
involves mobilizing the future to make a raw madkfor action. This is to represent the
object that we want to elaborate, to think of itmstruction, to define its steps and to
distribute its calendar in a timely manner. Viates that: It is about creativity. We are not
born creators, but we become creators. (1976: 7)

Group projects engage learners in in-dépdiiry into areas of interest to the learners
and important to the course (s) of study. They &isgage them into real social practices,
weakening the separation between school life aalllife: these old ideas come to life in
communicative approaches and more broadly in coenpets-based curricula.

The project pedagogy requires a balanciagtme between two logics: the project is not
an end in itself, but according to Ripoll and Tti¢h998: 37-38) it is a roundabout way
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and for Bachelard (1972: 14-18), it is useéd €onfront learners with obstacles and to cause
learning situations At the same time, if it becomes a real projéstsuccess will become a
major issue, and all actors, including teachers laadners, strive for efficiency with the
assistance of learning opportunities availafle.learn, everyone must be mobilized at the
level of his zone of proximal development, an ambare, by definition, he can learn, but has
not already learnt, an area where he hesitates, glo@/ly retraced his steps, makes mistakes,
asks for help, and so on until he attains the ebhjedargeted beforehand. Thus, it is to be
noted that teachers, approximately 78%, who dgaateive the project work as being useful,
do not understand its underlying objectives.

So, this learning process is to place a gaduparners in a situation:

« To express desires, issues, needs, gaps, and @msbiti

o To seek ways to respond.

o Tojointly plan the project implementation anditcelit.

To achieve learners’ motivation, the teacher capehse with the projects proposed in the

textbooks if they do not meet the criteria mentomdove (page 55), the projects may

come from: (Réseau Ecole et Nature 1997: 31)

e an occasion or an event of external origin.

« an event caused by the teacher.

« alarger project for which the school is committed.

« the information provided by a member of the grong ereates a collective interest.

To materialize, the teacher should accompany, tagsak out, control, and nurture the

learners. He is a resource person and advisorhbi@dstake an approach that consists of

seven phases: (Réseau Ecole et Nature 1997:28-29)

e expressing representations.

« awakening.

« defining the overall project (aims, objectives,ammes).

« implementing the project (inventory of resourced eonstraints, technical, planning time).

« acting and patrticipating

« transmitting (social communication)

» assessing (outcomes and processes)

So, projects are intensive experiences thgage learners in meaningful activities for
them and important to the learning objective. Thay involve community members and they
often result in products for exhibition or a reabnld objective. They can be developed by

these students individually or in teams. These eapees, outside the classroom, allow
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learners to learn about their community and theatttaristics that make it unique. To do this,
teachers must provide learners with the necessargtgre for their success by selecting the
specific learning objectives, by asking learnersketch--a brief reference to the design or
analysis before carrying out the project- and éstaing timelines and milestones to guide
learners’ efforts. The characteristics of a projgotk are authenticity, academic rigor, active

exploration, connection with adults and evaluapoactice.

This project pedagogy aims at bringing tbhge the modes of appropriation of
knowledge and know-how-to-do inside and outsidesitt®ol by reducing the gap between
the theoretical/simulated learningvitro and the practical action vivo. This step, focusing
on learning, as claim it highly and audibly the aciators of the CBA, also makes it possible
to call upon transversal competencies besidesptiisary ones. Thus, by overlooking the
implementation of this teaching rubric, the middkehool teachers (78.15%) deprive their
learners from learning how to learn, making intecglinary connections, addressing
academic standards and goals, discovering persalesits and interests, developing social
skills and using technology. Its exploitation eraithem to exceed disconnected nature of the

school usual activities and to bring together ddesrning and trainings.

3. Where do we stand now

Few of the respondents (27.77%) affirm tinat where do we standnow’? Rubric is
useful. The rest seems to ignore the underlyingativje of this rubric which consist of two
types of evaluation each of which targets a speothjective: The Progress Check’aims at
implementing the summative evaluation afithé Learning Log”, similar to the European
Portfolio, seeks to develop a self-assessment psoddne purpose behind this rubric design is
to engage learners in an important self-evaluapraress. This allows them to exceed a
simple thoughtless know-how-to-do, purely operadldio reach an essential knowledge and
methodological know-how-to-do for the implementati@of competencies. Indeed, the
requirements of such retreat/withdrawal and distame considerable, because they oblige
the assessed learners to engage in a reflecticegs®n their own attainments, analyze their
learning processes, and excavate in their owncdities and weaknesses. According to
Donnadieu, Genthon & Vial, this evaluative attitudarnt: ‘1t is a work on oneself for self-
critical consciousness(1998:110). To teach learners to self-assess #lgassis to make

them accept to look backward and bring a critigal ® their own achievements.
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4. Research and Report

The central objective of this rubric, dealing wdtltural learning in EFL, is intended to
develop a foundation for cultural competence, caetidg to a cultural dialogue. This notion
of dialogue rests on the belief that positive ataepe of one’s limitations and constructive
engagement with the other can be learnt. Such itegrinitiated at the level of middle
education, however, presupposes that the teackersipe the aim behind the devise of such
a rubric, and implement a gradual learning processbuild up the targeted cultural
competence.

Acquiring this cultural competence can beiedd thanks to authentic documents that
ICTs afford. The use of films, videos, OHP, DVD dngde recordings of the language with all
its features enable the FLL to acquire the targatpetence. Yet, this requires that the foreign
language teacher is knowledgeable in the culturdefTL. Besides a good command of the
TL, he is required to comprehend the values arditibas of the TL speakers. In fact, it is a
competence to be acquired by teachers themselesebtieying to develop it among the
FLLs.

Item 21: Does the syllabus meet the objectives thie CBA?

Yes |:| No |:| No idea |:|

Respondents’ answers Yes No No idea
Number 170 78 22
% 63% 29% 08%

Table 35: syllabus compliance with the CBA

For this question (21) which is related to #tkequacy of the programme of fourth year,
the opinions are as follows: 63% (n=170) of thepoeslents attest that the new programme
responds to the underlying objectives of the CBA%2(n=78) of them give a negative
answer. 22 (08%) of them express their opinionshHmosing ‘no idea’.

Analysis:
The majority of the respondents agrees omrctingpliance of the programme of 4 AM with

the objectives of the CBA. This reveals that thiesehers have normally, either individually
or collectively analysed and reflected on the pmogne content, and have got detailed ideas
about it. Doing so, teachers can develop competandeconfidence as critical consumers of
syllabus contents, and may become potential cartib to research in the field. Besides,
reading syllabus content in comparison to the CBfedtives in an analytic way would help
the teachers to gain more knowledge of the in-dempdight about what should be taught.
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Such teachers’ professional development should rtegiated in the reform agendas
equipping the practitioners, individually or colieely, to act as shapers, promoters and well-
informed critics of the reforms. The most robusifpssional development options will locate
problems of implementation within a larger set o$gbilities.

Yet, we can also notice another ambiguityhwiegard to the previous answers to
questions 8, 10, 11, 16 and 20. The teachers’ tagsen item 21 that the syllabus is
congruent to the CBA objectives indicates a certagonsistency between their beliefs and
their teaching practicum. Accordingly, if teachepsasp the underlying objectives of the

syllabus, its implementation will be somewhat e@sgarry out on the ground.

Item 22: Is the time allotted to the teaching of Eglish suitable?

Yes No No idea
Respondents’ answers Yes No No idea
Number 27 243 00
% 10% 90% 00%

Table 36: time in/suitability
For the adequacy of the schedule assignédetaliscipline, the majority of the teachers

share the same opinion, and the percentages bamwiswell:

90% of the respondents affirm that the tiaflecated to English language teaching is
inadequate. Yet, a minority views that it is suléab
Analysis:

The amount of time allotted to the Engliashduage teaching is three hours per week for
four years. At the end of the middle cycle, therea will have accumulated a capital of three
hundred hours. Certainly, this would remain insuéint to deal with the whole syllabus and
instil the targeted competencies, skills and atétu The time factor is a determinant issue in
FLA. Generally, teachers complain about the lackmoé because they measure it with regard
to the textbook content rather than to the syllabus

With regard to the predetermined attainmdatsmiddle education cycle, the allotted

time must be quite sufficient.

Item 23: If no, what do you suggest?

1. To increase timing

2. To lighten the syllabus

209



3. To review the textbook content

OIS ..
Respondents’ answers Number %
1. To increase timing 260 96.29%
2. To lighten the syllabus 235 87.03%
3. To review the textbook content 222 82.22%
4. OtherS:....oiiiiiiiii e 00 00%

Table 37: Respondents’ suggestions to cope with munsuitability

The statistics, in the table above, show thatmajority of the respondents agree on time
increasing (96.29%), syllabus lightening (87.03%d gextbook content reviewing (82.22%).
Analysis:

The overwhelming majority of teachers tardetg the research confirms that the weekly
timing allotted to ELT is insufficient comparedttee programme content. Thus, they propose
an increase of the timing, the slimming down of firegramme and the revision of the

textbook content.

In fact, the effective implementation of tG®8A depends also on the contribution of
other factors rather than on teachers’ proficienaly. The availability of several means
which are of organisational, didactic and humanumatfacilitate the attainment of the
predetermined objectives. Only a revision with tise of time volume and a rise in the
coefficient assigned to the discipline could jystthe latter. Moreover, the class over-
crowdedness, which igle factg heterogeneous, is one of the obstacles whichyatledhe
qguality of learners’ learning. It is quite possilileat the teacher constant availability for
groups of learners is more workable than for eauth every learner in the class. Is the
execution of this differentiated pedagogy functiomalarge-size classes which sometimes
exceed 40 learners, with inadequate means anaitiated teachers? All this supposes that a
successful implementation of the CBA depends, aladlyen the teacher’s skilfulness and the

availability of the adequate means which shouldtd@s hand.

Keystone of any new methodology, the asialpf the linguistic needs represents the
precondition to any methodological constructiorofias as it determines at the same time the
choice of the contents and methodologies to bedmphted, as specified by Painchaud-

Leblanc who states that:
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since the advent of the functional approach, ttagdsis of needs and its corollary, the
preparation of the didactic material, seem to hdexome essential stages with any
educational intervention in field of the secondgaages. (1979:73)

This lack of time, which teachers seemdmplain about, affects the pace of learning
and the time allowed for learners to learn rathantjust to be taught, especially if no leeway
is given to them to identify their errors and tangrthe appropriate correction. By giving
importance to the coverage of the programme inliggtaachers want to save time when they
need to know to lose, as it is stated by Rousseaenvsaying: dare | express here the
largest, most important, the most useful rule dbeducation? This is not to gain time, but to
lose it" (1966:112)

Item 24: After even years, are you............satisfied wit the CBA implementation?
Fully partly otrat all
Fully partly not at all
Respondents’ answers | number| % Number| % number %
15 05.55% 60 22.22% 195 72.22%

Table 23: respondents’ satisfaction/ dissatisfactiowith regard to CBA implementation

The above statistics suggest that 72.22%hefespondents are not at all satisfied with
the CBA implementation. 22.22% of them state thegytare partly satisfied. Yet, only
05.55% confirm that they are fully satisfied.

Analysis:

It is noted that only 05.55% of the teashseem to be completely satisfied of the
implementation of this approach. The remainder,uat®2.44%, is partially or completely
dissatisfied. This almost general dissatisfactiballenges us as inspectors. The lack of an
assumption of responsibility of these teachershing needs by the supervisors is the obvious
reason of this fold (falling back) on the traditmpractices.

Teachers’ training might have been acceddrah a way that they have gained little
profit. Training, that it is for both the trainendithe learner/trainee, must take the necessary
and adequate time to allow the anchoring of ceasets which make the implementation of

the CBA materialise indeed.
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The changes which occurred at the levelhef programmes, methodologies and the
textbooks during last seven years are at the sameefast and deep. Teachers did not have
enough time to plan for, adjust and learn new skiid practices.

