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ABSTRACT

The present research has two aims. First, it isvatuation of the learning of English
as a foreign language in Algerian secondary schaold university. It investigates the
apparent dissatisfaction that exists with regavdbé quality of English language learning that
students come with to university. We will examihe suitability and effectiveness of English
textbooks in use in high schools in Algeria (thfieem the former programmes and two from
the new ones). Thus, the evaluation is intendedxjore, in some detail, the textbooks,
whether they serve the students’ expectationslatioa to the objectives of the programme.
The study will be conducted by examining the contd@nthe five textbooks, their strengths
and weaknesses and their suitability and effecégsnn promoting language learning and
teaching in the classroom. It focuses on micro espef the textbooks that shape and affect
the learning process. Data obtained from the usityecurriculum are matched against the
data from secondary schools curriculum, syllabuaed,textbooks to allow for an exploration

of similarities and differences.

And second, to situate the above analysis in iesqnt-day context, the research
analyzes two populations of students in a proficyetest. The first population concerns a
sample of first year students we tested in 1996otor Magister thesis; the second concerns
first year students enrolled in 2005. Both popoladi were first year students at the English
Department (University of Constantine) and receited same treatment: a sociological
guestionnaire, and three tests aiming at evaluathgr competence in English. The
sociological questionnaire showed that the geogcaphhsocial, and cultural features of the
students have changed in the intervening time. Tdmlts of the tests proved to be
enlightening in the fact that the 2006 test-takpesformed less well than their 1996

counterparts, particularly in the Cloze test.

On the basis of the results, the hypotheses wedesame to be confirmed, in that
university and secondary school curricula do naicmatextbooks do not meet students’ needs

and interests, and that the standards are indexididg.
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GENERAL INTRODUCTION

Introduction

School is often referred to as the key elemenirfmroving well-being and prosperity,
the first and all-important step in climbing theyperbial social ladder. It is ironical to see that
in our country, it has become a cause of failuegegtion and disillusion, a sign of exclusion
from the development to which Algerians aspire. &chool is sick, as much by the rate of
drop-outs than by the teachers’ exhaustion, wheg #re not simply disillusioned. Vividly
remembered as l@ppyexperienceor unhappyfor most cases, school is never neutral; it is a

passionate issue of political and social choii@e Queiroz, 1995:5).

As regards the social ascension, the access t@&alugs limited owing to relations of
unequal power. Although the dynamics of power aohidation are visible or invisible, they
permeate the school fabric. The daily decisiongtiaetitioners take inside their classes shape
and are shaped by the social order outside schbelpedagogic choices, the development of
curricula, contents, documentation, school procgssse of language, though apparently
founded on apolitical professional consideratioase in fact inherent to ideology. More
simply, our choices as educators play a role initfieence of the choices made by our

students and choices inside school reflect theaboeiations and practices (Auerbach, 1995).
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Durkheim (1938) justifiably said thaducation is an eminently social maftelo aspect of
education could be understood without taking intmsideration the social forces and the
consequences that characterize it. The centralt goirthe sociology of education is the
analysis of the educational activities which induall the aspects connected to the different
levels of structure of school, the social processes social milieu, the teacher and the class.
When we examine how power and politics get intositteol institutions, the first question we
ask ourselves is: “what is power and how does jteap?” That education in general and
school in particular be among the most involvedha promulgation of ideological power is
not new. A great number of documents show theabgehool in the socialisation of pupils in
certain social roles, not only on the politicaldewf planning but also through a differential
content and educational interaction. Any practiceducation implies an ideological position,
conscious or unconscious. In the methods and tesdd by educators and students, we would
find options which reveal man’s philosophy, wellladly exposed, coherent or incoherent; a
technique of men in their orientation of the woiddnot neutral. According to Freire (1985)
education is used inevitably either to perpetub&edxisting social relations, or to stimulate
them. He maintains that every time an educatiomagnam is shaped by the dominating
classes and that the objective is to reproducexisting social relations, there is a resistance
to this program. This resistance may take the sbépiee denial of the teacher, of a refusal to
learn in such conditions, or withdrawal; this remig€e may take the shape of privatisation as
well; resistance may be organised or not; classsobetome then battlefields in cultural
and/or linguistic wars. The interrelationship betwendividuals, educational institutions and
society means that education is the most relevaritilsinstitution; it penetrates practically
every aspect of society.
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On a much more concrete level, Algerian educatiag@nts and the society at large
have manifested their concerns about the suitalaifitl efficiency of the school and university

system, at least as regards the baccalaureatesultsrand the absence of job opportunities.
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Aim of the study

The main concern of this research is to see if sigdertion as "academic standards
are declining”, an assertion that teachers, edigsgparents and the wider social environment
have been uttering for many years now, can benaltid?Ve justify this study on the grounds
that with greater dissatisfaction on the part afueers of their students entering University,
there is a need for research into the processesases of their increasing dissatisfaction (on
the part of lecturers). If this claim is substargih the present research would provide
guidance for institutions, instructional materiatstional educational policy and curriculum
development. As part of the general climate to maprand somewhat maintain quality in
Education, the standard of students in generalt@dtandard of those who chose to study
English at University in particular, are becomirfgrcreasing interest, and questioning to the

profession and their cause(s) stimulated the ptessaarch.

1. Statement of the problem

From our experience of more than twenty years fegcBnglish at the University of
Constantine, we noticed changes in the attitudesuopeers towards students: a gradual and
growing dissatisfaction of the students’ motivatiand performance. Students come to
university with real gaps in their knowledge of Eslg. It is with the objective of knowing
whether the dissatisfaction is really grounded #&nsb, what the essential reasons of the

decline of standards are.

It is within this framework that we conceived ouonk in order to understand what

brought most of the Algerian social parties invalie decry the educational system. During
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the exploration phase, we came to meet documentdegdicated to all school disciplines—
history, philosophy, Arabic, sciences, and Freraid even in the teacher training system —
and as such English is not the only discipline whée standards were regarded as dropping.
Through classroom observation, exploratory-teaghioproach (Allwright & Lenzuen,
1997), discussions with our colleagues in the depamt and university, and our peers’
perception, and even our own, it is felt that tisirge changing: students come to university
without the adequate linguistic background requitadthe university curriculum. We
guestioned whether the level of the students caspliith the expectations of their teachers.
A mere perception can by no means guarantee thiyfeat it may help in the direction of the
comprehension of the unease. This dissatisfactamnbieen equally felt by many researchers
(K. Taleb-Ibrahimi, 1993, 1995, 1997, 2000; MiliahB98, 2003; and Grandguillaume, 1979;

1983, 1997, 2002, 2004, 2006; to name only a few).

2. Hypotheses

Basing themselves on the baccalaureate exam retdtanembers of the National
Reform Commission (CNRSE) (2001: 151) describedliEimgeaching asatastrophic In
their Memorandun{Ministry of Education, 1999), textbook designensl some other experts
from the Institute of Research in Education (INRE)ised the question of inefficiency of
English textbooks. In a similar vein, teachers, amspectors of English report an ever
growing dissatisfaction with the syllabuses andlesks (Kara, 2002). The originality of the
present research is that despite the decline ndatds abundantly referred to and deplored in

the literature, little research in Algeria has beeaily and concretely devoted to this issue. For

23



De Queiroz (1995), this question itself is as addsahool. Many questions about the reasons

for the decline in standards must be asked:

The kind of schooling which pupils had. (Obsoletetmods of teaching or methods
very rarely efficient? Much less stress on fordligmg languages, French first, then
French and English?)

The educational system? (What are its values, adped, etc.?)

The different course books proposed to Middle-stlaa High-school pupils. Do
they meet students’ needs, requirements, interest?

The different branches students come from (for sgmas now, the department of
English is open to any student regardless of thadir —scientific or literary—they
have followed during the high-school classes; sdienpupils are given a smaller
amount of learning English and thus less expos&hglish than the literary or foreign
languages pupils, and yet these students seemcteenli better than the literary
students. Do the teaching methods of the sciersifamch account for this difference
(much rigueur, etc.), or is their sociocultural kground different?

Individual factors -- psychological and sociologi¢the students’ attitude towards the
foreign language and the foreign language teatheir, motivation, and/or their socio-

cultural background, etc.).

On the basis of what preceded, we formulated thewmg hypotheses:

Would secondary school terminal education in Ehgfisatch university curricula as it
would appear that students enroll in the Englispadenent without the required

overall language ability?
24



2. Would high school textbooks meet the students’ irequents and needs in terms of
contents, tasks, and balance of skills?
It would seem that because of the above state fafrgf the standards in English at

university are declining.

4. The coursebooks to be evaluated

In this study, the textbooks of secondary schdws will be evaluated are as follows:

My New Book of EnglistBereski, K.E.S. (1998).

The New Midlinesichour, K. & Salmi, M. (1997).

CometBenzian, A., Bouakkaz, H. & Hadjidj, B.S. (1997).

At the Crossroadsirab, S.A. (2005).

Getting ThroughRiche, B., Arab, S.A., Bensemane, M., Ameziane,&.,
Hami, H. (2006).

o~ 0N PRE

These coursebooks are being used to teach theyéest through the third year students
English as a compulsory subject in the programigih lschools (the last two being part of the

new programs).
5. Research methodology

Along with the evaluation of the curricula, sylla®s, and textbooks, a questionnaire and a
proficiency test will be administered to a paneficdt-year students. These students (referred
to as 2006 students in our study) will be chosedeanly among the whole population of first
year students in English at the university of Canshe. The sample will represent one fifth of
the whole population of first-year students. Thiiotige questionnaires and the tests, the 2006

students (81) will be compared to students whomstudied in 1996 (61) in our Magister
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thesis. The questionnaire and the tests are theweaeised for our Magister thesis. It appeared
to us that they could provide a scientifically-gnded comparison. Through the evaluation of
the textbooks and the Baccalaureate exams, welshadl a somewhat full picture of students’

prior knowledge to which we shall relate the tests.

In order to test our hypotheses, we will applyfthlowing measures:

5.1. Evaluation Checklist The data collected from the referred textbookd wi
finally be analyzed by an Evaluation Checklist, ethiwill be used as the
evaluation criteria to find out the strengths andalinesses of the materials

already in use and whether they meet the aimseoftlirse and learners’ needs.

5.2. Questionnaire and Test The data collected from the questionnaire wilphes
in the identification of the sociological, geogragat and cultural background of
the students who enroll in the English departméhe results of the proficiency

test would enable us to compare two populatiorstiafy: 2006 and 1996.

In order to have a full picture of the quality efarning, we shall analyze the

English exam in the Baccalaureate.

5.3. Teachers’ questionnaires The data we collected from this questionnairé kel
used to back up our hypotheses. The questionnairaat be treated concretely
in our thesis, however, we will have to relatepiany ways, to it throughout our
research. The treatment of data is to be foundhm @ppendices section
(Appendix V). Our panel consists of 40 lectureesching at the Department of

English (Mentouri University Constantine).
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6. Terminology

6.1. Materials

“Materials” refer to everything designed specifigdbr language teaching and learning
such as coursebooks, authentic materials like deogs, newspaper articles that are specially
selected and exploited for teaching purposes bycdhssroom teachers; teacher-written
materials; and learner-generated materials. In tl@search, materials would mean

coursebooks.

6.2. Supplementary Materials
Materials designed to be used in addition to thee amaterials of a course such as
newspaper articles, crossword puzzles, and varkinods of grammar and vocabulary

exercises, in other words, any texts or tasks dets$ie textbooks.