Concerns relating to the educational systeemat new. Education and training constitute
the field where the aspirations of blooming for thdividuals and groups are projected. The
society challenges the educational system in whiphaces its hopes of progress and that it,
consequently, holds responsible for its failurdse €ducational system, in its turn, challenges
the society in general and the political decisioakers in particular to define explicitly the
expectations and to grant the necessary subsidies aEcomplishing its missions.
Consequently, the role of an effective educatigp@icy has to prevent that a break occurs
between the aspirations with the social progresistia@ performances of the system set up. In
other words, the shortcomings identified in thecouates of the existing system and the
challenges imposed by the economical, technologiaodl cultural evolutions, both national
and international, imply a complete reform.

The current reform of the Algerian educati®ystem hustled teaching in general and that
of the foreign languages in particular. The valtiegn of the two foreign languages: French
and English, resulting in the introduction of Frensince the second year of primary
education and English since the first year of theldhe education, by recasting the
programmes and designing new textbooks. In spitanofindeniable dominance of Arabic
language, ‘arabisation all azimuths’, English laaxge remains a prestigious language and
witnesses a significant rise in the Algerian soci&he importance of FLL starts to be felt for
multiple reasons: language of communication, actes$schnological and scientific research
and so on.

Certainly, English allows weaving exchangeth other countries as it is stated in the
legislative text N°76/35 of 16 April 1976 bearirgetorganization of education and training.
It is important to review the integration of thdtawal dimension in the language classes, and
which is not approached thoroughly. With the newureements of globalisation, it is
essential to teach the English language in itsualltcontext and to focus more on the
interaction between the learners’ culture and tirei§n culture. Because ELL will be less

profitable if it is limited to name differently whane already knows in his language.

It goes without saying that an effective commundaratdepends on the mastery of the
rules of the language usage, what language forbetased in such a situation, with such a

person taking into account the purpose of the aateyn. Indeed, the neglect of the cultural
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dimension in the English teaching/learning processa proof of an approach in total
ignorance of all interactions, and all rituals obdernisation. To that end, continue to
‘reform’ without ‘training’ and really considerinthe learners’ optimal development will lead
the country to:

an intellectual underdevelopment in a global vikagmore than ever multilingual,
multicultural and multidimensional. (Miliani 20038}

Reforming school, the social institution mm@inently, is an action that cannot
marginalize environmental data, even if its projectto develop them. It is, therefore,
essential to develop in learners a linguistic repgy in conformity with their new needs, and
in which linguistic and extra-linguistic competeegifind place by designing programmes that
take into account the profound social changes Isottae learners’ culture, the nodal element

of their identity.

It is noteworthy that the social progreds tearners’ empowerment and the cultural
richness will increasingly rely on the quality aicilities provided by the educational system.

Faced with challenges arising from globalisatitwe, $pread of FLL and cultures remain vital.

[11.4.4. Informants’ Expectations
Item 25: List three topics you would like to concetrate on in next in-service courses?

Browsing the expectations expressed by tlspomdents, we notice that the majority
wishes to attend class demonstrations dealing swithe of the proposed rubrics such as

1. Words and Sound

2. Research and Report

3. Project work

Others wish that regular workshops to enhara discuss applicability of the syllabus
content in real class situations should be orgdnise
Analysis:

The analysis of the respondents’ answers esiggthat the majority seeks practical
training courses to more assistance. Their ingisteon rubrics dealing with “Words and
Sounds”, “Research and Report”, “The Project Wakd “Where do we stand now?” is a
sufficient indicator to show that the practition&se problems to deal with these new rubrics.
The integration of these four rubrics that suceetgi relate to pronunciation, culture,
research and assessment, seem to cause troublegldte school teachers. In fact, the
exploitation of the didactic materials proposedthe OTM does not depend only on the
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teachers’ knowledge, but their know-how-to trangptiee knows into teachable knows too.
The didactic transposition theory, first elucidated Chevallard (1986), requires a high
proficiency. This reveals that what makes the valua teacher’s professional expertise is not
only what he knows (know that), but especially thet of playing fully the role of mediator
between the learners and knowledge (know how) #is we

In fact, acquiring such professional corepetes requires the establishment of various
forms of assistance such as in-service trainingiges, seminars, meetings, workshops, etc.
Besides, an ongoing assistance needs to be seat fgyms of materials, peer and group
consultation, class observations, and learning conitnes.

Naturally to acquire these qualities teachers nieeel and patience, but more importantly
an efficient in-service training framework whichvailves the ongoing learning about how to
teach and how to support learners’ learning. Ittrbesstressed that though it has been argued
that yielding successful teachers is dependenherdégree of assistance they receive in the
process of in-service training, and though it hesrbstated that successful implementation of
innovations is strongly related to efficient in\gee training as it has been put forward by
Huberman and Miles:

Large-scale change bearing innovations lived orddley the amount and quality of

assistance that their users received once the ah@ngcess was under way...etc. (1984:
123)

Evidence shows that there is a noticeable neglgearicsome key factors in teacher’s in-
service training. In fact most approaches to staffelopment take little account of individual
differences between teachers such as: age, stagaredr, life experiences, gender factors,
and more importantly the social context in whichrieng and teaching take place, which
might explain why many of them have failed to bieeive for many teachers. Thus, the need
for reconsideration of the important role of inxsee training courses in teachers’

improvement is required with emphasis.

[11.4.5. Questionnaire Results Analysis

The analyses of data collected from @eestionnaire 1 demonstrate that the
difficulties which hamper the implementation of tG8A are diverse. The population of the
middle school English teachers is composed of typed: PEFs and PEMs. The first
category which represents the majority, 90.74%msetd resist to the change and it is not
ready to adapt to the requirements of the CRAnetheless, the second one, representing the

minority (09.25%), shows an obvious availabilitydareadiness to the change required by the
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CBA. Yet, we notice that most of the teachers (cf.2@) are applicants of training course
support. With regard to the adopted socio-constregberspective, data collected from this
guestionnaire can be used by both trainers anédh@nistration representatives as reliable

tools to meet both teachers’ needs and the regamenof the CBA implementation

Thus, the shift from the paradigm of knadge transmission to that of learning activities
focusing on the learners’ competencies developmahtrequire significant changes in
attitudes on behalf of the teachers and the learndéowever, in the field of education and
particularly in the current context, any change taés batch/share of resistance. Not always
by unwillingness, but mainly because the teachey<anstrained to adapt quickly their class
practices to comply with the various class situgiol he practitioners need training and to be
equipped with concrete examples in order to beas¢ avith the new approach recommended
by the educational system reforms. Indeed, in ¢eting paradigm, the teacher controls the
class activities and the discussions whereas inottthe learning, the learners themselves via
their activities and enquiries will ensure classnalyics, and develop linguistic and
transversal competencies as well. However, whitelpeg for the necessary resources to their
training and professional developments, teachargmily lack consistent practical models on
the CBA.

To comply with the requirements of the CB&achers should be fluent, considering a
varied range of possibilities of actions. They dda@ncourage and model critical and creative
thinking and create the appropriate learning emvirent. They should also adapt to change
and unforeseen circumstances; be original, desigheatic teaching materials; and be
flexible and able to elaborate, adapt learning mognes so that they appropriately fit for the
context in which teaching will occur. In generagathers should develop appropriate
professional competencies. Nevertheless, middleddieachers were not suitably prepared
for the new roles they have to accomplish in cohaecwith the new approach. They,
consequently, should continue to teach and, coestly; learn what they need to know to
reach the assigned outcomes. To do so, they needl dhd mental space- the chance to
concentrate their thinking on teaching. The expgkcteange can’t materialise unless teachers’
“needs” and “expectations” are effectively taketoinonsideration.

The terms "expectations” and "needs" acgeanin the literature devoted to the teachers
even if, in the past, they were sometimes used fitwrcritical viewpoint (Barbier & Lesne
1986: 228). These two terms are ambiguous: theymait to legitimize a position of
overhanging of the supervisory staff and results better to increase the effectiveness of the
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in-service training courses to respond to teacherséds. Explicitly formulated, the

practitioners’ expectations denote their requeststriining. The current situation calls for
urgent intervention of all those who devolves remsaility. Such an assumption does not
mean that the institution and its representatives gp proposals which would simply meet
the teachers’ requests. It is necessary to presgrdanaintain dialectics whose origin lies in

the contrasting positions occupied by stakeholders.
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[11.5. Questionnaire 2: Directed to 4 AM Learners (f. appendix 3)

The total number of learners initially tategk by the survey is 400, but the number of the
effective respondents is 355. By calculating the od the fourth year learners’ participation,
we obtain a percentage of 88.71%. This means #mesentativeness was reached in this

process to be congruent to the expected resulesfdllowing tables 39, 40, and 41, represent

the targeted subjects with regard to gender arginori

Schools girls % Boys % Total Number
Benzerdjeb 16 55.17% 13 44.82% 29
Ecole Rose 21 75% 08 25% 29

Zaghloul 12 41.37% 17 58.62% 29
Bencheikh 25 59.52% 17 40.47% 42

Bensaber

Ibn Sina 16 40% 24 60% 40

Total 90 53.25% 79 46.74% 169
Table 39:Subjects in urban area (Mostaganem)
Schools girls % Boys % Total Number
Nouveau Ain 16 51.61% 15 48.38% 31
Tedles
Ould Nourine 20 66.66% 10 33.33% 30
Mazaghran

Bouguirat 22 53.38% 20 47.61% 42

Kadi Sidi 24 58.53% 17 41.46% 41

Lakhdar

Baali 17 40.47% 25 59.52% 42
Acchaacha
Total 99 53.22% 87 46.77% 186

Table 40: Subjects in semi-urban and rural areas (Mstaganem)
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Girls

%

Boys

%

Total Number

189

53.23%

166

46.76%

355

Table 41: Total number of the informants

[11.5.1. Section One: Learners' Attitudes towards English Language Learning

The aim of this section is to check the degof importance learners give to English

learning.

Question One: Are you interested in learning Englis?

Respondents' answer§ ~ Number Total Percentages
number
Girls | Boys| Girls& | % girls % boys | General %
boys
Yes 180 | 141 321 95.23% 84.93% 90.42%
No 09 25 34 04.76% 15.06 09.57%

Table 42: Learners' interest in the subject of Engsh

Table (42) shows that the most significagricpntage covers those showing great interest
to learning English (90.42%), i.e. they have pusitattitudes towards learning the language

as opposed to the minority which answered negati{@s.57%).

Question Two: How do you find English?

Respondents' answers Number Percentage
Different from Arabic 355 100%
Not very different from Arabic 00 00%
Easy 40 11.26%
Not very easy 125 35.21%
Difficult 190 53.52%

Table 43: Learners' opinions about English

These results show that 100% of the inforvaamit the fact that English is totally
different from Arabic: more than half of the resdents (53.52%) share the idea that English
is a difficult subject; whereas, 11.26% say theasie, and 35.12% affirm that English is not
a very difficult subject.
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[11.5.2. Section Two: Learners' Attitude towards English People and Their

Culture
Section two studies how 4AM learners consttlerEnglish people and their culture.

Question Three: Do you like to learn about the Enggh people and their culture?

Respondents’ answers Number Percentage
Yes 287 80.84%
No 21 05.91%

It's not necessary 47 13.23%

Table 44: Learning about the English people and theculture
Here again the informants show their deireearn about both the English people and
their culture (80.84%). However, only 19.14% expréweir refusal either by answering with

'‘No' or 'lt's not necessary'.

Question Four: What do you know about the English pople?

Respondents’ answers Number Percentage
They are different 353 99.43%
They are developed 353 99.43%
They are a good example to follow 257 72.39%
They are a bad example to follow 96 27.04%
| don't know 00 00%

Table 45: Learners' attitudes towards the English pople

For this question in connection with learneafitudes towards the English people, the
informants have chosen more than one answer. Na#iryf them, 99.43%, recognize that
English people are both different and developedoAthe vast majority, 72.39%, says that
they are a good example to track. Yet, 27.04% legtive attitudes.

[1.5.3. Section Three: Learners' Motivation and Endish Learning Difficulties

To highlight the types of motivation behindA\ learners’ learning of English and the
difficulties they encounter, we ask the followingegtion:
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Question Five: Why do you like to learn English?

Respondents’ answers Number Percentage
| have a pleasure to speak this language 238 6363%
To use it when | travel 285 80.29%
Because | need it in my studies abroad. 99 27.88%
To communicate with people in the world 235 66.19

Table 46: Learners' motivation for English learning

For this question in connection with motivatitor which learners chose more than one
answer, the statistics show that the majority afners, 65.63% for choice one, 80.29% for
choice two and 66.19% for choice four, are instrotay motivated. Only 27.88% of them

assume they would need English for further studies,integratively motivated.

Question Six: How is your level at English?

Respondents' answers Number Percentage
Excellent 35 09.85%
Good 80 22.53%
Bad 240 67.60%

Table 47: Learners' proficiency
The results obtained in table 47 suggest thit 9.85% of the informants confirm they
have an excellent level. The majority (67.60%) ao¢ really satisfied. Yet, 22.53% of the

respondents state that they have a good level.

Question Seven: What is difficult for you in Engli$ learning?

Respondents' answers Number Percentage
Listening comprehension 302 85%
Reading Comprehension 265 74.64%

Speaking 271 76.33%
Writing 318 89.57%

Table 48: Learners’ problems in English language krning

The results in table 48 show that the respotedhave deficiencies in all competencies.
85% of the informants have problems in listeninghpeehension, 74.64% face problems in
reading comprehension, 76.33% encounter problemsommection with oral skills and
89.57% affirm that they have defects in the prodeabnes.
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This statement confirms the observations enatter analysing different formal and

informal evaluations, especially the BEM examinatiesults as regards written production.

Question Eight: How do you find the activities degned in the textbook?

Respondents' answers Number Percentage
Easy 37 10.42%
Not very easy 136 38.30%
Difficult 182 51.26%

Table 49: Learners' reflection on the textbook corgnt
The statistics in table (49) indicate that2b® of the informants admit that the textbook
content is difficult. 38.30% of them recognize titais not very easy, and only a minority,

10.42%, acknowledges that it is easy.

[11.5.4. Section Four: Learners' Attitudes towards their English Teacher and
her/his Performance
The following questions are askedhed light on learners’ attitude towards their
teacher and her/his performance.

Question Nine: Does your teacher try to make thingsasy for you?

Respondents' answers Number Percentage
Always 62 17.46%

Sometimes 236 66.47%
Never 57 16.05%

Table 50: Learners' attitudes towards the teachersperformance

The results show that 17.46% of the inforrmaamswered positively. Yet, the minority
16.05% is not satisfied with the teacher's metl&&47% of them agreed for the second

answer.

Question Ten: Does your teacher give you activitig® do in pairs and groups?

Respondents' answers Number Percentage
Always 72 20.28%

Sometimes 200 56.33%
Never 83 23.38%

Table 51: Learners’ attitudes towards the assignedctivities
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The results obtained for this questiornvstitat, for the majority of the learners, teachers
sometimes assign pair and group work. Only 20.28%einformants say that their teachers
always give them pair and group work. The restuado23.38%, state that they never do.

In a learner-centred teaching, much emsighshould be put upon learners-learners’
learning rather than teacher’s teaching. Learnimgler the CBA, is socio-constructive and

requires the implementation of diversified learngtigategies.

Besides, cooperative learning reducesnéga’ anxiety and can result in increased
participation and learning.

Question Eleven: Does your teacher give you enougime to do tasks alone, with your
friend or with the group?

Respondents' answers Number Percentage
Always 14.92%
Sometimes 46.57%
Never 35.49%

Table 52: Learners’ attitudes towards time allotmenm

The results show that for 46.57% of the resients, teachers sometimes allot enough
time to the learners to do activities by their owrdividually, in pairs or groups. Yet, what
draws attention is that 35.49% of the respondeffitsnathat their teachers never give them
enough time to do independently. Only 14.92% dtade they always get enough time to do

tasks autonomously.

It is clear that insufficient learning timasa direct negative effect on learners’ learning.
We can deduce that teachers are much more anxiaie/éring the entire programme that is

why they speed up. Yet, this practice is detrimieiotéghe learners’ effective learning.

Question Twelve: Does the project work help you usthe knowledge acquired outside
the classroom?

Respondents' answers Number Percentage
Yes 00 00%
No 355 100%

Table 53: Learners’ knowledge transfer via projectwork

It is obvious that English language use mited to classroom environment. All
respondents confirm that the knowledge they acqsireever reinvested outside the walls of
the classroom. In fact the project work is meardfter the learners an opportunity to transfer
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their knowledge to real-life situations. Undoubtedthis is one of the obstacles which

preclude the implementation of the CBA.

Question Thirteen: Who evaluates the project workyou or your teacher?

You Your teacher does Neither.......... nor
00 275 80
00% 77.46% 22.53%

Table 54: Project work assessment

It is clearly noticed that learners’ selé@assment is not implemented. The teacher is the
only one who is responsible of such activity. Irileé7.46% of the respondents affirm that
their projects are evaluated by their teachersid@ss 22.53% of them say that neither the
teachers nor the learners do.

Question Fourteen: Do you use a portfolio?

Respondents' answers Number Percentage
Yes 00 00%
No 355 100%

Table 55: Learners’ use of the portfolios

It is worth highlighting that the data called for this question about the portfolio use are
very important and significant because they makekmsw that this means is not yet
integrated in the curriculum. Referring to the atl instructions, the portfolio is
recommended as a means for threefold reason, nagefiers’ monitoring of the learners’
progress, the learners’ reflection on his own peegr and the parents’ involvement in the

process of learning of their children.
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[11.5.5. Questionnaire Results Analysis
1. Learners' Attitudes towards English:

Learner’s attitude is an integral part e&rhing. Therefore, it becomes an essential
component of FLL pedagogy. In fact, attitudes tagalearning are believed to influence
behaviours (Koballa & Crowley 1985: 131-140) citedBanya 2005). Attitudes towards
learning are affective factors in FLA. Learnersitatles towards English depend too much on
their experience in learning it either with empatityeluctance. Learners usually show great
interest whenever they feel they have successfaliynt something new. Conversely, any
problem they find difficult to overcome may resinttheir total neglect of the subject and
may cause their eternal switch off. Learners' nadton to learn is often shaped by their

attitudes towards the language.

With regard to the questions about learnattsudes towards English, the data collected
reveal that the large majority of the respondef®42%) show an eager interest to learn

English. Yet, an insignificant minority expressée bpposite opinion.

Though willing to learn English, more thtre average (53.52%) of the respondents
affirms that English is difficult. The percentagétbose who state that English is easy is
about 11.26% only. The rest (35.21%) say that Bhgls not very easy. However, the
majority report that English and Arabic are difietre

The number of those who affirm that Erglis difficult is considerable and the reasons
should be pinpointed in order to render the fuléhmof the learners’ desire to learn English

possible.

Much more attention is to be devoted trrers’ perspectives, motivations, and beliefs
about the language learning, learning styles, Iagrrstrategies and language anxieties.
Regardless of the methods, it is well-known thatrriers need to develop attitudes and

strategies which pay off in terms of high motivatio

2. Attitude towards English People and their Culture:

Undoubtedly, learners’ attitudes toward $ipeakers of the TL, and by extension to the
TL itself, have been proved to be consequentiak Tdarners’ development of negative
attitude toward the TL and its speakers affectrthehievement and decrease their interest in
learning. However, if a positive attitude is esislied, learners’ envy to learn about the TL
speakers’ culture will imperatively lead to an ase of their motivation to acquire the TL.
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The collected data show that most of thenksxa are predisposed to learn about the
English people and their culture. 80.84% of thepoeslents demonstrate their readiness to
learn cultural, social things about English. Orthg minority of the subjects targeted by the

survey show their refusal to the idea of learningut English people and their culture.

The positive attitudes towards the Engliphaking people and their cultures show that
learners are, though unconsciously, establishiegnitural link between language and its
cultural background. Hence, the cultural backgroohthe TL should gain an important place

in textbook design and in teachers’ pre-serviceiafgrvice training.

It is worth pointing out that the exponehtexplosion of technological inventions,
especially ICTs, has played an important role imaeng these cultural and linguistic

barriers.
3. Learners' Motivation and the Difficulties which Hinder Learning

Foreign language learners are, ih, faluenced by a variety of motivations which
affect their attitude toward the TL. Studies shtwatt‘motivation is of crucial importance in
the classroom”(Tricia Hedge 2002:23). Indeed, learners comeoteifin language classes
with different incentives for language learning.n&o of them learn the FL for purely
communicative purposes. Some others learn it sgetkkia pleasure of performing language
learning activities. Many others are motivated leytdr opportunities of employment. There
are those who learn it for success in further sidrinally, there are those who are motivated

by their parents’ pressure.

In this section, by choosing more tloae answer, most of the learners scored a high
percentage for the first, the third and the foamiswers making an average of 72.12% which
illustrates that they are instrumentally motivatétis means that they are in need to learn
English so as to speak it for pleasure or to comoat@ with people mainly those who use
this language daily. An enormous number of thermfints also believe that English is the
most suitable language to use when travelling ab(88.29%). Conversely, the results show
that the minority is integratively motivated. Thdsarners might have a strong wish to use

English for further studies.

Besides, for question 6, which is aboatners’ level at English, the statistics show that
67.60% of the respondents recognise to be weal8599.of them believe that they are
excellent and 22.53% say that they are good ati§ingl
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As for question 7, which is about the hamtes, the respondents report that their
deficiencies affect the four skills: listening aneading comprehension, and speaking and
writing production. It is noted that 85% and 74.64%éhe respondents suffer from defects in
receptive skills; whereas, 76.33% and 89.57% ofntlendure problems in relation with
productive ones. This suggests that the majorithefrespondents face problems and struggle

in language classes.

As regards the proposed teaching matenajsiestion 8, 51.26% judge that the activities
are difficult, 38.30% consider them as not veryyeasd only a minority (10.42%) claim that

they are easy.

4. Learners' Attitudes towards their English Teacher and his Performance

The FL teacher has to play an efficient maecreate successful experiences to revive
learners’ motivation and make them study harderperdist. In fact, although they have used
various techniques, their learners, as BEM exanainatsults confirm it, fail to learn the TL.
He is required to provide the fitting setting tovdar learning and strive to maintain it. He
should endeavour to make the class meet the utnessis of learning, namely affective,
cognitive and social. The affective needs accoumtenthan any other factor for a successful
teaching learning process. It is the internal emdar any in-task driving force. The cognitive
needs refer to the richness and diversity of tlanieg space so as to enhance learners’
achievements. The social needs have to do witls slasialisation. A language class is social
in nature and should therefore remain in a poditiveisy environment wherein learners
naturally learn from one another, acquire the habiegotiation, the value of responsibility
and tolerance. The success of the teaching/leaprimgess relies essentially on the provision
of these three factors to ensure success.