6.3. Material evaluation

Materials evaluation refers to the assessment efuefulness or appropriateness of the

materials in relation to the learners’ needs aedctintext of learning.

6.4. Textbook
A textbook provides the core materials for a coultsaims to provide as much as possible

in one book and is designed so that it could sas/the mainly used book which the learners
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necessarily use during a course. In the Algeriagam, textbooks are used as the core books

where almost all of the exercises or tasks in thesdone.

7. The organization of the research

The research study is divided into six chaptersapg@dr One presents a broad view of
education and attempts to show how it is groundedpbilosophical, psychological and
sociological theories. Education is a diverse aochglex field of enquiry which has direct
bearing on many facets of language teaching. Thapter intends to show the history of
language pedagogy as the result of interplay betwgeneral educational history and
influences on language teaching (from teaching odugthto learner’'s roles). Chapter Two
shows the Algerian educational system, its origimd aevelopment through the different
reforms which affected the universities, and patéidy the English Department. Chapter
Three is devoted to the main changes which tookepla the educational system in post-
independence Algeria. Chapter Four offers a revidwiterature relating to material and
curriculum evaluation, the schemes and procedwsed in the study, and the practical criteria
for coursebook evaluation. Chapter five deals with analysis of the textbooks used in
secondary schools in Algeria according to the fraor& of chapter four and reviews the main
features of the coursebooks identified for the wthapter Six presents the evaluation of the
students, based on the data collected from questices and the presentation, analysis, results
and discussion of the English tests. Pedagogicamenendations for further studies will

follow this final chapter and close the research.

The appendices section will present all the dag¢al rs our study: from the questionnaires

(teachers’ and students’) and tests to the detadedlts obtained in the comparative study of
28



the two populations of students (Appendix Ill). $hedata are followed by the different

baccalaureate exam questions (1980, 1985, 1992G0%) (Appendix VI).
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Introduction

Language teaching is a complex undertaking. Ihigrderprise that is shaped by views
of the nature of language, of teaching and learaitapguage specifically, and of teaching and
learning in general; and by the sociocultural sg#iin which the enterprise takes place.
Applied linguistics has contributed research—anacfice—based ideas that have helped to
shape these views, and promoted understandingeoflitrersity and commonalities of the
settings. One product of applied linguistics hasrbattempts to crystallize the theoretical
views of language, education, and language edurcaito prescribed teaching materials and
strategies, or methods. The abundance of method$enised from different theoretical

standpoints.

1. General definition of “education”

It is commonly held that the concept of educatienives from the Latieducatio(to
educate=educare)which refers, in general, to the process of acggiiknowledge, especially
during childhood and adolescence. On the other ,handducate is to impart knowledge, to
develop from a potential. From a much broader matdge, it is the bringing-up of children
physically and mentally; it is a word of such a wieference that at times it is, of necessity,
vague (Manheim & Stewart, 1962: 15). For example,read that it is concerned with all the
qualities which are acquired through individualtinstion and social training. Adams (1912)

points out that education has for its aims not imgeresupply a certain amount of knowledge
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but also to modify the nature of the pupil. It ticeable that in the history of the institution of
school, we have been moving steadily away fromnidm@ower concept of school instruction,
of training in specific knowledge or techniquesyéods the notion of the school and other
agencies as part of an educative society. Thig zetdetected in the shift and enrichment of
the word “education” itself. It will be interestirtg explain the narrower and the wider senses

in which the term is used.

Dilthey (1833-1911) speaks of education as phenful activity of grown-ups to
shape the mind of younger generation (Hodges, 1%5#e one personality acts upon another
in order to modify the development of the otheraflis to say, that the process is not only
conscious but deliberate, for the educator hasckbarly realized intention of shaping and
modifying the development of the pupil. There ave tneans by which this process operates:
first by the presentation of certain kinds of kneede (in its various forms), selected and
ordered by the educator in his wisdom, and secorailigh the direct and indirect relationship
of the two personalities. It is of the greatestami@ance psychologically to recognize that only
at a relatively late stage, and not always then, @gupil separate out the ideas that are
presented to him from his response to the pergsgnaflithe teacher who is presenting them.
Dilthey (Hodgespop.cit.) sees in education the influence of person uposopein which the
older generation wishes to prepare the youngerrggoe in terms of ideas, knowledge and
attitudes. In the foreground of this activity startle school as an institution in which there is

concentrated the purpose of presenting knowleddiedately and on the basis of a
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consciously planned program. Only relatively relgritave the ideas of emotional factors in

learning taken some importance in educational thbug

From a sociological point of view, education reprds the organization of forces
and influences that are to lead to a higher stahd&rbehaviour and values (Manheim &

Stewart, ibid).

Education can only arise out of a social institutilf the need for education arises
out of people living together, one of its aims ati®-psychological thought is to enable them
to live together more successfully in the widestses of these terms. The influence which one
person has upon another is only one form whichethecational process may take. It is true
that this influence may be most complex, subtle Esting—one has only to consider the
importance which is attached to infantile expereeias a factor in the form taken by adult
personality to see one very significant aspecthaf influence. Or again, the lasting effect
made upon us through having met and worked withpsyhetic and cultured teacher. Yet,
there are other forms of education which have téaken into account. While we know that
school is only one among the multi-faceted eduoatienvironments in which a child grows
up, we have now to take more cognizance of thetfettin the school not only the teacher is
important but also the nature of the organizatiorbé found there, the kind of discipline

which prevails, and the environment in which is&.

In the mainstream of sociologicstudies, Young (1971: 24) gives another definition:
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Education is not a product like cars and bread, aigelection and
organization from the available knowledge at a [atar time

which involves conscious or unconscious choices.

Bailyn (1960: 14) called for a complete redefinitiof education from the narrow
focus on schools, policy, and institutions to imeuthe entire process by which a culture

transmits itself across generations

For Cremin, the historian of American educatiorg, teducation as a historical (and
contemporary) phenomenon was only partly occurimgchools, but also in social and

cultural agencies. Cremin (1977: viii) defined ealimn as any

deliberate, systematic, and sustained effort taxdrait, evoke, or
acquire knowledge, attitudes, values, skills, ars#alities, as well

as any outcome to that effort

2. Philosophy of education

The 20" century has seen the conflict between two mairagigms employed in
researching educational problems. The one is mediedn the natural sciences with an
emphasis on empirical quantifiable observationsciviend themselves to analyses by means

of mathematical tools. Within such a paradigm, thsek of research is to establish causal
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relationships, to explain. The other paradigm isvéel from the humanities with an emphasis

on holistic qualitative information and interpretiapproaches.

The two paradigms developed historically as follows

2.1. The Scientific Paradigm

By the mid-nineteenth century, when Auguste Comi&98-1857) developed
positivism in sociology and John Stuart Mill (180873) empiricism in psychology, there was
a major breakthrough in the natural sciences atuthigersities with the development of
experiments and hypotheses testing. They therefaree to serve as models and their
prevailing paradigm was taken over by social s@&nt particularly in the Anglo-Saxon
countries. However, on the European continent tlvems another tradition from German
idealism and Hegelianism (Absolute idealism). Thadil&an, mechanistic conception became
the dominant one, particularly with mathematicalypbs as the methodological ideal.
Positivism was characterized by methodological mwniPhilosophers at the University of
Vienna (such as Neurath), referred to as the “@em@ircle’, developed what is called
‘Neopositivism’ or logical empiricism. Around 1950ey founded a series of publications
devoted to the study of what they called “a unifsetence”. Positivism saw the main task for
the social sciences as being the making of caugdhmations and the prediction of future
behaviour. Neopositivism emanated from the stronfjuence of analytical philosophy,
represented, at the beginning of thd’ 2entury, by B. Russell and A.N. Whitehead in their

major workPrincipio Mathematicg1910).
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2.2. The Humanistic Paradigm

Husén (1997:17-18) identifies at least three ssaiwml the other main paradigm in

educational research.

1- The Continental idealism of the early™&entury has been mentioned. Around the
turn of the century it had a dominant influencehwgthilosophers such as Wilhelm Dilthey
(1833-1911), who in the 1890s published a classiczdtise in which he distinguished
betweenVersteher(to understand) andrklaren (to explain). Dilthey strongly rejected using a
model formed exclusively from the natural scieneesl instead proposed developing a
separate model for the human sciences. His arguoeriered around the idea that in the
natural sciences we seekexplainphenomena in terms of cause and effect, or thergeand
the particular; in contrast, in the human scienees,seek tounderstandin terms of the
relations of the part and the whole. He maintaitied the humanities had their own logic of
research. He also distinguished two kinds of pskmw the one which attempted to
generalize and predict by means of experimentahoust and the one that tried to understand
the unique individual in his/her entire, concre¢tting. Another personality was the French
Henri Bergson (1859-1941) who asserted tiat intellect was unable to grasp the living

reality which could only be approached by meanisitoition (Husén, ibid.).

2- A second strand was represented by the phendoggeal philosophy developed by
Edmund Husserl (1859-1938) in Germany. It emphdsilze importance of taking a widened

perspective and of trying to “get to the roots”hafman activity. The phenomenological, and
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later the hermeneutic, approach is holistic: kdrby means of empathy to understand the
motives behind human reactions. By widening thegeetive and trying to understand human
beings as individuals in their entirety and in thgioper context it also tries to avoid the

fragmentation caused by the positivistic and expental approach that takes out a small slice

which it subjects to closer scrutiny.

3- The third strand in the humanistic paradigm iasof the critical philosophy,
principally the one of the Frankfurt School (Habas1929) which developed with a certain
amount of neo-Marxism. Marx himself would probalbigve felt rather ambivalent in an
encounter between the two main philosophies (Hu$687:17). On the one hand, he felt
attracted to the positivism and by the behavioagiroach (Pavlov). On the other hand, Marx
belonged to the German philosophical tradition #mel neo-Marxists have not had great
difficulties in accepting hermeneutics and mergihgvith a dialectical approach. (Young,

1971:28).

The paradigm determines how a problem is formulatedl methodologically tackled
(Huseén, ibid.) According to the traditional pogst conception, we should have both a micro
and a macro analysis of what is going on in thestctzom. Husen (ibid.:18)ivesthe example
for the micro analysisf either the pupils, who might be neurotic, or teadher, who might be
ill-prepared for his /her jobThe other conception, according to her, is a maaalysis which

leads to the concern of the society at large.
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3. Psychology of education

3.1. Behaviourism

During the second decade of the"2@entury, Thorndike E.L. (1874-1949) developed a
theory of learning known as “connectionism”. It @s®d that specific responses become
linked with specific contiguous stimuli, in a soed “S-R bond” (stimulus-response) or
connection; according to Thorndike, behaviour istaaled by application of different laws of
learning. His two most important laws in psychotagitheorizing are well-known: the law of
effect and the law of exercise. According to the td effect, when responses to a stimulus are
followed by a positive, rewarding effect they ateesgthened or reinforced. For example:
“How much is 12 times 4?” Answer: “48". Reinforcemie“That is correct!” The law of
exercise states that the connection between S ahdcBmes stronger by use, exercise, or
repetition. “Drill-and-practice” instructional progms are based on this law. Thorndike’s
influence on education has been great, althoudfirdtevorked on the study of mathematics.
His interest in education came as consequence ®f1f century’s attacks to Plato’s
mathematical reasoning. For Plato, the highest evdlu be gained from the study of
Mathematics is cultivation of the powers of cldainking and logical reasoning: mathematics
serves to discipline the mind. Attacks startedhia 19" century, when educators questioned
the claim that reasoning power gained in the staflymathematics could effectively be
transmitted to the non-mathematical situations.ligvil James was the first psychologist to
test the doctrine of formal discipline experimelytalhen in 1901, Thorndike and Woodworth

published their classical transfer study that deedsthe theory of discipline or mental exercise
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from serious psychological consideration, if nanfr common school practice (Rosskopf &

Fey, 1971).

In his Talks to Teachers on Psychologyven in the 1890s, William James (1842-1910),
(1899:9) pointed outt6 know psychology .... is absolutely no guarantaewte shall be good
teachers’.Another ability is required, the ingenuity in megtand pursuing the pupil, the tact
for the concrete situation. He mentions the demainthaking systematic observations that
some enthusiasts for child study have burdenechéeaanith, including compiling statistics
and computing the percent. In order to avoid suafkeavours, resulting in trivialities, they
must be related to the anecdotes and observatibith \@cquaint the teachers more intimately

with the students.

What James refers to is something in the terminolofgtoday would be regarded as a
conflict between two main research paradigms. By tiwn of the century the scientific
paradigm emerged that had since been the prevailiagat least in the Anglo-Saxon world. It

was part of a larger movement towards “scientifamagement in industry”.

The new scientific approach emerged at the turrthef century with the leading
educational psychologist Edward Lee Thorndike ofu@dbia University, in the preface of his
seminal bookEducational Psychology1903). He proposed to apply the methods of exact
science to educational problems, rejecting speawgelatpinions, and emphasizing accurate
guantitative treatment of information collected. #ealt with the problem of education as a

science and presented the main characteristichaf e regarded as scientific education:
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It is the vice or misfortune of thinkers about emlian to have chosen
the methods of philosophy or of popular thoughtead of those of
science..... The chief duty of serious studentseoftibory of education
today is to form the habit of inductive study aedrh the logic of
statistics.(Thorndike, 1903:164).

Skinner (1953) has been the first psychologistratfte 1930s to develop a scientific
behaviourist learning theory. He distinguished &ials of behaviourrespondenandoperant
behaviour. Respondent behaviour follows on a stimdiom “outside”, as in the case of a
reflex or a conditioned reflex in the sense devetbpy Pavlov (e.g. when a dog salivates at a
bell signal, having learnt to associate the bethviihe imminent provision of food). Operant
behaviour is more spontaneous: it is initiated iy drganism, animal or human being. When
it is reinforced in a positive or negative wayc#n be considered as conditioned behaviour.
This means that it will be strengthened and willrepeated as soon as the reinforcer, that is
the rewarding or aversive stimulus, appears. Tvweroapplications of Skinner’s approach are
mastery learning and behaviour modification, theetabeing a technique that is also used in
psychotherapy. According to behaviouristic theamyly behaviour that has been reinforced is
under control. “Learning” means developing corréehaviour in a situation in which

reinforcing stimuli are presented by a teacher oraghine. The theory says nothing about the
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processes that take place within the individualrdplearning. Therefore behaviourism can be

considered as a non cognitive theory

3.2. Gestalt Psychology

At the same time that in America Thorndike and Wiatswere founding
Connectionisma school of European psychologists were devetpaitheory compatible with
the insight experience (Rosskopf & Few.cit). Early European Gestalt psychology is based
on the principle that a figure or configuration aarly be seen, because it stands out against a
background. This spontaneously observed global aBeist gradually given structure. For
example, a rose window in a cathedral is at fesinsa many-coloured whole, but gradually it
acquires structure and sense: the whole is more tthe sum of its parts. They argued that
understanding a situation is not simply a matter kabwing the collection of parts
individually, but of grasping the dynamic interta@ships between the parts that make them
an entity. Applied to learning, this viewpoint pides an explanation of insight. According to
Gestaltists, there is no difference between obsgnthinking, and learning. Learning means
getting inside, i.e., discovering a structure. @weaproblem-solving and learning imply
switching from an approach that does not leaddolation to an approach that does by means
of forming a good Gestalt. As a consequence of tjlebal approach to learning phenomena,

the Gestaltists, unlike the behaviourists, havd tille about instruction (Knoers, ibid), and

! This is a basis for the rejection of behaviorisptte cognitive psychologists whose approach beadongnant
in the last forty years (cf. section 3.4. and thitofving).
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neither theory of learning seemed adequate to ex@h forms of learning whether in

mathematics or in any other field (Rosskopf & Fbid).

3.3.  The Wurzburg School

According to this school, thinking operates witldening categories such as means-
aims, cause-effect. The problem of how thinkingetablace was investigated by Selz (1924)
(cited by Knoers). He found that special thinkingemtions or methods are used to solve a
particular thinking task. They may be regardeddmesies that anticipate the thinking process:
schematic anticipatioKnoers, ibid: 2881). Therefore it is possibleatmuire thinking methods
that are most appropriate for the solution of ddfé kinds of problems. The educational
implication of this paradigm of schematic anticipatis that teachers can help students to use
the correct thinking methods in solving differemds of problems. Duncker’'s (1935) accurate
analysis of problem-situations has exerted a stiofigence on psychologists. He demonstrated
the important role in problem-solving processesygiaby heuristic methods such as goal-
analysis, situation analysis, and conflict anatysither words, a breakdown of a goal to solve

a problem into sub-goals.

3.4. Piaget (1896-1980) and Vygotsky (1896-1924)

The Swiss psychologist, Piaget is one of the mastous precursors of cognitive
psychology. He had a great interest in the devetoprof intelligence (1947), and essential to

his theory of development is the idea that an iddial plays an active role in acquiring
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knowledge about reality. Piaget distinguished fstages in the development of intelligence
(Piaget & Inhelder, 1969). Development from onegstdo the next is caused by the
accumulation of errors in the child’s understanddfighe environment.
1. Sensory-motor stage (years 0-2): Children expeéettee world through
movement and senses and learn object permanence.
2. Preoperational stage (years 2-7): the stage aldbeisition of motor skills,
and processes such as symbolic functioning, cemragocentrism, and
intuitive thought.
3. Concrete operational stage (years 7—-11): Childeginbto think logically about
concrete events.
4. Formal operational stage (years ll-adulthood):sltcharacterized by the
acquisition of the ability to think abstractly, logically and draw

conclusions from the information available.

In each stage the activity of the individual isediied toward removing the disturbance
of an original balance which is caused by an unknphvenomenon (the conflict). The notion
of Cognitive Conflict Theory is characteristic olnaode of thinking about behaviour which
stresses the importance of overall structure carmegtion (often hierarchical) and thus stands
in opposition to the atomistic Stimulus/Responskearning is an active process in the
individual, a process of discovery based upon dkdion or the integration of any sort of
reality into a structurgPiaget, 1964: 195). The core of Piaget's wotkisselief that looking
carefully at how knowledge develops in childrenlweiucidate the nature of knowledge in
general. Development is the basis of all possiblering processes. This position differs

markedly from the theory of Vygotsky (Knoers, ibidhor Vygotsky, cultural influence and
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education play a greater part. Learning is basexh upe guidance and the transmission of
culture by a teacher, who stimulates what Vygots&ls the zone of proximal development

(ZPD) (Lieury and De La Haye, 20049), which is understood in terms of:

The distance between the actual developmental &s/eletermined
by independent problem solving and the level ofemuisl

development as determined through problem solvindeu adult
guidance, or in collaboration with more capable Eeé/ygotsky,

1978: 86).

This means that the teacher, after having assdbsedctual development of a student, can
help him by adequate instruction to attain bettet anexpected results. The distance between
what the student can make alone and what s/hepabta of doing with the help of his/her

teacher is called ZPD and constitutes the areahinhws/he learns. Guided by his/her teacher,
the student can attain a higher level of learnmanthis/her own actual development seemed

to make possible.

Piaget’s ideas on discovery learning and Vygotsk&tme of Proximal (or potential)
Development had and still have a genuine influeanedevelopmental psychology (and

cognitive psychology for that matter).

3.5. Cognitive Psychology or Cognitivism

It had its foundations in the Gestalt psychology @&m the work of Piaget. The term

cognitive psychology refers to an approach thaengpts to describe and explain the
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underlying cognitive processes of behaviour. Int@st with the S—R or “black b8k
paradigm of behaviourism, cognitive psychology plages that clear inferences are possible
about the inner transforming process between “sipaind “outputs” (the “white box*
paradigm) (Knoerspp.cit. 2882). Cognitive psychology can be defined as gshentific
analysis of human mental processes and memorytstescin order to find out more about
human behaviour. The analysis considers the human being as an irftom-processing
system, and focuses on the cognitive processescadgeitive structures, and strategies
employed(Knoers, ibid): the analysis of processes staytgiing students an intellectual
task, for instance, an arithmetic problem. Theaes®er observes accurately the way in which
a student solves the problem, asks questions d@begolution activities, and tries to find out
what the knowledge looks like. Analysis of cogratistructures tries to untie knowledge and
to look for a structure into which the componentipaf this knowledge are fitted. In addition
to these, there are also the metacognitive capiabiliThey plan, regulate, and control the

cognitive processes that take place in the mind.

3.6. The Phenomenographic Approach

This approach, deriving from phenomenology, isome respects a reaction against the
lack of attention in research to the question oivHearners themselves experience their
learning. The point of departure for these studias one of the simplest observations that can

be made about learning, namely that some peopléetter at learning than others (Marton,

2 Because behaviorists are concerned with obsertahlavior, they treat the mind as the “black box”.
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1994:4424). Using experiments, Marton (1981) redclige conclusion that qualitative
differences in understanding revealed that theee ddfferent categories of approaches to
learning. Students commenting on what they expee@nin their own everyday studies,
reported different learning strategies. Marton atlts students have different intentions:
being able to reproduce at the given moment whatldeen learned to forming a personal
opinion built upon what has been learned. The Pmemographic approach has formed the

basis of fruitful research on several approachésaiming.

3.7. The Situated Cognition and the Learning Paradigm

This paradigm involves a reaction against th@ndtve psychology approach,
especially in the neglect in cognitive psycholodytlee impact of situational and contextual
factors on learning and cognition (De Corte, 198%)is paradigm derives from Pragmatism
and is also influenced by Vygotsky. It emphasizest knowledge should not be abstracted
from the context or the situation in which it is leedded: students, for instance, should not

learn words in the foreign language without theternhof ordinary communication

Many of the most contentious debates in the aréaslacational psychology during the
last thirty years have revolved around the issuday language proficiency is related to
academic achievement. Disagreement about apprepveays of conceptualizing the nature of
language proficiency underlies diverse controversas for example, the extent to which the

poor school achievement of low socio-economic/caltustatus students is caused by
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differences in the language use patterns of thas#ests in comparison with middle-class

students (Labov, 1972).

4. Sociology of Education

Much of the work done by educational sociologigisteed on the relationship between
education and the larger society. Some of it wasratt and philosophical. For example, they
argued that schools could develop our ability tapghthe future by teaching us to approach all
subjects scientifically. Some of their work was piém; they argued that education was the
key to the alleviation of all social ills. Some ibfwas narrowly pragmatic, and focused on
details of school and classroom organization. Thess much discussion of administrative
problems and of methods for managing conflicts leetwschools and families, special interest

groups and problem students.

Virtually all social thinkers, since the time ofa® and Aristotle, have considered the
education of the young as part of their theory afisty. From a social point of view, the
process of education has always been linked whkradocial processes, either as a source of
stability or a source of social conflict. Howevgiven that the discipline of sociology did not
emerge until the mid- nineteenth century with thetimgs of Auguste Comte (1798-1857),
what could be called sociology of education did apterge until Emile Durkheim (1858-
1917) began to teach, and write about educatiore ®ther major nineteenth century

sociologists, Max Weber (1864-1920) and Karl Ma®818-1883), did not write about
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education, either as process, or social institutdgvertheless, all three have had considerable

influence on the development of sociological schdbbught of education (Young, 1971).