Within the CBA, both the teacher’s and tearhers’ roles should change. S/he should
leave the central position of the teaching/learrpnaress and limit her/his interference to the
bare minimum. The teacher’'s duty is no longer tpl&x systematically everything, but to

instil in her/his learners learning strategies Qiiapter | pp 77-78).
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[11.6. Checklist (Appendix 5): Directed to the Bast School Inspectors

Introduction

Contrary to what takes place elsewhetbenworld, in the Algerian educational system,
inspectors must ensure their traditional tasks manmspections of teachers based on two
phases: the phase of observation and analysisedtfetither's performance in class and the
phase of discussion and argumentation. Besideg aifeesupposed to supervise the in-service
training sessions. They are required to plan semiﬁﬁ] and workshops to clarify new
official directives, to observe other teachersfpenances or to debate some points related to
techniques and strategies to design teaching raltefiheir role is to enhance teachers’
knowledge, autonomy and responsibility. These & three central notions to reach
teachers’ professional development. Professionalemires the development of reflexivity.
Besides, middle school inspectors are supposeddore the implementation of the official
instructions from the MNE.

Nowadays, about 96 middle school inspsciatrthe rate of two inspectors per “wilaya”,
ensure the supervision of middle school Engliskehiess in Algeria. It would be necessary to
address some of them to reflect on the teachingnmatg available, especially the textbook
‘On the Move’ approved by the Ministry of Nation&ducation. Teachers are entirely
dependent on this support and are generally cotfoséveen this didactic support and the
syllabus. Accordingly, the inspectors’ expert ege undoubtedly, worth consulting. The
purpose behind this analysis of the textbook ordiferent characteristics is to approve or
disprove its compliance with the objectives of #pproved approach. Therefore, after being
subjected to a pilot phase, the questionnaireq3)appendix 3) was sent to 20 inspectors in
different wilayas: Oran, Tlemcen, Bel Abbes, Tentwmt, Tiaret, Constantine, Ain Defla,
Tissemsilt, Relizane, Saida, Chlef, Oued Souf, &liledea, Bechar, Mascara, Naama,
Djelfa, Laghouat and Batna. The questionnaire ohetul0 close-ended questions that focus
on different characteristics in terms of form amdtent of any textbook. They were asked to
answer by “yes”, “no” or “no idea”.

It is to be pointed out that the checklist temh was adapted from ‘Textbook Evaluation
Instrument Based on the ACTF[ Standards.

= Textbook Content

= Language Systems

= The Adopted Approach

[?® Six day seminars yearly
[?] ACTFL: American Council on the Teaching of Fomeiganguages
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= Cultural Knowledge

= Learning Strategies

= Critical Thinking Skills

= QOrganization

= Physical Aspect
= Teacher's Edition
= Cost

The checklist was sent to the inspectorsthef “wilayas” listed above. All of the
guestionnaires sent were collected in return. Tinaber of inspectors targeted initially is
equal to the number of the collected copies. Theyewall appropriately filled out and e-

mailed. The data analysis discloses the followesylits:

[11.6.1. OTM Textbook Content:

In most cases, teachers and students edyillf on textbooks, which determine the
components and ways of learning, i.e., learnery tgdrn what is presented in textbooks.
Therefore, the way the content is selected, latchod graded influence, to a high extent both
the teacher’s teaching and the learner’s learriihg.aim behind this section is to know if the
content of the 4 AM textbook ‘On the Move” meet® trequirements from the content

viewpoint.

Q1. Does the content meet local saedwlifor the subject area?

Q2. Is the content up to date?

Q3. Is the content accurate?

Q4. Is the content age-appropriate?

Q5. Are there quizzes or end of lasgviews?

Q6. Does the content appeal to a wadge of student interests and abilities?
Q7. Could the content file be usedsteveral years?

Q8. Does the content encourage atgaming?

The textbook content| Yes % No % No idea %
Q1 12 60% 08 40% 00 00%
Q2 15 75% 05 25% 00 00%
Q3 07 35% 13 65% 00 00%
Q4 18 90% 02 10% 00 00%
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Q5 20 100% 00 00% 00 009

Q6 13 65% 07 35% 00 00%
Q7 11 55% 09 45% 00 00%
Q8 16 80% 04 20% 00 00%

Table 56: The OTM content and active learning

The results above show that (60%) of theardents agree that the textbook content is
appropriate from the compliance viewpoints withdlostandards, updating (75%), assessment
(100%), learners’ interests and abilities (65%)nteat lasting(55%), and active learning
enhancement (80%). As far as accuracy is conceomdy 35% of the respondents think that
the content is accurate.

Analysis:

Obviously, learners have different potendibilities depending on age, the socio-cultural
milieu to which they belong and the psychologichamacteristics. Similarly, the speed of
learning may entail in wide variations. Whateveicednt the textbook can be, it can never
match the reality of these differences and vanmtiorhen, the way to comply with this
heterogeneity is to offer examples of differenteypof activities to facilitate learning. The
most abundant and diverse content should allownthgrity of students to understand the

studied facts, principles or general ideas intredun one lesson or a teaching file.

[11.6.2. OTM Textbook Content and its Compliance wih the Objectives of the CBA
Any textbook should systematically refldw approved methodology. The CBA is based

on commuincation, then the selected material shaalchply with these principles and
objectives. The three questions of this sectioniatended to reveal if this compliance is
assured.

Q1. Does the textbook content comply with digectives of the Competency-Based
Approach?

Q2. Does the textbook content ease the CBflamentation?

Q3. Does the layout of the content allowfili&iment of the competencies?

Respondents answers  Yes % No % No idea %
Q1 14 70% 06 30% 00 00%
Q2 18 90% 02 10% 00 00%
Q3 18 90% 02 10% 00 00%

Table 57: The OTM content and its compliance withlte objectives of the CBA
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The statistics in table 57 show that theaniiyj of the respondents (70%) agree that the
content complies with the objectives of the appngagases the implementation of the
competencies (90%), and allows the competenciéiright through its layout (90%).
Analysis:

Undoubtedly, the textbook design plays anificant role in shaping teachers’
understandings of what it is that they are supptsddach and their effective class practices.
Thus, besides embedding thinking skills, the teakboontent should meet the competencies
fulfilment as they are stated in the syllabus. Bttktbook content selection and gradation

should be regarded as paramount to the materialisat the CBA.

[11.6.3. Language Systems in the OTM

Q1. Is there sufficient oral and written qiree of the grammar concepts that lead to
meaningful use and usage of the language?

Q2. Is there a grammar summary table in agiges?

Q3. Are learners introduced to appropriateabulary?

Q4. Is the vocabulary functional, themadigthentic, and practical?

Q5. Is there a variety of meaningful actestthat provide opportunities for individual,
paired, cooperative learning, and information getp/aies?

Q6. Are the activities set in an age-appetprcontext?

Q7. Is there continuity in the presentatidrconcepts that builds in a constant review of
vocabulary?

Q8. Are grammatical concepts presentednreaningful manner?

Q9. Is grammar presented in an appropriatgw

Respondents answers  Yes % No % No idea %
Q1 20 100% 00 00% 00 009
Q2 20 100% 00 00% 00 009
Q3 18 90% 02 10% 00 00%
Q4 17 85% 03 15% 00 00%
Q5 20 100% 00 00% 00 009
Q6 18 90% 02 10% 00 00%
Q7 20 100% 00 00% 00 009
Q8 20 100% 00 00% 00 009
Q9 20 100% 00 00% 00 009

Table 58: The OTM and the language systems
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The results above, in table 58, demonstraiealmost all of the respondents agree that
the language system is appropriate from the viemtpobf oral and written practice
sufficiency, grammar summary availability (100%)peopriate vocabulary exposure (90%),
diversity of the devised activities, cumulative rldag (100%), and suitable structure

presentation (100%).

Analysis:
In fact, the language systems used in th& @onsist of a diversity of activities to be

carried out individually in pairs or groups. Theital items and grammatical structures are
contextualised, except for the activities in ‘Wordsl Sounds’ rubric which provides isolated
words for the pronunciation practice. The phoneba@sed view of pronunciation does not
enable the learners to acquire segmental, voi¢ergetand sporadic features of the English
language. Pronunciation should be taught as pathefmeans for creating referential and
interactional meaning, and not merely as an aspletite oral production of isolated words
and phrases. Then, it is recommended to teachemplement the discourse-based view of

pronunciation.

[11.6.4. Cultural Background in the OTM

Foreign language learning cannot be dissociated fr® culture.

Q1. Are there wide varieties of authentip-to-date visual images of the English-
speaking cultures?

Q2. Is the cultural information studeetitred to stimulate interest?

Q3. Is a broad range and diverse reptasen of countries presented?

Q4. Does the teaching of the English-kpeggculture encourage the learners to explore
their own culture?

Q5. Are learners asked to look at themnmative language and compare it to other
varieties of English?

Q6. Are learners asked to compare them oulture and make comparisons with the
other cultures to discover similar and differentual concepts and patterns?

Q7. Is the cultural content accurate eundent?

Q8. Are the cultural readings interestisignificant, and appropriate for the age level?
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Cultural knowledge Yes % No % No idea %
Q1 02 20% 18 80% 00 00%
Q2 02 20% 18 80% 00 00%
Q3 05 25% 15 75% 00 00%
Q4 00 00% 20 100% 00 00%
Q5 00 00% 20 100% 00 00%
Q6 12 60% 08 80% 00 00%
Q7 04 40% 16 60% 00 00%
Q8 15 75% 05 25% 00 00%

Table 59: The OTM content and the cultural knowledg

The answers related to the cultural knoggedhow that nearly all respondents (80%)
say that the teaching material suggested in thibdek does not comply with authenticity,
with learners’ interest stimulation (80%), with digity of presentations (75%), with

exploration of the speaking countries cultures.

Analysis:

As mentioned previously, the cultural disiem does benefit from a wide range of
activities. It is nearly limited toResearch and Reportrubric, and the textbook designers do
not explicitly state to bind a link with nationallture either by comparing or reflecting on the
differences. Yet, the little that is included iret®TM textbook can be exploited provided that

teachers are well-versed in such topics.

[11.6.5. Learning Strategies in the OTM

Q1. Does the textbook provide the leanaith strategies at point of use to help them
be successful listeners, speakers, readers, atetswof the language?

Q2. Are pair and cooperative learningvatets plentiful and meaningful?

Q3. Are learners’ multiple intelligenceslisllustrated in the textbook?

Learning strategies Yes % No % No idea %
Q1 18 80% 02 20% 00 00%
Q2 15 75% 05 25% 00 00%
Q3 15 75% 05 25% 00 00%

Table 60: The OTM and the learning strategies
The answers to the fifth question on tbearriing strategies reveal that 80% of the
informants think that the textbook content favol@@rning strategies developing successful
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listeners, speakers, readers and writers, and 7#tem say that the cooperative learning
activities are abundant and significant, and théiple intelligences are well illustrated in the

textbook content.

Analysis:

Referring to the textbook content, it migktdonfirmed that it aims at activating learners’
prior knowledge, enhancing anticipation and preaiicivia ‘food for thought'. ThelListen
and Consider rubric is split up into three phases pre-listerd a&onsider, while-listen and
consider and post-listen and consider, each plagets a definite intermediate objective.
They all target the development of the learnestehing skill. The four targeted strategies are
listening in the ‘Listen and Consider’ rubric, skieg in the ‘Listening and Speaking’ rubric,
reading and writing in the ‘Reading and Writingbric.) Besides, the devised activities are
both meant for individual, pair and group work. Aentioned above (Textbook Analysis),
seven activities, in addition to the project wake to be carried either in pairs or group work.
Obviously, these should enable the learners totaaiscommunicative competence via
cooperative learning. Besides, the devised rubmiosk in the sense to develop different
learners’ multiple intelligences: teaching to deyelpersonality (project work), listening
comprehension (Listening and Speaking), building trasic skills (listening, speaking,
reading and writing), developing cognitive and na¢mibilities (analysing, comparing, etc.),
developing individual abilities and group learni(@roject work..). These rubrics together
meet learners’ intelligences: verbal, logical, pbgk musical, social, and individual as stated
by Gardner (1993).