4.1 Classical views

4.1.1. Marx

Marx ‘s claim that education in @apitalist societyis a tool ofruling class interest
does direct one to examine the relation betweerntkeeest of economically dominant groups
and the prevailing ideas of education god or worthwhile in itself (Young, ibid: 28). It
follows that the dominant emphasis of the educatigstems of capitalist societies, which
might be described as the competitive concern itims, grades and degrees, can be seen as
one expression of the principles of market econdsgybelieved that education was a way of
imposing a dominant ideology on members of socigyticularly the working classes, so that
they would accept and not question their positrosaciety (Saha, 1997). Althusser, a French
Marxist of the late twentieth century, referredthis process as one gimbolic violence

(ibid.).

Antonio Gramsci, an lItalian Marxist, (1957, 196vas more concerned with
education. His primary concern with both the rolantellectuals (and by implication ‘their
kind of knowledge’) and what he called tbaltural hegemonywhich he saw as imposed on
the working classes who are thus prevented fronkihg for themselves, is important for any

consideration of the content of education.
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Sociologists should raise the wider question ofrtiation between school knowledge
and common sense knowledge, of how, as Gramsciestgygknowledge available to certain

groups becomes ‘school knowledge’ or ‘educatioaatl that available to others does not.

4.1.2. Weber

Weber, too, saw education largely in control terfifsus even though he focused his
analysis of society on bureaucracy and rationafiy,him education served as a credential
whereby an appropriate way of life would be preddor. Weber is suggesting that curricula

are defined in terms of the dominant group’s idgfabe “educated man” (Young, ibid: 28).

4.1.3. Durkheim

His specific works on education, apart from the bags on the social nature of
curricula and pedagogy, are not helpful, althougk important to remember that these books
are collections of his lectures to student teachatsnot systematic studies in sociology. The
familiar criticisms are however applicable—firsthis undifferentiated view of society which
blurs the culture/social structure distinction @sdumes them to be synonymous or congruent
or functionally related; and secondly, an over eagion the value-component of education
which he envisages as having a primarily integeatather than stratifying and differentiating

function.

It is Durkheim who was the first to set up the aahculture in a social object.

Resulting from lectures given over ten years, listipumous book’évolution pédagogique
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en Franceanalysedhe educational system since its origins and cemsithat the educational
ideals, as well as the programs in which they arereyed, are to be linked to the whole social
system and its changes: economic, social, andraul{Durkheim, 1938). He presented the

following definition of education:

Education is the influence exercised by the adeiftegations on
those who are not ready for social life. Its objecto arouse and
develop in the child a certain number of physicafellectual and
moral states which are demanded of him by botlpttiécal society
as a whole and the specific milieu for which hespecifically
destined(Durkheim,1956:71)

He contended that education is of prime importaiocéhe operation of society. The prime
function of education is socialization. This is fm®cess which changes the human being into

a social person.

4.2 Introduction to the theories

4.2.1. The Consensus Theory

Consensus theorists (Durkheim, for instance) pouttthat societies cannot survive
unless their members share at least some comm®ofggtrceptions, attitudes, and values. As
their name implies, consensus theorists often stites beliefs and interests that we share in

common and give less attention to those beliefsiatedests on which we differ.
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Consensus theorists, like many other social thespigge societies as being made up of
"parts”. These "parts" make up the social structafeeach society. There is some
disagreement as to whether these "parts" are hesght of as social institutions, patterns of

social behaviour, social roles, or some other tyfpenit.

No society is completely static, and consensusritsorecognize that at least some
social challenge is inevitable. For example, evemiy occur outside a particular society that
impinge upon it and force it to change in respohiaertheless, consensus theorists stress the
forces that keep societies relatively stable rathan those that press for radical and abrupt
change. They point to the persistence of such hasiitutions as the family and to similarities
in the values and behaviour of various generatiassevidence of how slowly societies

actually change.

Agreement on important perceptions, sentimentsjegland beliefs is another theme
of consensus theory. Consensus theorists pointhowtever, that in any society, there is a
shared set of abstract and complex assumptionst dbeuwvorld without which social life
would be impossible. This consensus is achievedutir socialization, and, in modern

societies, the function of socialization is prinhaperformed by the family and the schools.

According to Durkheim, then, the primary functioh emlucation is to socialize new
generations to overcome their egoism and to becpnoeluctive members of society.
Education contributes to the maintenance of theabeystem and the conservation of the

national character.
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4.2.2. The Conflict Theory

Whereas consensus theorists focus on functionagration, core values, and social
stability, conflict theoristsfocus on the coercive nature of society and thegséveness of
social change. To the conflict theorist, power gfita is the main dynamic of social life. On
the one hand, societies are held together by paWsdcial groups that coerce cooperation
from the less powerful; on the other hand, soaetiee perpetually changing and in danger of
disintegration because power struggles can resuleiw elite groups replacing the old.
Conflict theorists view social systems as dividetbidominant and subordinate groups. The
relationship between these groups is exploitativth the dominant group taking all or most
of society's valuables for itself. The dominantugralso imposes its own values and world

view on its subordinates (Young, 1971).

The solution to all of these problems was offergdabsystem of mass education.
Compulsory public schooling could accomplish selvargortant goals, all in service to the

state.

First, mass education could supply workers with twognitive, intellectual, and
technical skills required by the economy. Seconidlgould supply workers who had already
learned the values and behaviour conducive to mtodulabour. Children could be taught

punctuality, discipline, deference to authoritygdatceptance of responsibility for their work.

% Conflict theory in education derives from Marx'csal conflict theory between social classes.
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The social relations of the school (the relatiopdtetween teacher and students, for example)
could replicate the social relations of the workpland ease the transition from the family to
the world of work. Third, the schools could teachdlty to the state and obedience to the law.
The schools, then, could provide with a ready,imgll and able supply of workers. Bowles
(1972) argues that it was for these reasons thsystem of mass education was finally

established in the United States.

Bowles takes his analysis one step further, howeé¥erargues that the system of mass
education not only supplies skilled and committearkers, but it also actually legitimizes
existing inequalities in the social division of taly by suggesting that these inequalities are
based on merit rather than on coercion. For exgntpke educational system appears to be
open to all and to reward people on the basis ityaand willingness to work. Children are
taught that they all have an equal chance of prpvireir worth, of receiving prestigious
educational credentials, and of going on to pas#iof affluence and power in the larger
society. However, Bowles argues that this is a mytHact, the educational system rewards
children differentially on the basis of their clamsgins. Children from elite families become
the elite of the next generation. Children of tlemmpremain poor. Consequently, the social
division of labour is reproduced in each generatieurthermore, because the system gives the
appearance of openness and promotes this idedlagyth, children believe that those in the
dominant class are there because they deserve amdehat those who are poor are poor
because they are lazy or uneducable. This effdgtivknds most people to the oppressive

nature of the system.
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4.3. School as a social organization

This is a general concept which embraces a rangeheoretical and
methodological perspectives on the school as a ngocial system which has a structure (a
formal and informal organization, a system of mamgnt and administration, an allocation
of roles with duties and rights, etc.) and a c@t(one or more systems of values, norms and

sanctions among its members).

The classic account of the school as a sociaksys$ that by Waller (1932), whose
writings were devoted to school and its values: ditinctive culture of the school, the
characteristics and social relations of the teag;hitre relation between the school and its

community.

Research on language choice and symbolic dominatischooling can be seen as one
approach to one of the major sociological questr@garding education, namely the role of
education in social and cultural reproduction. Slogists and anthropologists have long
argued that, while schooling is often supposedeta Inajor means of meritocratic, and hence
democratic, access to social success, in factvisduation procedures favour the already
successful. In other words, schooling simply reposs$ existing social hierarchies, whether

based on class, ethnicity, race, religion or gender

Bourdieu and Passeron’s (1970) pioneering workh@s1dubject focussed attention on
the process of social selection through educati@ntral to their argument is the notion that
schools contribute to social and cultural reproducbecause the knowledge they value is not,
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as they claim, universal, but rather is the priydeé property of the dominant classes. As a
result, students who come to school already poisgesgat knowledge have a better chance of
doing well at school than those who do not. Orasserted by Young (1971:2The school
curriculum becomes just of one the mechanisms girowhich knowledge igsocially
distributed®. However, in order to fulfil this function effectilye it is crucial that it be
masked; that is, all participants must accept tsd) albeit false, assumption, that schools are
really meritocratic. Bourdieu and Passeron (19&ith symbolicdominationor the ability of
dominant classes to convince themselves and othatghe existing social hierarchy is thus

justified on the basis of inherent properties ajgle or knowledge.

4.4.Equality of opportunity

The concept of equality of opportunity has beeneaging through all post-war
educational history. This dominated the educatiaeddate until the end of the 1970s, as did
the concept elsewhere. Its implications were faachéng. Preschool education would
allegedly start the culturally and socially depdveff on the same footing as their more
fortunate fellows. Secondary education for all hasome a reality. Although by 1980, in the
developed world, this had largely been achieved,déveloping nations had to be satisfied
with the goal of universal primary education: thias unfortunately not achievable. In 1987,
the world population topped 5,000 billions for thrst time; this was greatly significant for

education. It meant that the majority of childreould receive a fully primary education, let

4 In italics in the text.
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alone secondary education, before well into the nakennium. Equity, in a global context,

was therefore very problematic (Hall, 1994).

In the West, however, the comfortable assertiosoafologists, such as Schelsky (cited by
Hall, 1994: 1062), in the 1960s that the school s main distributor of life chances—a
powerful argument particularly for those committeda comprehensive secondary school—
was modified by the Coleman Reponthich showed that variance in school attainmeoser
more from causes external to the school. Howevenfidence was further shaken by the
publication of Jencks’ et ahequality (1972), which demonstrated that equality was nowhe
within reach: resources available differed from adhto school, as did the quantity and
quality of what was offered, and cognitive skill§feted between children—a regrettable

oversight of nature.

4.5.The reproduction Theory

During the 1970s, radical educational theoristsvdatiention to the apparent failure of
liberal educational reform to bring about struckwiaanges in society which would produce

more equitable distributions of wealth and power.

Reproduction theory (Bourdieu & Passeron) aroseegponse to the failure of mass

systems of education in Europe to achieve greateimlsequality. Previously the failure of

® Coleman Report: It collected a vast amount of imi@tion on students and schools that permittededdd
provoked, a veritable flood of reanalysis, repimatand critique. In one bold stroke, it challengdud
methodological and conceptual assumptions thablad prevalent in education for an age. (Heyns§:13@4)
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children from lowerstatus background had been interpreted in termmsdofidual differences

in intelligence, language, or motivation. Attentidmd been paid to the presenting

characteristics of children, rather than to therapen of schools as institutions. With the

reproduction theory, the focus shifted to the teagihelationship, the use of language, and the

influence of implicit models of “good” and “bad” pils.

While recognizing the importance of economic fagtoonnected with class position—
income, living conditions, resources for study,diand physical constraints — Bourdieu and
Passeron argue that cultural differences are nmopertant. InThe Inheritors(1964, 1979 for
the English version), the authors identify two maj@ys in which educational opportunities

were constrained or enhanced by cultural factokseli to social class.

To examine the importance of language as a sourceltral advantage, Bourdieu
and his colleagues studied the teaching relatipngmi French higher education and in
particular the efficiency of communication betwedeachers and students in faculties of arts.
The code of communication was rhetorical. As sucfavoured young people from upper

middle-class.

The cultivation of a particular disposition to leas central to Bourdieu and Passeron’s
arguments about the social origin of educationafuality. Language training is the core of
the family’s pedagogical work, and the type of laage patterns laid down by the family
determine how far away in cultural terms a childl e from school, or how close. Thus, for

Bourdieu and Passeron (1977: 73):

Language is not simply an instrument of commurocatit

also provides, together with a richer or poorer &balary, a
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more or less complex system of categories, so that
capacity to decipher and manipulate complex stnestu
whether logical or aesthetic, depends partly on ldreguage

transmitted by the family.

The language facility of children brought up in ixedlucated homes represents part of
their cultural capital. Cultural Capital is progressively translated intthaastic capital—
marks, school record, qualifications, prizes, —a&etiolastic capital controls access to the
most profitable parts of the curriculum in schoetlahe most prestigious institutions of higher

education.

The translation of cultural capital to social capitould not occur except through the
medium of teacher judgement. Again the social iastitutional contexts need to be taken
into account to appreciate the role of teachergranslating cultural capital into academic

success. The argument, in Bourdieu and Passerthratis

[Blecause learning is an irreversible process, thabitus
acquired within the family forms the basis of tlezaption
and assimilation of the classroom message, anch#imstus
acquired conditions the level of reception and eegrof
assimilation of the message produced and diffusedhie
culture industry, and more generally, of any irgetual or
semi-intellectuamessage(1977:43-44)

This is why thepetite bourgeoisie, the transitional clagBourdieu and Passeron,

1979: 23), is the stratum most attached to scholastues, because the educational system
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promises to answer all their aspirations by conmgrihe values of social success with the

values of cultural prestige.

In the 1960s, among the prominent explanationgeredf for the skewed
representation of certain groups among those dwiell or, conversely, doing poorly, at
school, the argument that the problem was duedaitive, social and linguistic deficit among
unsuccessful student populatigiBereiter & Engelman, 1966; Jensen, 1969) was pdatiy
influential. Bernstein is a sociologist whose r@skavas prominent in this area. It is not at all
clear that Bernstein intended himself the defigpdthesis, at least in its strongest forms, but
some of his proposals were interpreted in thatctioe. Bernstein wrote that two kinds of
codes could be distinguisheelaborated codend restricted codg(Bernstein, 1972, 1975).
Restricted code is used by everyone, but some rehildcquire also the elaborated code,
which Bernstein saw as essential for success inachle indicated that the working-class
child was likely to be limited to the restrictedden while the middle-class child would also
have the elaborated code, but he later modifiesl tieferring to the codes as sociolinguistic

rather than linguistic.

Bourdieu and Bernstein have clearly been reciphoo#luenced by each other’s work
(Bernstein, 1975: 116-145; Bourdieu and Passerori7:1946). Bourdieu and Passeron,
referring to the seminal work of Bernstein (197™)phasize that the early years of school are

crucial. For Bourdieu (1966: 329-330),

[O]f all the cultural obstacles, those which ariseorh the
language spoken at home are without doubt the s®#bus and

the most insidious, especially during the first ngeaf schooling,
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when comprehension and manipulation of words aeefticus of

teacher judgement

Reproduction theory arose as the first efforthepost-war era to democratize
secondary education were shown to be failing. Mochtemporary research, including the
early work of Bernstein (1971), sought to expldirs toy documenting cultural deficiencies in
working-class children. With the writings of Boigd and Passeron, a major shift occurs
from theprovider perspective to thelient perspective. From the point of view of the fagsli
and children seeking to access secondary educdtienschool’s implicit expectations on
language training in the home, on scholastic oaigo, and on cultural capital amount to a

culturally arbitrary systemwhich inevitably disadvantages them.

In Bernstein’s view (1971), in order to understahd social system, how it persists
and changes in the course of the transmissioncaftare from one generation to another, you
have to understand the key role that language phetyss. He approaches this through the role
that language plays in the socialization processthken moves towards a much more general
social theory of cultural transmission and the neaiance of the social system, still with the
language playing a key role. Bernstein’s and Bmuwréind Passeron’s works sum up theory of

the social system with language embedded to it.
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5. Educational

Linguistics and Second /Foreign Language Learning

Explicit consideration of the role of language mstitutionalised education is relatively
a recent phenomenon. Only in the last third of tlentieth century, centred on newly
professional teacher educators for mother-tonguerergn language teachers, has there been
systematic interest of the role of language instl@asms in schools or colleges. This period
has coincided with major developments in linguisiitl educational research, but work on the
central role of teachers as educational linguises. @s conscious analysts of linguistic

processes, both their own and others’) has scabegyn.

The formal tradition of language in education desi from the teaching of
classical languages, emphasizing literacy, traioslag canon of approved literary texts, and
grammatical instruction. Outside formal educatiomgre naturalistic methods for effective
development of foreign language skills co-existedile the democratisation of schooling led
to an increasing role of mother-tongue educatios. piimary education expanded, basic
courses developed to train teachers, and languadgyg began to respond to the impact of
psychological and sociological research as theseplines established themselves through
the 20" century. Thus Piaget’s and Vygotsky's work undemations of child development

and socialisation (van Lier, 1997).

As education systems on western models spreadadéithie world, debates about the
appropriate content for teacher education proliéztaln Britain, around the 60s, a consensus

rose that in addition to subject knowledge and gedg required for the teaching of the
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subject, teachers had to have an understandindpitefspphy, psychology and sociology of
education. The intellectual boundaries have beawrm without linguistics, first. But through
Fries’ (1952) link of structural linguistics to aodingual procedures in foreign language
learning, and Halliday’s establishment of thimguistics and English Teaching Project in
Britain (1964-70), the theoretical statements and teacmaigrials were produced (van Lier,

ibid.).

5.1.Early developments

Linguistic theory and research have always had#nence on language teaching to
varying degrees. Our review will discuss how d#fartypes of linguistic theory—structural,

generative, and functional linguistics—have infloeth language teaching.

The period when linguistics had the strongesuarice on second/foreign language
teaching was the 1950’s and the 1960’s, when thi@dingual approach, which is based on
structural linguistics (and behaviourist psycholpgyas the most influential teaching method.
Based on the structural linguistic tenet tlastguages can differ without limiShirai, 1997: 1)
and the behaviourist learning theory of habit faiora second language learning was
considered to be essentially creating a new h#txt target language) by suppressing the old
habit (the mother-tongue). Learning difficulty, tefre, was believed to stem mainly from
the difference between the first language (L1) sredsecond (L2) or foreign language (FL).
The Contrastive Analysis Hypothedisado, 1957) was a major tool in this approactwais
thought that by comparing the learner’s L1 and trget language, the areas of difficulty

could be predicted, which in turn could make thackeng of linguistic structure more
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efficient. Techniques emphasized in the audio-laigapproach were structural oral drills

which aimed at having learners acquire the strattproperties of the target language. By
means of oral drills such as substitution, coneersand mimicry memorization, learners were
expected to develop the habits of L2 structure, @ainthe same time, overcome interference

from habits from L1 (ibid.).

Although the audio-lingual method continued toibesogue in the 1960'’s, in the
field of linguistics Chomsky’s transformational geative grammar had begun to change the
scene. Structural linguistics as well as behavsbupsychology had focused only on the
analysis of “observable behaviour”, claiming thasflating non-observable constructs was
unscientific (Shiraipp.cit:3). Chomsky’s transformational generative gramrhawever, not
only proposed a more adequate model of descrifyoasing non-observable constructs such
as Deep StructureTransformationsbut it also addressed deeper questions, such s wh
language has the form it has, and how humans a&cguDuring the 60s, Chomsky’s grammar
gained the status of orthodoxy in theoretical lisjos (Newmeyer, 1986). It was also
instrumental in the fall of behaviourist psycholpgnd the rise of cognitive psychology,

which is more mentalistic (items of knowledge do exist except in the mind).

With the demise of structural linguistics and bebarist psychology, Audio-
lingualism lost its theoretical backbone. Furthemmosarious empirical studies which tested
the Contrastive Analysis Hypothesis did not supotin addition, it was shown that not all
errors are the result of creative processes of thygses testing (intra-lingual errors, Richards,
1971 [1974]). Losing both its theoretical and enapir validity, Audio-lingualism lost its

legitimacy by the late 1960’s.
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5.2.Major contributions

Unlike structural linguistics, Chomsky’'s generatiheory of language did not have
much to say about second language teaching (Chqomi€66). Generative linguistics has
therefore not influenced teaching methodology diyedHowever, it did influence second
language teaching indirectly through the work ofosal language acquisition researchers
inspired by the spirit of generative linguisticst the same time, there were also other
theoretical frameworks of linguistics, namely thaé@ more social and functional orientation,

that influenced second language teaching as wedisssarch on second language acquisition.

Currently, there are two schools of communicatipproaches that are considered to
be good sources of second language teaching: phe Model (e.g. the natural approach) and

the Input—Interaction Model (e.g. Communicative fgaage Teaching) (Shirai, 1997:2).

Krashen is the most well-known proponent of ingue., comprehension-based)
models of L2 teaching. Based on his own synthekiseoond language acquisition (SLA)
research, he postulated that second language @mquccurs when the learner comprehends
the language input in a low-anxiety, high-motivatgtuation, and proposed that the teacher’s
role is to provide students with just such an emwinent in the classroom. He also claimed

that conscious grammar teaching/learning is effectonly in monitoring (i.e. checking)
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grammatical correctness, not in the acquisitionL®f per se (Krashen & Terrell, 1983).

Krashen'’s theory appears to be based on three magas of research:

1. Chomsky’s generative linguistics,
2. Research on the effectiveness of different L2 tecmethods, and

3. Research on affective factors (anxiety, motivatersonality).

First, Krashen borrowed Chomsky’s notion of thenguaage Acquisition Device
(LAD), though only at a metaphorical level (Scha&hi997). He claimed that given linguistic
input is comprehensible; the LAD of L2 learnerslwibrk just like that of children acquiring
L1. Second, Krashen’s theory is based heavily orpheme acquisition order, which claims
that it is a universal order that cannot be altdrgdnstruction. These morpheme studies are
strongly influenced by generative linguistics. As 8aid earlier, the predominant view of the
1950’s and the 1960's was that learners’ errorsilremostly from L1 interference. But
Chomsky, in invalidating behaviourist psychologydastructural linguistics, emphasized
instead the universal aspect of language and |lgegaaquisition. Inspired by Chomsky’s
ideas, second language researchers began to gatesthe learner’s acquisition process.
Studies on morpheme acquisition point to some usaletendencies in second language
acquisition, which in turn inspired Krashen’s theof second language acquisition (Dulay,
Burt & Krashen, 1982). It should be noted, howeuwbh@at Krashen’'s theory on second
language acquisition has been questioned by o#smarchers (McLaughlin, 1987; Gregg,

1984), even though his teaching method is regaadezffective.
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Communicative Language Teaching (CLT, sometimdkedahe Communicative
Approach), on the other hand, developed indepehdénm Krashen’s Natural Approach. It
originated in a project undertaken by the CountiEarope, whose primary goal was to
construct a teaching methodology to teach foreaggliages to meet the increasing need for
communication in a second language in the rapidigrnationalizing Europe—the Threshold
Level (van Ek & Alexandér 1975). The outcome was the Notional FunctiondlaBys,
which emphasized the teaching of communicative tfans of language (e.g., requesting,
apologizing, disagreeing) rather than of linguisticictures. To teach communicative abilities
using this syllabus, a number of teaching princfiéchniques (e.g., information-gap
activities, use of authentic language) were progaskeich have now grown into the present

day CLT.