[11.6.6. Critical Thinking Skills in the OTM
Q1. Are learners asked to do more th&ésmemorization and recall?
Q2. Are learners asked to utilize thehkigorder thinking skills of analysis, synthesis,

and evaluation in every sequence and file and>greatations reasonable?

Critical thinking skills Yes % No % No idea %
Q1 19 95% 05 05% 00 00%
Q2 18 90% 02 10% 00 00%

Table 61: the OTM and the critical thinking skills
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For the questions about the “critical thimkskills”, nearly all respondents agree that the
teaching material does not systematically depenanemorization, but enhances learners’

cognitive objectives progression.

Analysis:

With regard to the Critical thinking skilesnhancement, the textbook designers have
integrated rubrics which incite the learners tokhover different language points. The rubrics
such as Listen and Consider, ‘Read and Consider, ‘Research and Report’ and
‘Grammar Window’ are meant to develop these skills. Their approgpraplementation

depends on the teachers’ know-how-to-do.

111.6.7. OTM Textbook Content Organisation

Q1. Isthere a useful table of conteinidex, glossary, appendices?

Q2. Does the textbook have a logicarmgement and development of the subject?

Q3. Does the textbook include usefuérences, bibliographies, and other resources?
Are there enough and are they helpful?

Q4. Do the files include introductiomsdasummaries?

Q5. Are the pages all numbered?

Organisation Yes % No % No idea %
Q1 20 100% 00 00% 00 009
Q2 10 50% 10 50% 00 00%
Q3 00 00% 20 | 100% 00 009
Q4 20 100% 00 00% 00 009
Q5 20 100% 00 00% 00 009

Table 62: the OTM content organisation

Except for questions two (development amcargement) and three (references,
bibliographies), all the respondents agree on thgarssation of the teaching material
suggested by the textbook designers. They showah ¢donsent about the table of content
(100%), the introductions and summaries provideggD¥4), and pages numbering (100%).
Yet, only 50% of them don’t agree with arrangemaamd development of the subject.
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Analysis:

With regard to the OMT content organisatiail, of the respondents report that the
textbook contains table of content, index, appessli@nd references. Yet, all of them agree
that the textbook misses a glossary. For quesiiM in connection with content logical
arrangement, teachers’ professional knowledgegsimed to adapt the suggested material to

comply with their learners’ level, needs, interestsio-cultural background and so on.

111.6.8. OTM Textbook Physical Aspect

Q1. Is the size and weight of the book age-@mpate?

Q2. Does the cover appeal?

Q3. Are illustrations and photographsespntative of all genders, races, ages, physical
and mental abilities, and socioeconomic status?

Q4. Are tables, maps, figures, charts, relevant and useful?

Physical aspect Yes % No % No idea %
Q1 20 100% 00 00% 00 00%
Q2 10 50% 10 50% 00 00%
Q3 05 25% 15 75% 00 00%
Q4 08 40% 12 60% 00 00%

Table 63: The OTM physical aspect

All respondents confirm that the size andgiveof the OTM are age-appropriate. Half of
them say that the cover is not appealing. A quaftéhem (25%) reports that the illustrations
are not representative of all genders, races, agbgsical and mental abilities and
socioeconomic status. 40% of them confirm that téeching aids such as tables, maps,

figures are relevant.

Analysis:
The OTM textbook is appropriate in size fotteen-year old learners. It consists of 192

pages of a size of 23.50 cm long and 16 cm largd, ane cm thick. It is in no way
cumbersome. As indicated previously, the OMT laelplication regarding illustration,

attractiveness and appeal, and the coverage afseéiveiman, cultural and economic aspects.

[11.6.9. Teacher's Edition
Q1. Are assessment tools or ideas included?
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Q2. Are ideas for adapting the materialitterent ability groups included?
Q3. Are answers to activities included?

Q4. Are teaching objectives clearly stated?

Teacher’s edition Yes % No % No idea %
Q1 20 100% 00 00% 00 009
Q2 00 00% 20 100% 00 009
Q3 00 00% 20 1009 00 009
Q4 20 100% 00 00% 00 009

Table 64: the OTM and teacher’s edition

The above statistics demonstrate thatfalh® respondents (100%) agree that the OTM
textbook both integrates assessment tools, andcilpbtates the objectives. Yet, they are
unanimous negative with regard to questions 2 anith 8onnection with the material

adaptation to comply with different abilities anelyk to proposed activities.

Analysis:

As pointed out formerly, the OTM inclisdassessment tools (where do we stand now?
and Learning Log) meant for self-assessment (ppBH1-63, 86-88, 112-115 and 160-163).
Besides, the teaching objectives are clearly statéue previews (pp. 18, 41, 65, 90 and 117).
Yet, ideas for materials adaptation to comply walifferent abilities are hard to predict
because of the mixed-ability classes. This skillpat of the teachers’ proficiency and
professional competencies. For question 4, relatnfe keys to activities, to my mind, they

are inserted in the teachers’ guidebook.

[11.6.10. Cost

Q1. Does the cost of the material include supplaal resources?

Q2. Are there consumable materials thtngied to be replaced yearly?

Cost Yes % No % No idea %
Q1 00 20 100% 00 00%
Q2 00 20 100% 00 00%

Table 65: the OTM cost
The responses to these two questions shainttie OTM lacks supplemental resources.

All of the informants affirm that the OTM textboakclude no supplementary resources.

Analysis:
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It is well-known that the present textbooksclude a variety of value-added
supplementary resources: workbooks, CDs, audicettass study guides or maps. The latter
are essential learning tools for learners. Apasinfrthe teachers in the classrooms, a well-
designed and researched textbook and its supplemegetials is a valuable learning resource
that middle school learners need and use apprefyiat

Textbooks not only expand and enrich ctam® lessons, but also provide additional
perspectives and resources. To keep pace witheiwdindings, pedagogy, and perspectives,
publishers should rigorously search, expertly desigd update textbooks contents, and their

supplemental materials in order to maximize lea'nearning.

[11.6.11. Suggestions / Recommendations and Comment

All respondents agree that the new texthe@ppropriate to the requirements of the new
approach, CBA, except for some defects. In fady thuggest a series of proposals that are
listed below. These proposals are ranked in acosel#o their occurrence. They recommend
that the textbooks designers should:

= provide them with the appropriate sound materiahsas tapes, CDs and Videos,
especially to enable teachers to deal with proratiaei rubric.

= provide them with the authentic documents.

= review the teaching material from the cultural cetemce viewpoint.

» insert the glossary.

= select attractive illustrations.

[11.6.12. Checklist Results Analysis

Checking over the respondents’ answers, wesagrihat the textbook content (OTM), to a
high extent, fits to the objectives of the approdétom the content viewpoint, the suggested
material meets the terms of the local standard j6@ésides, it is updated (75%), varied
(65%), and structured to encourage learners’ lagriiB0%). Thus, if well exploited by
learners and teachers, it could meet the expeotatal the new generations. From the
consistency viewpoint between the suggested tegamaterial and the new approach, all
respondents confirm that the textbook reflectsdhjectives of the approach (70%), eases its
implementation (90%), and allows the fulfilment tife competencies (90%). From the
language system viewpoint, all the respondents i@t there is a sufficient variety of oral

and written tasks (100% cf. table 58). Also, thegognize that summary tables on structure
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are available (100% cf. table.....). With regardhe tultural knowledge (Q.4), the informants

state that the cultural dimension gained a slitflenéion restricted to research and report.

In general, textbooks have brought a rasfgeactions: those arguing for their use and
others against it. Opinions about their validity mm-validity fluctuate between these two
extremes. For those who claim that they are vakeful and labour-saving, the textbook is a
framework that regulates and times the syllabusyiges ready-made teaching/learning
materials. For novice teachers, the textbook mes@surity, guidance and support.
Nevertheless, for those who disprove its validitye textbook never complies with all
learners’ needs, interests, levels, learning styied preferences. Besides, teachers who
depend heavily on its contents will see their ¢veatapacities and initiatives reduced if not
limited. Thus, they will follow them slavishly. Thefore, teachers should have the option of
assigning supplementary materials based on their gpecific needs in their own specific
teaching methodology. Teachers have a considembleunt of freedom in selecting the
teaching material that comply with learners’ levialerests and desires and respond to the
requirements of their teaching situations.

The whole business of the language learmvagnagement is too far complex to be
satisfactorily satisfied by a pre-packaged setemigsions embodied in teaching materials. This
means, whatever perfect a textbook is, it is justnaple tool in the hands of teachers who
should not, therefore, expect to work out miracketh it. What is more important than a
textbook is what teachers can do with it.

The 4 AM textbook@TM), in general, complies with most of the charasters of the
textbook meant for the teaching/learning of EFLgept for defects noticed for the deepness
of the cultural dimension. Yet, the textbook designprovided important guidelines to help,
guide and direct teachers to explain the way inisnded to be exploited. Obviously, the
abundance and freshness of additional materialteduelance the defections, inappropriate,
missing or outdated cultural information preserthia textbook.

It is desirable that the development oflewks and teachers’ in-career training courses
are coordinated in a way teachers can use themiegftiy for their teaching. The type of
pedagogy and skills, teachers are trained foreasential elements to be taken into account.
Textbooks inspired by a binding pedagogy, leavitilg lfreedom and initiative to the teacher,
may require supplements to, for example, the apiplin of certain methods such as survey

and practical works.
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Moreover, it would not be reasonable todaley a high level textbook as too much
complexity would not allow teachers to work at eaSenversely, a well-thought textbook
would undoubtedly improve their summation and tesgim general.

Conclusion

At the end of this study, what could besetved through the analysis of the data
collected from the components of the corpus, nartteyODTM textbook, class observations
and the questionnaires, is the huge gap which ssXbstween the prescriptive and the
descriptive didactics. In fact, it is the reformthe Algerian educational system which has
taken form only in the official documents. The ches are proclaimed in official policy and
written authoritatively on papers. Such a changsugerficial. It never strikes at the heart of
how learners learn and how teachers teach. Neithéhe changes of buildings, textbooks,
materials, ICTs, nor even the class groupings kontpe targeted objectives unless profound
attention is paid to the processes of the teacldagelopment that should accompany the
pretended innovations. To comprehend teachers'gehegquires a close attention not just to
their capacity to change but also to their desirechange.

It is worth noting that only a minority,pesenting 09.32% of the teachers in the study,
seems to have become aware of the principles oCB®. These teachers have received a
university pre-service training and have just beseruited to join the teaching staff. They
show readiness to implement the CBAhe other category of teachers, nearly 90.67%
perceives no change and shows no will to rehatdlitheir class practices according to the
objectives and principles of the new approach. Thisot for lack of will, but rather for lack
of sufficient impregnation of the underlying priples and objectives of the CBA. This
attitude, which is indeed legitimate, challengessthteacher-trainers to take urgent measures
to cope with the needs explicitly expressed byrdsistant teachers. Nevertheless, whatever
measures are undertaken, they will be successtyl ibmther partners such as university
researchers, trainers and administrators are ageddin a regular and effective way in the
process of both pre-service and in-service traminhe successful implementation of the
CBA depends on how it is interpreted and executethe ground by all practitioners in the

field of language teaching.

Attempts to break with previous class pcast and the programmes from which they are
inspired cannot, therefore, succeed unless teaahensell-informed and trained to cope with
these changes. Without regular and consistentnigithe implementation of the CBA would
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be a utopia, especially because teachers are tieal ways to evade so as not to destruct their
teaching habits, highlighting the unavailability thfe teaching aids, the insufficient time

allotted to the FL teaching and over-crowdedness.