CLT has its theoretical underpinnings in Speech Rweeory, Functional Grammar
and sociolinguistics (Munby, 1978). Speech Act Tigegas developed by philosophers such
as Austin and Searle. Austin (1962) pointed out Wizen people say something, they are not
only uttering the sentence, but are also engagesbiime pragmatic act such as requesting,
warning, promising, instructing, etc. and he depetba theory of how sudpeech actare

performed. These led to the functions used in CLT.

Systemic Functional Grammar (Halliday, 1978) isoakadically different from
Chomskyan formal linguistics. Whereas Chomsky ersiziea the concept of modularity of

syntax from semantics or focus on the study cofnpetence(i.e. abstract knowledge

® Alexander, L.G. would be known in Algeria for hisxtbooks used by secondary school pupils. Thdoaks
will be dealt with in Chapter Five.
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representation in the idealised native speakerigdjrénd disregardserformanceg(i.e. actual
use of language), Halliday argues that the studymdtions of language is important in itself,
and that the nature of language should be explamé&ahctional terms. Naturally, Halliday’'s
ideas are quite compatible with the needs of CLAgse focus is to help learners acquire the
ability to use a second language in a communica@teng. Halliday’'s theoretical constructs,
including the interpersonal functions of languagere thus translated and used in actual L2
teaching syllabuses, and were also used as impadastructs in language testing (Bachman,

1990).

Hymes (1972) proposed the notion of Communicat@empetence which is
generally considered today as the L2 ability tatiained in CLT. Coming from a background
of sociolinguistics which investigates languageaatual use, Hymes considered Chomsky’s
notion of linguistic competence too narrow, ancedassl that a theory of language competence
should include knowledge concerning the rules afjleage use, such as rules about social
appropriateness. The notion of communicative coenust was further refined and expanded
by Canale and Swain (1980) in relation to secomgjdage teaching and testing, and their

paper has since been a reference point for anysigmn of Communicative Competence.

6. Learner’'s Autonomy

A conception of language learning is an essentmhponent of a language theory.
Empirical research has developed concepts abogtiémye learning and has tried to recognize
possible relationships between learning outconmes|earning process, learner characteristics,
and the conditions for learning, i.e. the social &nguistic context in which learning occurs.
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Language education research moved since the 18&®smethod studies to learner-centered
work. Attempts have been made by a few investigaioifind out how learners cope with the
difficulties that are presented by language leaynkifforts were made to study the strategies
and techniques of learners. Rubin (1975), the twsdwn sociolinguist, for example, produced
inventories of learning strategies. On the basisbsiervation she came out with a provisional
list of seven learning strategies. She definedtegiras as techniques or devices which a
learner may use to acquire second language knowlddger Stern (1975, in Stern, 1983)
produced a list of ten strategigdanning, active, empathic, formal, experimentaimantic,
practice, communication, monitoring, and internatinn, strategies These strategies were
used in a research carried out by Naiman et al§)L6ii some outstanding language learners

in Canada. The study found out that

[G]ood language learners take advantage of potentiakbeful
learning situations, and if necessary create thdiey develop
learning techniques and strategies appropriate Heirt individual
needs.(Naimanet al 25, quoted by Stern, 1983:406)

The so-called “good language learner” studies ef 2870s (notably Naiman et al.,
1978) laid the foundations for this research byestigating some of the qualities that
characterize successful language learners. Thesaels are characterized above all by
strategies for active involvement: for example,ytmepeat silently to themselves what the
teacher or other students say; they think out tbwim answer to questions which the teacher

puts to other students; they pay close attentiomhéo meaning of the language they are
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practicing; and they seek opportunities to use lmguage outside class, for example by

reading or seeking personal contacts.

6.1. Learner’s Strategies

One of the ways learners become actively involvecbintrolling their own learning is
by using strategies. Learner strategies are thegtite and behaviors that learners use to help
them comprehend, learn, or retain information (Ql&a & Chamot, 1990)Or there are,
according to Oxford (1990:23%)perations used by the learner to aid acquisit&toyage, or

retrieval of information.

Subsequent research (McDonough, 1999, citing Chat®87) has confirmed that
successful learners generally use a greater numbeictive learning strategies. It has
identified strategies which fall into three broategories: (1) metacognitive strategies (e.qg.,
which involve an attempt to regulate learning tlgtoylanning, monitoring and evaluating),
(2) cognitive strategies (e.g., which involve as#ytransformation, or synthesis of learning
materials; and (3) socio-affective strategies (esgcial/affective, which concern ways in
which learners interact with other users of the.l&)practical aim of this research is to
identify in more detail the strategies which leadniore successful learning, so that these
strategies can be introduced to less successiuldes It is generally accepted, however, that
the specific strategies which best suit one leawikmot necessarily be those that best suit

another learner. An essential point to highlighthiat what seems to characterize successful
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learners above all is the flexible use of learnstigaitegies. Good language learners have a
range of strategies at their disposal and sele@thndtrategies to use in accordance with both

their long-term goals for learning the L2 and tlagtigular task at hand.

6.2.The Learner’s Role

During the past two decades, the active role ofl¢laener in the language learning
process has been clearly acknowledged. The majphasis in research on the role of the
learner is the work that has been done on leatraegies. As we saw previously, the interest
in leaner strategy was initiated in the 1970s &ed1980s out of a communicative perspective
on language teaching methods which emphasized nbh@vement of the learner in the
process. The concepts of learner autonomy wereatantes in discussion of communicative

language learning.

The importance of self-directed techniques emefged the work of Knowles (1975)
in the area of education and the identificationtted need for ongoing learning to prepare
adults for the social and technical changes inempbrary society. Knowles identifies the
ability to go on learning as central to the adedirhing experience and quantifies the success
of the adult educator as one who has left studettisthe ability to pursue their own learning.
The ability to go on individually with the learnirgyocess necessarily implies a different role
for the learner. The application of this generadaido language learning was made fully
explicit in Henri Holec’sAutonomy and Foreign Language Learni(®79). Here learner
autonomy, understood as the learner’s capacityan, pnonitor and evaluate his or her own

learning, comes to be seen as a prerequisite ®rstitcess of a needs-based approach to
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language learning for communication. Self-assessiim@ernal evaluatior) is fundamental to

the process of autonomous learning:

It is one of the stages of learning, that duringickhthe
learner evaluates the attainments he has lately enad
compared with what he was aiming at so that, infits place,
he can be certain that he really has acquired sbimgt— and
the learning process is not at an end until thisleation,
whether positive or negative, has been carried-oand in the
second place so that he can plan his subsequemhiten
(Holec, 1979: 21, cited by Little, 2006: 176)
More research has been done on learner autonomyndegdendence (Holec, 1981,

Benson, 2001) and its importance to a successhrhileg process. Wenden (1991) has

particularly promoted the notion of autonomy irat&n to language learning.

For a definition of autonomy, we might quote Ho(@681: 3) who describes it dhe

ability to take charge of one's learningittle (1996: 4) expands it to say that it is

essentially a matter of the learner's psychologreddtion to
the process and content of learning—a capacity for
detachment, critical reflection, decision makingnda

independent actian

It is not something done to learners; therefdrés far from being another teaching
method (ibid.). This line of reasoning operateshimit and is congruent with, the theory of

constructivism.
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6.3. Learner Autonomy and the Psychology of Learning

Positivism, which reigned supreme in the first ladlthe twentieth century, as we saw
earlier in this chapter, is premised upon the agsiom that knowledge reflects objective
reality. Therefore, if teachers can be said to hbid "objective reality’ learning can only
‘consist in the transmission of knowledge from imakvidual to another(Benson & Voller,

1997: 20).

Constructivism is an elusive concept and, withirpliggl linguistics, is strongly
associated with Halliday (1978, cited in Benson &llgr, 1997: 21). In contrast to positivism,
constructivism posits the view that, rather thanenmalizing or discovering objective
knowledge (whatever that might mean), individuaklsorganize and restructure their
experience. Language learning does not involvernatzing sets of rules, structures and
forms; each learner brings his/her own experiemceveorld knowledge to bear on the target
language or task at hand. Apparently, constructivisupports, and extends to cover
psychological versions of autonomy that relatestrmers' behavior, attitudes, motivation, and
self-concept (Benson & Voller, 1997: 23). As a fgstonstructivist approaches encourage
and promote self-directed learning as a necessangitton for learner autonomy. The
constructivist premises stipulate that studentsilshbe agents who manufacture rather than

receive knowledge.

On a general note, the term autonomy has come tasbd in at least five ways

(Benson & Voller, 1997: 2):
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» for situations in which learners study entirelytbair own;
» for a set of skills which can be learned and aplgleself-directed learning;
e for an inborn capacity which is suppressed by tutstinal education;

» for the exercise of learners' responsibility fagittown learning;

for the right of learners to determine the directad their own learning.

It should be emphasized that autonomy requiresierathan eliminates teacher’s
intervention. Little (2007) emphasizes that both #bility to learn and the ability to teach are
crucial to the success of the autonomous learningess. The teacher’s role is indispensable

in the development of language learner autonomy.

6.4. Advantages

In general, autonomous learners are more highlyivated than non-autonomous
learners. In other words, autonomy leads to bettere effective work. The literature has
provided evidence that learning autonomy increasesvation and consequently increases

learning effectiveness. Knowles (1975), for insegmeported that

there is convincing evidence that people who talkeinitiative in
learning (proactive learners) learn things and ladvetter than do
people who sit at the feet of teachers, passivaliing to be taught
(reactive learners). They enter into learning mpreposefully and

with great motivation(Knowles, 1975: 14).
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As suggested by Littlewood (2000: 33) the main foaull be on what the learner can
do in order to attain a considerable degree of reutty, even though the success of the
learner is, to a great extent, determined by theatibnal system and the requisite role of the
teacher. For students, the ability to behave autmusly is dependent upon their teacher
creating a classroom culture where autonomy ispdede For teachers, this acceptance of
autonomy would come from the institution. For bdthis acceptance is really the transfer of

power—the loss of power and control from teachenstitutions.

6.5. Learner’'s Autonomy in the Local Context

Discussion of learner autonomy has not been eptpekitive. Some critics have
claimed that the very idea of autonomy is parthaf YWestern cultural tradition and thus by
definition alien to non-Western learners (Jone95)9An extension of this argument claims
that the methods used to foster the developmeteasher autonomy are likewise alien to
non-Western pedagogical traditions. As for AlgeNtljani (1991) questions in his paper on
self-access learning, whether an educational sy#taims known for its conservatism could
lead to learner’s autonomy, given that both teaxlaad students are used to certain roles in
the classroom. Teachers have usually a domineesiegand in order to create environments
which will develop learner's emancipation, they @ao move towards a more tolerant role of
counselors and guides. Miliani is rightly cauti@mout teachers’ new role: they have to cater

for the participative role of the learners, andttemselves convinced. Besides, the Algerian
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reform of the educational systén2001) has already predicted changes in curriemd
methodologies and advocates the autonomy of thedesa together with the shift from a

classroom-centered to a learner-centered approach.