Thus, the new programmes, based on the corneative approach and the entry by
competencies, require in parallel an indispensieleycling on the part of their users to
proceed to gradual adaptation, conscious and densim relation to the knowledge, their
class practices and their own professional skillsis a real recasting of the teaching
profession which is no longer meant to teach, ietransmit knowledge but rather to instil
the strategy to learn how to learn. Otherwise, aegy without saying that whatever the
originality and the reliability of a training pragnme is, it would be effective only if it is
supported by a teaching staff who is convincedefriecessity to accept changes and take up

challenges.

Yet we note, along this research study, thahy obstacles stand against the attainment
of the competencies targeted by the CBA: the temchnvironment is not well-prepared, the
didactic means are not available, the timing abttto English language teaching is
insufficient and insignificant, the in-service traig courses lack compliance and
sustainability, the negative influence for the wsaaind coefficient assigned to the FL de-
motivate the learners. Then, it sounds unreasortabli®pe that the expectations placed on
the last educational reforms will materialise. Besi, there area lot of other factors that might
contribute to the low efficiency in varying degrelsge class-sizes, lack of exposure to real-
life intercultural communication, rigidity of theumiculum, non-stimulating textbooks,
writing-reading oriented teaching methods, exarerigd content of teaching, lack of
students’ motivation, evaluation in respect of iementation and objectives, etc.

Despite all these inadequacies, taachave the goodwill to do well. What is
effectively needed is to channel, guide and suptfein to become lifelong learners and
acquire professional competencies which enable tbetope with any change.

In view of the development of the scierafeeducation, throughout their careers,
teachers should update their knowledge to reguéa$ymilate the new approaches of research
in education. An initiation to research from thee{service training can promote the
development of attitudes and skills facilitatingrieing tasks assimilation.

Considerable evidence demonstrates thath&s’ professional development and
successful implementation of the innovations taddly the CBA are tightly related. The
successful implementation depends on the amountgamadity of assistance and training
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courses, both during pre or in-service, the priaciirs receive once the innovations are

started.

According to Girard viewpoint:

Training must initially ensure a good mastery oé fanguage proposed to be taught,
providing in comprehension and expression both arad written fluency and security
comparable to those of a native [...], a suitableguistic training [...], a good sound
knowledge of the psychology of the learners [nd a solid didactic training. (1985:134)

These four areas of training, althouglytteamain insufficient, are necessary conditions
which would enable any teacher to install solididbasd contribute to the formation of the
future generations called to face the world of sogeand technologies in perpetual renewal.

With regard to the in-service trainingicge, Girard also notes that:

It should periodically allow the teacher to conftdms own professional practice with

that of his colleagues, learn about a particulanavation, refresh his knowledge, and
fill, if required, gaps in pre-service training thavas received in a more or less distant
past. (Ibid. 135)

It is essential thus that the trainers in chargdréoning courses should listen to teachers
and develop new offerings as soon as the needsggemaad that accompaniment is in place
for several years.

It is significant that the educational gyst as a vector in terms of reproduction and also
the social transformation, is quickly re-adjustathwegard to the changes which the new era
requires. The analysis of the teaching practidesOITM textbook, the needs expressed by
the teachers and the collected data from the leamen help to guide the reorganisation,
modification and re-adjustment of the class prastiand the roles of different actors.

The teaching/learning process can onlyffectve if it reaches the expected outcomes
and enables learners to progress by facilitatirer tacquisition of knowledge, skills and
attitudes. These can be reached only if the tegdioiols are available for the practitioners at
the appropriate time.

Under the terms of the collected data freanious tools, namely the textbook, the
observations and the questionnaires, it can beluwded that the implementation of the CBA
requires skills and a degree of professionalisati@t do not characterize the entire teaching
staff. Knowledge and paradigms that underpin theAGBe still too abstract, fuzzy and
illegible for the majority of the teachers to gui@drue implementation on the ground. In the
absence of a “professionalisation” (Bourdoncle 19Bg&rrenoud &al. 1993, etc.) of the

teaching profession as a general condition forsftamation of the educational systems, the
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gap between the qualification level necessary er implementation of the CBA and the
average qualification level of the teachers woulevpnt any modification or change in the
teaching practices. Regarding the complexity of sfiaation, teachers are forced to take
emergency actions, make decisions under uncertaimty retreat into the habitual practices

and resist to change.
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Recommendations

The appropriate implementation of the CompetencgeBaApproach requires the
involvement of the different partners, representitgg very best shot of thoughtful
experienced teachers, researchers, psychologidtsuariculum experts. Besides, the training
policy should be reviewed with regard to the ptamters’ needs and deficiencies, which
should be pinpointed and stock-listed. Accordinghg trainers should provide sufficiently
complete guidance and support to build a solidsbasi which the intended changes can
materialise. Taking into account the trainees’ masi needs and gaps, trainers or course
developers can erase or reduce these discrepancies.

Middle school English language teachersineebe adequately prepared and supported
through high quality pre- and in-service trainingurses to attain effective professional
development. Beside, a thorough impregnation widotetical knowledge, they need skills in
adapting their teaching practices to meet bothutiteerlying objectives of the CBA.

It is easy to blame teachers for the curstuation, yet the fact is that they themselves
result from a whole educational system they ard ireir pre-service training courses need to
be reconsidered, as do their in-service supportdsieend any continual professional
development. The present teaching staffs are saoolyl the burden of the educational
reforms. They are the teachers in post and areefmirces with which we have to work. The
only solution is to give them every bit of suppantd help possible.

Successful change involves careful mikagy and the interest of all stakeholders needs
to be accommodated. Reforms must be carefully exgddaand demonstrated to educators,
including supervisors, teachers and administrasowshat they get ready and accept changes
in methodology and content organization.

Educators’ acceptance of the reforrariscal. Experience shows that people in the
field of education seldom adopt changes that afgemented from the top-down. Policy-
makers and planners need to realize that systemedition takes time and need huge efforts
and resources. Those in the field: supervisorsg teachers, teachers and students are the

most important stakeholders and all changes muaetase the likelihood of their success.

Successful implementation of any appro&BA or whatever, is impossible without
the professional needs of supervisors, teacherb@ad teachers, and ensuring that they have
the requisite skills, knowledge, time and resoutcesnplement reform. However, the great
mistake would be to go forward with reform assumith@t all educators accept the

recommended reform.
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Before any action is undertaken, thesecators need to understand the need for the
change, the rationale for the recommended change,ttee relationship between the new

approach and the reform itself.

A great number of the key agents foande, namely teachers, still favour the
‘traditional’ didactic approach to instruction. $uteachers do not embrace the officially
implemented approach that gives learners autonardyflaxibility that allow participating in
decision-making. They keep practising the approscred methods they used to acquire
knowledge putting aside all the principles of thenfpetency-Based Approach. A Teacher
told me in a workshop | held,

We were not quite prepared for the required levieéxiernal stakeholders’ engagement
in the CBA issue... This required a much greaterteiian we had done in the past.

So if we truly expect Algerian supervsand teachers to implement the new approach
in EFL classroom, we must allow more time for adrekearning of the new principles. This
can be done through professional development pmoges that would provide the
knowledge and skills necessary to make good dedsimcluding an understanding of the
approach as well as the appropriate methodologymplement the new didactic and

pedagogical instructions in the teaching practices.

The facilities used at school are of@agimportance too. They should be updated and
available both for teachérand studentaise. We have to equip school laboratories and open
the existing facilities. The use of the Internet tpeater teacher and student access will
enhance effective practices, encourage researambsdevelop technological skills. This,
undoubtedly, will produce larger gains in both te&xs and students performance when
implementing the principles of the new approacthaclassroom.

In spite of these realities, the educattmmmunity has not focused sufficiently on
improving the effectiveness of the reform implenagion; new forms of assessment of what

has already been done at all levels are an urgsne |

The challenge now is how to create theddmns that allow effective solutions and
how to get into the school community that needsntliee most. Improvements in school
reforms are achievable when the principles are-wmallerstood, the strategy of the approach
is well-implemented, the materials that accompdmey reform are provided and the teacher
development programmes are organized. Significaptavements can be achieved with the

contribution of all educators combined with higlpegtations and rigorous instructions.
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General conclusion

We do not and will never pretend that imsearch work is the panacea for an effective
and ideal implementation of the CBA, let alone wggest that our ideas are original. On the
contrary, they are the results of a sum of facwwtsch contributed positively to their
emergence and development through educators’ifiwaets’, experts’ and learners’ remarks
and reflections.

Besides, we do not intend to provide flghtranswers to the question on how to teach
learners better and instil in them the targetedpmtencies, skills and attitudes. There are no
right answers: there are only methods that may va#er or worse for each individual
teacher/learner, each school, and each group afidea To achieve change in teachers’
teaching quality, we ought to look carefully at #vironment in which teachers work, the
systems of representations this environment reptgsthe type of training they underwent
and still undergo and the means that allow chaogesaterialise.

It is our reaction to the failure of madtthe learners in the various examinations and
the deficiencies detected during the various inspes that we thought of carrying out this
research which might inflect the present situatmmsidering that the implementation of the
CBA and the English language teaching in the Alger@rtext is not an easy matter.

The ultimate aim of learning English i tAlgerian curriculum is to acquire interactive,
interpretive and productive competencies which woehable learners to speak and write
appropriately, i.e., to know-how-to use languagebemg linked to its social context. Yet,

establishing an aim is one thing, having it realimequite another.

The bad results obtained these last ya@araddition to teachers’ dissatisfaction with
respect to these results, testify to a generaleond his situation is certainly not due to the
impertinence of the project of the reform in itseifhich according to specialists remains
essential to fulfil the current requirements, ather to the practitioners’ incomprehension on
one hand, and to an insufficient or even nonexistapport of the latter in terms of training
on another.

To clearly identify and elucidate the @ladts towards the implementation of the CBA,
we carried out an analysis of the fourth year teaky an investigation led on the ground in
forms of questionnaires addressed to the teachetsttee future BEM candidates, to the
observation of several courses (four courses) dsgmpresented by teachers (2 PEMs and 2
PEFs). That enabled us to reaffirm the close lipgsveen the implementation of the new
approach and the teachers’ training, both pre assgivice ones.
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With regard to the large gap where ourem@ecially requires a constant pace of change
in all the fields, particularly in the educatiorgistem, aiming at developing competencies,
skills and attitudes that enable Algerian learrtersommunicate in English, teachers’ class
practices remain unchanged and incompatible witothjectives of the CBA.

It seems obvious to say that by adherntpé principles of the CBA and implementing
the new syllabus, the latter will contribute to €réhe teachers and learners from the
constraints and the obstacles which had preveh&d from developing for several decades,
and to spread out their knows, know-how and know-tmbe.

Thus, it is necessary to take into consiilen the constraints which preclude the
materialization of the CBA and it is up to all thpecialists in the teaching/learning of EFL
process such as didacticians, psychologists, tgipedagogues or teachers who are anxious
to improve their performance to multiply and to efisify the meetings in the form of in-
service training courses, conferences, workshopmpsegnate principles and objectives of
the new approach. On the other hand, the expee®ats are not perhaps for tomorrow
because the constraints are numerous especiale tredating to the teachers’ training. It
should also be reminded that the change is a pgdbas endures time not a temporary event
that policy can't mandate what matters, that im@etation strategies which integrate
bottom-up schemes and top-down ones are more igeand efficient; that conflict and
resistance to change are necessary part of thrgeh&Vithout all these, the availability of the
means, the raising of time volume, the reductionhef number of learners by class, do not

ensure success, although they contribute certtority
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Appendix 1
Questionnaire 1

[11.4.1. Informants’ Biographical and Professional Data

Item 1: You area.................. ( Tick theright box)
Female PEM Male PEM
FemaleRP Male PEF
Item 2: You are............. (Tick theright box)
1. Under 20 |:|

2. between 20 and 30 |:|
3. between31 and 40 |:|

4. over 40 |:|
Item 3: You are a........cceueeeeeveennnnnnnnn. edcher.
1. Confirmed [ ]
2. Contract [ ]
3. Substitute [ ]

Item 4: What kind of degree (s) do you have®Tick theright box)

1. Master [ ]
2. Licence |:|
3. BAC []
4. CAPEF1 [ ]

Item 5: How long have you been teaching English?