7. ICT and Language Learning

The tradition of using technology-based materidhimguage teaching goes back to the
days of early language laboratories and the ussidio material for text comprehension, and
recording functions for pronunciation practices.a@mar-translation and audio-lingual
methods, grounded on behaviorism, went hand in atmdprogrammed instruction. Students
were able to repeat drills with the seemingly &éssl and patient laboratory-as-tutor, and
instruction appeared to be at an upmost efficierddgny instructors felt that repeated

exposures to certain practices and structures bemeficial to students.

Thus there has been a fertile ground for more ganays of technology-supported,
pedagogical arrangements in foreign language tegchiong with the development of

technology.

For the last twenty years language learning has geeintroduction and integration of
new information and communication technologies (ICThe integration of the personal
computer and information technology to languagernieg is becoming increasingly

commonplace in many institutions. Moreover, thenpotdon of student self-directed and

" According to the works of a national commissiomjled Commission Nationale de la Réforme pour
I'Evaluation du Systéme Educatif (CNRSE).Presidariliecree N° 2000-101of May 9th, 2000, on the doeadf
a National Commission of the Reform of the Edwmal System. (Article 12) Official Journal.

This will be more dealt with in the following chaps.
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metacognitive learning is integral in allowing stats to become increasingly aware of their
own abilities to remember, learn, and solve prolslemmd more strategic and reflective in their

learning, thinking, and problem solving (Mishanp2a

Whatever name it may take, be it CALL (Computeristesl Language Learning) or

WELL (Web-Enhanced Language Learning), the maircbje of the program is tionprove

the learning capacity of those who are being tauglldnguage through computerized means
(Cameron, 1999: 2, cited by Gruba, 2004: 623). @miites that the definition focuses more
on language learning than language teaching whitaeasame time the use of the computer
forces the reconsideration of the traditional rolearners, teachers and researchers have each
to adapt to the demands and opportunities offesed bange of new technologies. With the
advent of computers and the Internet, learnersirameasingly called upon to design and
execute their own computer-based activities. Newr@gches to language learning are

emerging as Gruba (2004: 623) states:

Socio-collaborative approaches to teaching and mazy are
replacing communicative ones, and debates abouaguyy
now center on aspects of learner autonomy, collathoe

project design, and appropriate assessment pragtice

Chapelle (2001, cited by Gruba, 2004) notes thatnternet usage prompted not only
a much greater access to resources, but also pbtid motivation for developers to create
sophisticated materials that would hopefully attlacge audiences. Classroom-based CALL

activities could include learner communities throogt the world through email, virtual
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environments, and shared domains. Pedagogical ssieeis of CALL have thus shifted to
exploration of such communities and their use diaborative activities but research in this

era was critiqued for its absence of a focused @gméBhapelle, 1997, cited by Gruba, 2004).

The Internet as a resource can enrich and expargudge instruction. There are
numerous reasons in favor of integrating the Irgemto a language curriculum. Increasingly,
Internet access to foreign newspapers, specialiagusites, and other forms of media has
shifted a view of materials as authentic disco@@®mbers et al, 2004). Specifically because
they help make available such a wide range of atithenaterials, Kramsch and Anderson
(1999: 31) write thatomputers seem to realize the dream of every laygueacher — to
bring the language and culture as close and as entibally as possible to students in the

classroom (Quoted in Gruba, 2004: 631).

We live in a world where population mobility anccieological change are rapidly
transforming social, economic, and educationalitieal The fact that cross-cultural and cross-
linguistic contact is at an all-time high in humiaistory has resulted in increased demands on
the education systems in many countries. Intercalleducation is seen as necessary for both
the social purpose of promoting tolerance and cadjom within and between societies, and
for the economic purpose of facilitating businassiglobal economy. Technological change
and the information explosion have also resultedlémands that schools promote higher
levels of conventional literacy (reading and waugtiskills) together with expertise in hew
forms of literacy (e.g. computer literacy, medigracy) that are emerging in unpredictable

ways (Gruba, 2004).
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During this period also, technological change hescalated and the
phenomenon of “globalization” has gathered momentsa result, schools are expected to
prepare students for a new economy that is tecgiwalty sophisticated and operating in the
global arena. Just as technology has infiltratatuaily every sphere of human endeavor,
access to technology has increased in schoolsjt albevenly across ethno-cultural and
income groups. In North America, many politiciamsl gromoters of privatized schooling see
computers and the Internet as a means of increésengroductivity and cost effectiveness of
schools. Others are much more skeptical, pointmghe fact that computer technology

appears to have had little overall impact in impngvacademic achievement (Gruba, 2004).

Clearly, ICT permits powerful access to inforroatill and people resources as
documented in a number of case studies of sistss ghrojects around the world (Cummins,
2002). However, these projects are very much tleepion rather than the rule in education
systems. A major reason is that such projects ddineasily within rigid centrally-imposed
curricula where the textbook dominates teacherestudnteraction and high-stakes testing
ensures that teachers do not stray off-task. Tlasf@n raising test scores has had more
impact on low-performing schools, usually in loveame areas, than on more affluent
schools. Increasingly, (in the United States, feample) behaviorist drill-and-practice
pedagogy dominates in these schools with teachaching directly to what they believe will
be on the test. Not surprisingly, in these contedsiputers are used primarily to transmit
information and skills in very much the same wagt thaper-and-pencil worksheets have been
used for generations. By contrast, in affluent surere is more likelihood that ICT will be

used in more powerful and creative ways.
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In summary, although ICT incorporates significardtegmtial to boost academic
achievement dramatically among underachieving stisclehis potential remains unrealized

for a number of reasons including:

» lack of teacher preparation to use computers;
» lack of integration of computer technology with tmustional approaches to teach

content standards (Cummins, 2002).

In Algeria, ICT technologies and distance learnarg still in their infancy. It is
mainly one of the priorities of institutions whigtan their installation in the near future. In
Constantine, for instance, a “Centre for Distanearhing”, is under its way, though not with
the prime objective of enhancing learning. The @@atmajor albeit provisional role would

consist in serving as a palliative in order to eamthe overcrowding classes in the university.

But we believe in the existence of human universais in particular we believe that
human beings have a tendency to strive after aatgneithin the limits imposed by their
inescapable interdependence. We believe that kirgpéo foster the development of learner
autonomy in foreign language classrooms, we areeljneesponding to one of the defining

characteristics of humanity (Little, 2006).

Conclusion

When we study historically the ways in which edigratand thus educational

systems came to be shaped and developed, we rédaizéhey depend on multiple factors:
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religion, political organizations, the degree oiesce development, etc.; if we remove them

from these historical causes, they become incongmsghle.

Education is not an inviolable and universal tgaWhich, identical everywhere,
would produce the same effects. An educationalegysts a social and historical reality,
closely linked to national, economic, social, po#it and cultural conditions in which it
developed and is often keeping on transformatiofs. educational system is neither
autonomous nor universal. Each society determiteesdeal which education achieves, as

asserted by Durkheim (1922:9):

Ainsi, c'est la société, dans son ensemble, etuzhaglieu
social particulier, qui déterminent cet idéal quéducation

réalise.

Rowlinson (1994:7) argues that:

What is taught and how it is taught is a producftbé ideas
of the time], as well as of the conditions in whitls to be
taught. It is society that determines the contdnéducation,
in the light of the dominant philosophy and (moeeantly)
scientific concept. Many, perhaps most, new apgreaare
rediscoveries of old methods neglected and lethenshade,
now re-illuminated by the light of social need. baage
teaching, like all other teaching, reflects the pem of the

times.
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Differences in students’ performance at schookhawng been an important topic in
the sociology of education. Sociologists of edwattompare students’ outcomes on the basis
of curriculum and pedagogy. On this basis, we jmvard our hypotheses, as to whether
university and high school curricula are in adegquand whether school textbooks meet

students’ requirements.

Rowlinson’s argument is enlightening in the setis# it is society that establishes
the content of education: the forthcoming chaptetitled “The Algerian University”, would
attempt to give the personality of the Algerian @ation. It will examine the historical, social,
and political contexts in which the Algerian unisky developed, the transformations it has

undergone, and the states it has reached presently.
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Introduction

The original function of universities should be m®rin mind. In Europe, the first
universities (such as the Sorbonne and Oxford) amggein the middle Ages. The first
universities in the Arabo-Islamic world were Al @auiyine University in Fes (Morocco) in
859 and Al Azhar University in Cairo (Egypt) in 97@riginally, they were places in which
scholars should congregate and spread their mestemyewere not meant for students. This
initial function is still strongly present. In facthe career prospects for academics depend
exclusively on the research they produce: no adcadnatsoever is taken of their ability as
teachers or their competence in transmitting sk#itsa later stage, universities developed into
places where advanced knowledge was disseminatad. dnly recently, that they have
become the almost systematic next stop for bacesd#erholders, who often lack the
motivation and aptitude for higher studies and vehssle concera-and a perfectly justified
one at that is to get the training that offers the best pdesguarantee of employment upon
completion of the course. Thus, in addition to ttheriginal role of producing and
disseminating advanced knowledge, universitiesytata being called upon to fulfil a new
function namely that of a correspondence between the oofpihie higher education system

and employments requirements.

1. The role of the educational system in Algeria

The central role played by the education systemAlgerian society has been

strengthened in the last thirty years. Far froomgeanly a political institution, detached from

84



people's lives, school plays a large part in pabktimes and family life across the whole

spectrum of social backgrounds. Thus, it is ablien@ant its values and constraints deep into
the hearts and minds of people. Over these yeaslspand their parents have increasingly
become focused on one specific function of the atiloic system. This function has to do with

securing a job and, whenever possible, securingleehsocial position than that enjoyed by
one's parent. This was not one of the concernseofdunders of the education system back in
the 60's; they were primarily concerned with theoldgical and moral aspects of education,
along with a school open to everyone. Thirty yesgs, unemployment was almost absent.
The emphasis then was on acquiring know-how. Noy&dhe emphasis is on securing a job
through degrees. High levels of unemployment hayseu priorities. Everyone now

understands that school is the funnel one musitaddy go through in order to realize one's
aspirations. From the point of view of families,eavionger studies are not an end in
themselves. Aiming to get the "Baccalaureate" angbthigher education is simply a means to
access better jobs likely to lead to higher sostatus (profession, security, wage, etc.);

studying is no longer an end in itself but a mearensure social advancement or salvation.

Has education really been a lifeline for all thgbeys and girls) who, over the past
years, placed so much faith in it? What are thernston investments made by both state and
families— be they economic or psychological? Irugshell, was it worthwhile and rational to

invest so much in terms of public funds and famélgources in training the next generation?

Asking those questions and giving them a high fga$ equivalent to making a global
evaluation of the educational system. The problémas beset schools are not educational

problems per se. Schools are not institutions partafrom the rest of society. On the
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contrary, they are at the heart of the social systeEverything that happens in society is
instantly mirrored in schools be it lay-offs, unemployment, uncontrolled expansbf towns
and cities or factory closures. What happens imoals can only be explained by what

happens in the wider world, in the economic andassystems.