30 years and more
2510 29 years
20 to 24 years
15 to 19 years
10 to 14 years

S T o

5to 9 years

HRE NN

7. lessthan 5 years
Item 6. What forms are you teaching? Tick the appropriate box (es)
1. First year form

. Second year form

HEE

2
3. Third year form
4. Fourth year form



Item 7: Where are you teaching? (Tick the corresponding box)

Urban |:| Rural |:|

111.4.2. Informants’ Training Itinerary
Item 8: What language teaching approach (es) areoy in favour of its use? (Use a tick)
1. Grammar-translation Approach
Direct Approach
Oral Approach and Situational
Audio-lingual Approach

Communicative Approach

o g bk w N

Objective-based Approach

Hoooue

7. Competency-based Approach
Item 9: How and when did you become familiar with he CBA?
1. During initial-training in ITE

. During initial-training at the university

Il

2
3. During in-service training sessions
4., Others.....ccoviiiiiiiin e,

Item 10: In few words what does it target?

Item 11: Which of these approaches, do you think,ds an effective impact on your way
of teaching?

1. Grammar-translation Approach |:|
2. Direct Approach [ ]
3. Oral Approach and Situational

4. Audio-lingual Approach

5. Communicative Approach I:I
6. Objective-based Approach |:|
7.

Competency-based Approach I:I

Item 12: A) Which approach do you consider the ledsadequate? Why?



Grammar-translation Approach
Direct Approach

Oral Approach and Situational
Audio-lingual Approach
Communicative Approach

Objective-based Approach

INNEEAN

N o g M wDd e

Competency-based Approach
[11.4.3.Informants’ Viewpoints on the CBA and the hindrances precluding

its Implementation
Item 13: How many in-service training sessions hawou attended the last seven years?
0 01 02 03 04 05 06
20032004 [ | [ ] [ L]

|
2004-2005 [ | L L | L
oos-2006 || [ 1 L[] | ]
|
|

|
|
|
20062007 [ | [ 1 L1 | L
|
|
|

|
|
|
|
2007-2008 [ | [ 1 [ ] | L]
20082000 [ | [ 1 [ ] 1 ]

20002000 ] [ | [_| 1 L |
Item 14: What do the in-service training coursesdcus on?

1. Theoretical aspects

2. Practical aspects

3. Both theoretical and practical aspects

Item 15: Have you ever had an opportunity to reflecon those in-service training courses
contents?

ve{ ] No [ ] No ideal |

Item 16: Have they had an impact on your class p@rmance?

Yes [ ] No [ ] No idea] ]

Item 17: Do you use extra resources to supplemetiite mandated textbook contents?

Yes [ ] No [ ] No idea [ ]



Item 18: If yes, what extra resources do you useqTick the appropriate box (es))
1. Extraresources (books, magazines)? |:|
2. Tapes and recorder? |:|
3. Overhead projector? |:|
4. Data Show? l:l
5. Computer? |:|
6. DVD? []
7. TV +Video recorder? |:|
8 ]

. Others?

Item 19: Which of the following stand as roadblock to the implementation of the CBA?
1. Learners’ lack of motivation

Shortage of means

Inadequate in-service training sessions

Lack of practical sessions

Inadequacy of the teaching materials suggestdukineixtbook

Programmes load / reduced timing/ insignificantftoent...

Class OVer-COrwWAEANESS. .......oooiuiieiiet s e+ e e

OIS, e

IO UL

© N o g s~ w D

Item 20: What rubric (s) in the OTM do you find useful? (Tick the appropriate box (es)

1. Read and Consider
Listen and Consider
Words and Sounds

Listening and Speaking

LU UL

Reading and Writing
Where do we stand now? |:|
Where do we stand now? |:|
Research and Report |:|

© N o g s~ w D

Item 21: Does the syllabus meet the objectives thie CBA?

Yesl:| No |:| No idea |:|



Item 22: Is the time allotted to the teaching of Eglish suitable?

Yes No No idea

Item 23: If no, what do you suggest?

1. Toincrease timing

. To lighten the syllabus

2
3. To review the textbook content
4

Item 24: After seven years, are you............ satisfied wh the CBA implementation?

Fully partly natadl

[11.4.4. Informants’ Expectations

Item 25: List three topics you would like to concetrate on in next in-service trainings.



Appendix 2
Accompanying Mail 1
January 2011

Dear teacher,

Seven years elapsed since the Competency-Baseda@ghphas been implemented in the
Algerian middle school. Yet, the results obtainedBEM examinations reveal that the
prescribed objectives are far to be attained. lansalarming situation that involves all
partners: teachers, supervisors, trainers, resea@dnd parents to think seriously for the
matter. Hence, in order to be able identify thetatles and constraints which stand as a
roadblock in front of the materialisation of theeperibed outcomes of the CBA, we ask you
to complete in the questionnaire which would be $ack the soonest possible to one of the
addresses indicated below.

This questionnaire is intended for a fieldwork umalen for a Magister research work
entitled ‘The Implementation of the Competency-Baggproach in the Algerian Middle
School: a Tentative Analysis of Constraints andt@dties”.

The results of this survey will likely help us firtie appropriate solutions to attain the

targeted outcomes of the approach.

Should you have any queries concerning the quesior please contact me at
benaanglais@hotmail.com

To keep the answers anonymous, names might noeb&aned.

Thank you for your cooperation,

Yours faithfully,

Inspection de 'Enseignement Moyen

COSP route d’Oran - Mostaganem



Appendix 3
Questionnaire 2: Directed to 4 AM Learners

Section One: Learners' Attitudes Towards English Laguage Learning
4 ety A3l alad gad Cpnalatiall (i) ga oY) awdl)

Question One Are you interested in learning English? 4 slady) 4adh abaiy aliga il Ja, 10w

Yes | ard No [ b
Question Two: How do you find English? 045 Jalady) Aadl aad (S 2
1. Different from Arabic [ Al oo alids 1
2. Not very different from Arabic[ Al Aall) oo ) s alias Y (2
3. Easy - g 3
4. Not very easy (- o g o 4
5. Difficult - disa 5

Section Two: Learners' Attitude towards the EnglishPeople and Their

Culture ASBES g (o ladY) &) e Calatial) i ga , (AL acdll

Question Three Do you like to learn about the English people andheir culture?
CABEL g (g aladY) ) oo wal A e B A B0

1. Yes - prd
2. No - ¥
3. It's not necessary [ EIIra s

Question Four. What do you know about the English people?
?éj;d@.'n‘g‘ il e d)ﬂ (K Ao

1. They are different - Gsilita agdl 1
2. They are developed - O gatiial) agll 2
3. They are a good example to follov— 4 o2 an Jda agdl 3
4. They are a bad example to follow[ ] A 3 938 2l 4
5. I don't know - deiy.5



Section Three: Learners' Motivation and English Leaning Difficulties
45y alad il g g Gpalaiial) Jadad G andll

Question Five: Why do you like to learn English? 4 jslady) 4all) abai & ¢ 5 13l 5w

1.1 have a pleasure to speak this language (| 4all) 03¢y Gaaal) daia 51 1
2.To use it when | travel - Sl Ladie Lgaladiny 2
3.Because | need it in my studies abroad. L PP WO RVIN - EXPNpRE Wy
4. To communicate with people in the world [ pllad) A bl aa Jual 53l 4
Question Six: How is your level at English? 04l (B ) gisa 98 La G

1. Excellent (. JBaa ]

2. Good - 2

3. Bad (. g3

Question SevenWhat is difficult for you in English learning?
4 1) Al ol b el Apuailly Ay gria o La T

1. Listening comprehension (- agdll g glain) 1
2. Reading Comprehension (- agdll g 351 80 2
3. Speaking (- daat 3
4. Writing L] Lusl 4

Question Eight How do you find the activities designed in the tekibok?
A ydal) i) B Aennaad) Ais¥) 225 S 8w

1. Easy - g .1
2. Not very easy . laa Adguw sl 2
3. Difficult - dna .3

Section Four: Learners' Attitudes towards their Endish Teacher and his

Performance A g 4 JulSiY) alea slad Calaiall Cid) ga 2l ) anddl)



Question Nine Does your teacher try to make things easy for you?
¢ S daally Al Ahacil¥) Ja A glaa pS3Ul sy J4 9w

1. always (- Laila 1
2. sometimes (. Ulbaj 2
3. never . lui .3

Question Ten Does your teacher give you activities to do in pasrand groups?
fhelan 9 Ll gy pLl Aads) aSHUiaf aSiay J& 10

1. always (. Laila 1
2. sometimes (. Ulaj 2
3. never = I .3

Question Eleven Does your teacher give you enough time to do tasksone, with your
friend or with the group? Sbelay gi il (L Uadill 2lLAN IS B o) aSudany aSHUL 8,110

1. always | Laila 1
2. sometimes . Ulai 2
3. never = Il .3

Question Twelve: Does the project work help you usthe knowledge acquired outside

the classroom? s p2al) g A aeadl) (b il E’fh-d\ Jlariaal Ao £ g pdiall dasloy 8,12
1. Yes a1
2. No = ¥.2

Question Thirteen: Who evaluates the project work, you or your teache?
fdiin i il (g g pdal) adly ha 13

1. You | I |
2. Your teacher — EXE)
3. Neither.......c........... nor....... O b I S ¥.3

Question Fourteen Do you use a portfolio?
foag Al 5 il LEAY) Cilida g 5 jadall gy ldiall dlila ariied o 140w
1. Yes (- PUSL |

2. No [ ¥ .2



Appendix 4
The Accompanying Mail 2
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Appendix 5
Checkilist: Directed to the basic school inspectors

1. Textbook Content:
Q1. Does the content meet local standardghésubject area?
Q2. Is the content up to date?
Q3. Is the content accurate?
Q4. Is the content age-appropriate?
Q5. Are there quizzes or end of lesson reviews
Q6. Does the content appeal to a wide rafigtudent interests and abilities?
Q7. Could the content file be used for sevwgrars?
Q8. Does the content encourage active legPnin

2. The Adopted Approach

Q1. Does the textbook content comply with digectives of the Competency-Based
Approach?

Q2. Does the textbook content ease the CBflamentation?

Q3. Does the layout of the content allowfili&iment of the competencies?

3. Language Systems

Q1. Is there sufficient oral and written preetiof the grammar concepts that lead to
meaningful use and usage of the language?

Q2. Is there a grammar summary table in appesai

Q3. Are learners introduced to appropriate botary?



Q4. Is the vocabulary functional, thematic hauitic, and practical?

Q5. Is there a variety of meaningful activitigmt provide opportunities for individual,
paired, cooperative learning, and information getpsaies?

Q6. Are the activities set in an age-approprantext?

Q7. Is there continuity in the presentationcohcepts that builds in a constant review of
vocabulary?

Q8. Are grammatical concepts presented in anmgful manner?

Q9. Is grammar presented in an appropriate?way

4. Cultural Knowledge

Q1. Are there wide varieties of authentip;ta-date visual images of the English-
speaking cultures?

Q2. Is the cultural information student-cedtto stimulate interest?

Q3. Is a broad range and diverse representat countries presented?

Q4. Does the teaching of the English-speakulture encourage the learners to explore
their own culture?

Q5. Are learners asked to look at their oveive language and compare it to other
varieties of English?

Q6. Are learners asked to compare their owtuee and make comparisons with the other
cultures to discover similar and different culturahcepts and patterns?

Q7. Is the cultural content accurate andenufr

Q8. Are the cultural readings interestingngigant, and appropriate for the age level?

5. Learning Strategies
Q1. Does the textbook provide the learneth wirategies at point of use to help them be
successful listeners, speakers, readers, and svatéhe language?

Q2. Are pair and cooperative learning aaggifplentiful and meaningful?

6. Critical Thinking Skills

Q1. Are learners asked to do more than ramanization and recall?

Q2. Are learners asked to utilize the higbreler thinking skills of analysis, synthesis, and
evaluation in every sequence and file and are ¢apens reasonable?

7. Organization



Q1. Isthere a useful table of contentseidlossary, appendices?

Q2. Does the textbook have a logical arremege and development of the subject?

Q3. Does the textbook include useful refeesnbibliographies, and other resources? Are
there enough and are they helpful?

Q4. Do the files include introductions amgingnaries?
Q5. Are the pages all numbered?

8. Physical Aspect

Q1. Is the size and weight of the book age-appatgs?i

Q2. Does the cover appeal?

Q3. Are illustrations and photographs repnésteve of all genders, races, ages, physical
and mental abilities, and socioeconomic status?

Q4. Are tables, maps, figures, charts, elevant and useful?

9. Teacher's Edition
Q1. Are assessment tools or ideas included?
Q2. Are ideas for adapting the material féedent ability groups included?
Q3. Are answers to activities included?

Q4. Are teaching objectives clearly stated?

10. Cost

Q1. Does the cost of the material includepgeipental resources?

Q2. Are there consumable materials thatmakd to be replaced yearly?

11. Suggestions / Recommendations and Comments:



Appendix 6
Accompanying Mail 3
December 2010

Dear colleagues,

The present checklist is intended for a researatk wodertaken to get the degree of Magister
in “Linguistics and ESP”. Aiming at making an intery of the obstacles and constraints
which preclude the implementation of the CBA in &igerian middle school, this checklist is
submitted to verify if the fourth year textbook temt, On the Move complies or not with
the objectives of the CBA and the learners’ levieiterests and their socio-cultural
background.

| would be grateful if you fill it out and sendbtick to me either by e-mailing or posting it to
one of the addresses mentioned below.

| anticipate in thanking you for the time and tlfil@ devoted to complete the checklist.
Thank you for your cooperation,

Yours faithfully,

benaanglais@hotmail.com

Inspection de I'enseignement Moyen
COSP route d’Oran
Mostaganem



Appendix 7
Comment on the BEM exam papers

Comments on the new sample BEM examination (20@01®)

1. Editors of the BEM examination

The editors, in charge of the preparationtref BEM examination, are composed of
inspectors and/or sometimes inspectors and teaddere of them has ever undergone any
specific training. The criteria to select the menslare unclear.

2. The guide:

The guide whose role was limited to its segdio schools has never been vulgarised by
the ONEC. Their role was. There is no real commatioa on it. Up till now, it has never
been submitted to any type of discussions or semiimer has it been within the reach of
most of the teachers. For those half-day meetingmnised by the inspectors prove
insufficient for they turn around only one viewpbithat of the inspector.

The guide, which carries many contradictions, igtlmn general guidelines that need to be
more detailed. Besides, it might not comply with principles of the CBA and instructions in
the official syllabus.
3. The test paper:

Format of the English Paper in the BEM Exam

Part One: (14 points)
A. Reading Comprehension(07 points)
-2 activities related to the comprehension eftdéxt (05 points)
-1 activity related to lexis (02 points)
B. Mastery of Language: (07 points)
-2 activities related to syntax (05 points)



-1 activity concerning pronunciation (02 points)

The input or the basis text:

It is not that all the proposed texts are simifaainon précised guide. For example, it states
that the texts should be short, straightforward, factual, but does not precise the number of
words. It talks about a vocabulary which is relatedhe different topics dealt with in the
fourth year syllabus, yet there is no glossaryrutlits scope.

Part Two: (06 points)
Written Expression: Situation of Integration

- Oral is not tested yet it is one of the most im@ortcompetences targeted in the new
approach.

- Apart from the way the BEM examination is structyréhere has been no real
similarity between the different exams issued s@@?7.

- One of the most important changes in the CBA mighthe situation of integration
via which the learner shows his mastery of the ksyaive know-how-to-do and the
adequate behaviour. This can only be got througlepr work. The latter is still not
really taken into charge in the learning process.

- Most of the situations proposed lack authenticigndidates are rarely put in front of
a real problem-solving situation. They are oftevited to write but they rarely know
to whom (apart from their teachers) and why (afyarh being tested).

- Most of the other tasks proposed deal rather widimgnar and lexis. Even the

comprehension questions part is overwhelmed bgtiluetural aspects.

Recommendations and Suggestions

Members: The commission members in charge of designingetteens should be selected
according to precise criteria. Those in chargenefgroof readings must be different from the
designers. Besides, all of them should have aineatzquaintance of the syllabus and the
BEM guide as well as their use of the adequateuress (books, dictionaries...) they need to
achieve their task.

Glossary. an official glossary would make things even adeaand easier for both designers

and candidates.



Training:  specific training courses should be organised th@ commission members
(designers and readers).

Periodical training sessions should be held intdaehers’ benefit to keep them regularly
informed.

Piloting: a piloting phase might be necessary to find regseth learners’ mistakes and check
the compatibility of the exam with the learners/dé

Generally speaking, the BEM exams are not congrieeboth the principles of the CBA and

the learners’ effective level.

Appendix 8

2007’ BEM Results
Wilaya of Mostaganem
General Indicators
Number of Middle Schools: 83

Number of Candidates: 8691including4452girls

Success: 3428(20564irls and1372boys)

The overall success rate with regard to all subject 39.44%
For girls: 59.97%
For boys: 40.02%

Table 67 The success rate of the first cohort of candslatigh regard to the implementation
of the CBA (Test of English) throughout the wilayfaVlostaganem

Daira Rates
1. Mostaganem 21.37%
2. Hassi Mameche 16.48%
3. Ain Nouissy 07.27%
4. Mesra 11.38%
5. Bouguirat 04.12%
6. Kheir Eddine 09.75%
7. Ain Tedles 07.11%
8. Sidi Al 11.49%
9. Sidi Lakhdar 08.75%
10.Achaacha 05.95%




General rate 11.77%

Statistics from the Local Board of Education of Mamnem— Service des examens

Appendix 9

2008’ BEM Results
Wilaya de Mostaganem
General Indicators
Number of Middle Schools: 86

Number of Candidates: 8869 including 4751 girls

Success: 41.25% 3659 (21964girls and1463boys)

The overall success rate with regard to all subject  41.25 %
For girls: 60%
For boys: 40%

Table 68: The success rate of the second cohort of candidatthe BEM examination (Test

of English) throughout the wilaya of Mostaganem

Daira Rates
1. Mostaganem 24.56%
2. Hassi Mameche 13.69%
3. Ain Nouissy 09.58%
4. Mesra 13.25%
5. Bouguirat 11.64%
6. Kheir Eddine 11.39%
7. Ain Tedles 12.36%
8. Sidi Ali 12.24%
9. Sidi Lakhdar 15.45%
10.Achaacha 09.53%




General rate 13.58%

Statistics from the Local Board of Education of Mamnem— Service des examens

Appendix 10

2009’ BEM Results
Wilaya de Mostaganem
General Indicators

Number of Middle Schools: 88

Number of Candidates8727 includingt865girls
Success: 52.14% (4551) 2059girls and 1592 boys)
The overall success rate with regard to all subject 52.14%
For girls: 65%
For boys: 35%

Table 69: The success rate of the third cohort of candidatéise BEM examination (Test of
English) throughout the wilaya of Mostaganem

Daira Rates
1. Mostaganem 25.32%
2. Hassi Mameche 15.52%
3. Ain Nouissy 11.32%
4. Mesra 12.11%
5. Bouguirat 11.69%
6. Kheir Eddine 11.96%
7. Ain Tedles 12.86%
8. Sidi Ali 13.66%




9. Sidi Lakhdar 16.27%
10. Achaacha 09.89%
General rate 18.58%

Statistics from the Local Board of Education of Mamnem— Service des examens

Appendix 11
2010’ BEM Results
Wilaya de Mostaganem
General Indicators

Number of Middle Schools: 91
Number of Candidates8265 including4763 girls
Successh8.38% (4826) (3016 girlsand  1846ys)
The overall success rate with regard to all sukject 58.38%
For girls 62.48%
For boys: 37.52%
Table 70: The success rate of the fourth cohort of candedaighe BEM examination (Test

of English) throughout the wilaya of Mostaganem

Daira Rates
1. Mostaganem 30.12%
2. Hassi Mameche 14.52%
3. Ain Nouissy 10.23%
4. Mesra 14.21%
5. Bouguirat 11.56%
6. Kheir Eddine 12.05%
7. Ain Tedles 13.00%
8. Sidi Ali 14.25%




9. Sidi Lakhdar

17.65%

10. Achaacha

10.43%

General rate

17.32%

Statistics from the Local Board of Education of Mamnem— Service des examens

Appendix 11
Statistics on the feminisation of the learners’ ergliment
Enroliment period from 1962 to 2001

Secondary
Primary Education Middle Education Education Technical Global

Year Total Females Total Females Total Females |Tot&kemales Total Females
62-63| 777,636 | 282242  30,79( 8,815 b e | | |
70-71| 1,851,416 700,924 191,957 53,55 34,988  9,63%,776 930 | 2,078,361l 764,08p
80-81| 31,118,827 1,307,550 804,621 313,849 211,948,897 | 14,493 3,066 4,135,396 1,699,296
90-91| 4,189,152 1,877,990 1,423,316 592,583 752, 28ED,774| 153,366 47,742 6,364,732 282,1347
00-01| 4,720,950, 2,260,114 2,016,370 968,544 975,88#7,945| 58,319 21,178 7,712,182 3,726,603

% 47.87% 48.03% 56.14% 36.31% 48.32%

Comments on the data in the table above:

Table 71: Statistics from the Ministry of Education
Department of the Pedagogical Organisation
Annexe 1 pagel

While examining the data in the table above, wee rtbat the enrollment of girls is growing
especially at the secondary level (56.14%) becausefrom this cycle that the profile of
learners is beginning to emerge.

Statistics on the feminisation of the teaching stéf
From 1962 to 2001

Primary Education

Middle Education

Secondary

Education

Technical

Education

Global




Year Total Females Total Females Total Females |Tot&kemales Total Females
62-63 199,08 7,963 2,488 870 1,216 364 23,612 97,1
70-71 43,656 26,193 6,955 4,108 4,048 1,821 ™,65 321,117
80-81 88,481 57,512 29,555 18,029 10,488 6,292 8,492 81,833
90-91 151,262 104,370 82,741 52,126 44,283  29,226,3186 9,47 278,286 196,664
00-01 169,559 118,691 102,13 97,410 55,588 27,248,637 1,327 327,284 182,46
% 69.99% 65.99% 66.99% 19.919 55.74%

Annexe 1 page2

Comments on the data in the table (72) above:
The data above show that the number of women temetlecycles confused is higher than
the number of men teachers except for technicatan where the rate does not exceed

20%.

Table 72: Statistics from the Ministry of Education
Department of the Pedagogical Organisation