All these questions would not be so exacerbatednifleaving school, all youngsters
were able to find a job corresponding to their empons. Schools have been given the task of
ensuring that all the pupils get the necessary khow and training to enable them get a job
and find their place in society. The trouble isttheany will end up on the dole or casual
employment. Given that, it is very difficult to agkbunsters to invest in their own studies.
They have lost hope. Most of the problems affecédgcation system have their roots in the
fact that people no longer believe the system @ivat. Young people have lost faith in the
educational system. Most of them have seen fanskeéves that however much work and
effort they put in, the rewards will not be on a path the remuneration they are expecting.
The educational system did not fulfill its promisdgplomas do not hold the looked for social
efficiency and do not guarantee the places expecWih too few job opportunities on the
horizon, the system is in danger of functioningaikind of void and of focussing on internal
problems. Solutions and remedies will be all tlaeder to find since they lie outside the
education system itself. It is so particularly whee consider the university alone, without
looking at school and the dreaded "Baccalauredtéth regard to the performance of the
education system, although major efforts have Ineate, the Algerian education system has a
long way to go to meet society’s legitimate demarlsccess rates are too low: 24.6% in

1999/2000, 37.3% in 2004/2005 and 51.1% in 2009 2@ithe baccalaureate and 33.09% in
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1999/2000 and 60.2 in 2005/2006 at the BHRternal performance is also inadequate: a
12.2% of pupils repeating the grade #21° grades of basic education, 26% [#' grades,
32.3% in §' grade; a 7.7% drop-out rate V8" grades of basic education, 28.8% fhgdade

(figures for the 1998/1999 school year).

On the school drop-out rate point, Kadri (1992:348)es a dramatic image of the
percentage of success, sayiolgances to access higher education are 1% of pepiislled in

their first grade at primary schobl

The stark competition for educational credentalsd ultimately, employment,
has led to two common educational outcomes: higlsraf grade repetition anghadow
education (Buchmann, 2002). Shadow education consists of faonal, extra-curricular
activities that aid pupils in preparing for natibrexams and improving their academic
performance. It is no longer, at least in Algeaaremedial role for low-performing pupils.
This organizational feature of education provide#ucal capital to some students and is
utilized by families to advance their children’'«diihood of educational success. This
education often starts as early as the first yedrgh-school, the families thus consider that
the earlier the better, pushing their children tepare the exam during three years. This
variable, which should be considered in the stutia@ademic achievement, created new
behaviours in the society. Schools are now progpafter-school tutorials for less advantaged

pupils. For some years, Third Grade pupils leav®skprematurely, in April, devoting the

8 Brevet d’Enseignement Fondamental (Certificatimioled at the end of the Intermediate Cycle, englpupils
to go to the Secondary Cycle)

° As a means of comparison, in Western Europe, ab#unf each age cohort went to the University atehd of
the 1% century (Sultana, 1999:12).
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remaining time before the exam to lessons in thedeWw schools. Benghabrit-Remaoun
(1998) carried out a fieldwork among secondary sthmupils® on their relation with
schoolwork; one of her question concerned the shiasihool attendance, to which 31% of

the pupils surveyed answered positively. Her resarié displayed in the following table:

Streams || Sciences H Maths H Literature H Technology

Percentage 39% 37% 21% 20%

Table 1 : Pupils attending shadow schools (Adaptedom Benghabrit-Remaoun (1998 :49)

Another question concerned the disciplines thelpwgtiended in the shadow schools:

Disciplines Sciences Maths Literature || Technology
Philosophy || - || - 4% || -
Languages || -——-—- || -——-- 13% || -
Maths 43% 53% 23% 43%
Physics 43% 1% || - 21%
Sciences .37 | | I | —
Accountancy || - || - || - 21%

Table 2 : Disciplines attended in shadow schools ¢apted from Benghabrit-Remaoun (1998:49)

We note the high percentages of pupils enrollddathematics and scientific disciplines.

19 Her survey concerned six secondary schools in.Oran
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Besides, new private schools are expanding thrmuigime country, gaining ground over
public schools, though they are only attended hyireority. Finally, parents are not investing
culturally only in their children, but financiallytoo. It explains the stress and anxiety
experienced by pupils and their families. In evey, all these investments do not go on a

par with the results.

2. Baccalaureate Examination Results

We studied the results of the baccalaureate Sigaifiiom 1968-19609:

BACCALAUREATE OF SECONDARY EDUCATION
vear Examination Candidates Examination Passes Pass Rate (%)
1968/69 3260 1988 61
1969/70 4890 2787 57
1970/71 8150 3667 a5
1971/72 11736 5281 a5
1972/73 14344 5163 36
1973/74 17930 7172 40
1974/75 20538 6572 32
1975/76 25754 11331 44
1976/77 29992 5398 18
1977/78 39597 9458 24
1978/79 51945 12617 24
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1979/80 75964 17197 23
1980/81 78517 16653 21
1981/82 76777 18586 24
1982/83 84767 17911 21
1983/84 104853 20963 20
1984/85 117060 29627 25
1985/86 125693 36874 29
1986/87 148220 34597 23
1987/88 183038 44870 25
1988/89 209801 44953 21
1989/90" 250000 52000 21
1990/91 335836 63988 19.05
1991/92 226013 51609 22.83
1992/93 317073 35085 11.07
1993/94 261946 43321 16.54
1994/95 252501 51114 20.24
1995/96 296313 71324 24.07
1996/97 293989 80916 27.52
1997/98 299340 71830 24.00
1998/99 309457 76520 24.73
1999/00 306968 99089 32.28
2000/01™ 506739 123496 24.37

Table 3 : The Baccalaureate Rate of success. (Adeptfrom Kadri, 1992; Grandguillaume, 2004)

™ The figures for the years 1968/69 to 1989/90 aadrks (1992).

2 The figures for the years 1990/91 to 2000/01 a@n@guillaume’s (2004).



To get a clearer idea of the decrease of the ratesnade a graph, representing the same

results, starting with the year 1968/69 and we b the results for every five years.

Rate of Success

50 \

40 \

. AN

20 \ ‘A.@L

10

68/69 73/74 78/79 83/84 88/89 93/94 00/01

Graph 1 : Rate of success in the Baccalaureate exam

As has been shown on the graph (Graph 1), thedidtaot stop its spectacular slope since
1976/77. The very year President Boumediene cdtiech moratorium on arabization as a

consequence of the disastrous re$tiiad the declining standards.

What is difficult to define is the terfevel or standards.The idea of level is a creation
of the scholar meritocratic ideology, exactly litee notion of passing and failing, and thus
makes sense only within the school institution asdwn criteria of selection. According to

Williams (1976), standards have undergone diffeneanings through time, getting the

13 It will be dealt with in Chapter 3.
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general sense of an authoritative example of coress and the prescription of certain levels
of competence. The very idea of level isazial organisei(Baudelot & Establet, 1989) which
function is to draw a pattern of society, to proglacleading elite, and to exclude the highest
number. Is it, as it is stated by Goblot (1930:&0harrier or a level? For Kadri (1992:327) it
is a barrier and this is how he explains it:
This absolute decrease in the pass rate of Baonliyt suggests

a worsening in the level of the pupils, and notyomppears as a

clue of a limit put to the access to higher edwratby the

manipulation of results of an exam which is goiadunction more

and more in the representations of the differemiadcclasses, but

also more as a barrier than a levél.

The 1990 results prove that the baccalaureatedsasts pedagogical significance: out of
52000 successful candidates, 35000, i.e. 67.3%¢ declared successful after reviewing their

marks which ranged from 7 to 9 (ibid.: 327).

3. Access to university

Along with the drastic measures put upon thérier, access to university will be
regulated by means of restriction. In 1978/79,fitg retrictions appear under the ministry of
Rahal, calledRahal measuresvhere the enrolment in university is conditiordthe marks

obtained in the main subjects, marks correspontbniine course of study chosen. Later, in

1 The author’s translation.
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1983/84, access is regulated by competitive exaroima(Medicine, Architecture, Computer
Science) or entry tests, as in English. Then in913hrollment becomes for all courses
subordinate to the marks obtained at the Bacca#irand according to some quotas set for
each course. From 1990 on, a new orientation apprathe form of a computerized card;
students organize their wishes in hierarchy andbvohg their marks (obtained in the
baccalaureate exam), they are enrolled in suchidr sourse. As for the English departement
all these measures are quite tangible when weerdtathe table showing the number of

students per year.

3.1. Transformationgn the Algerian University

The Algerian University has gone through transfdroms which are the outcomes of a

twofold action:

a) A visible one: the system of higher education hasnbrestructured by the 1971
Reform, deep change in its structures, the wayperates, and in its own
philosophy. The reform of higher education will beiculated around major
options among which: democratization, arabizatelgerianisation, and scientific
and technical orientationFrom the country’s declaration of independence, the
algerianisation of the educational system in gdnaral higher education in
particular appeared to be a major concern of thgeddn authorities. The
algerianisation supposed an intervention on thelle¥ teaching programs, as to

ensure their adaptation to the nations’ requiresmehexecutives. This resulted in a
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policy aiming at a massive access of Algeriansh® teaching posts in order to
ensure the transition after the foreign co-openatiwith the academic year 1962-
1963, there were only 82 Algerians, especially stasts, among the university
teachers, on a total of 298. The decisions takerl982 allowed the total

algerianisation of the assistants and lecturef®98v, medical sciences in 1988 and

social sciences in 1989.

b) An invisible one: the society’s transformationoticurred as if the society decided,
after an expectancy period, “to enter” universdgpropriate it, and make it work

according to its own logic.

The university went through six transformations:

1. Considerable increase of the enrolments: in 198&4etwere 504 students, some
thousands in 1964, 350 000 in 1998. The figurestadent enroliment increased
by thirteen times (Sultana, 1999). This real exiplosvhich resembles a historical
“revenge”, as stated by Kadri (1992: 3@itre le vide colonidf et le trop-plein
nationalis due to a twofold demand: the families’ (bettiearce to get a job), and
the country’s (in need for managers). Kadri givies tollowing figures for the

university during the pre-independence period:

15 The proportion of students is: in 1953-54, Eurayped/ 22, Algerians 1/15341 (Kadri, 1992: 105).
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Years
1879/80 to | 1909/10to || 1915/13 0
Total
1908/09 1911/12 1914/15

Series

Mathematics 21 18 24 63
Philosophy 8 1 6 15
Total 29 19 30 78

Table 4 : Number of Baccalaureate Holders (MuslimS) Adapted from Kadri (1992: 108)

However, Kadri does not mention the number of stiglenrolled in the Koranic
schools during the pre-independence period and éwenpre-colonialism period.
Table 5 displays the number of students and teachéforanic school (Siari-Tengour,

1998: 89), though the years and levels are diftdrem Kadri’s table (cf. table 4).

Years Schools Teachers Students
1933 2542 2518 36 305
1935 2833 2878 43 445
1937 3088 3710 52787

16 Algerian identity was denied so the French colisriareferred to Algerians (whose religion was fisjas
French Muslims.
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1938

3148

3189

50293

Table 5 : Number of students in Koranic schools (&ri-Tengour, 1998: 89)

According to Sultana (1999: 10), education fareds@ainder occupation than before

it: such is the case of Algeria where, from theatsté French dominion in 1830 till

independence in 1962, the literacy rate actuallsfised. However, Sultana does not

provide a table showing the literacy rate beforlomaation to justify the use of the

comparative ‘worse’. Colonna (1975) also states thhen the French arrived to

“civilize” Algerians the literacy rate in urban Algeria was 40%.When Erench left

the literacy rate among Algerians was 10-1820lonna, 1975: 142).

As for university level, we know students attendmilversities (called Medersas, which

exclusively concentrated on legal and religioudigts, becoming in effect colleges of

religious law), but regretfully we do not have thiggures.

Still with the expansion of schools and pupils maftelependence, Kadri’s view is shared

by Vermeren (1999) for whom the educational systeaved in less than two decades
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(from the 1960s to the 1980s) from a situation @ficationalMalthusianism’ (as in

France in the ®century) to a situation of school expansion (aBramce in the 1970s).

This demographic explosion would lead to imporfanablems, as we shall see later on.
The following transformations next to the considdeancrease of enrolment are:

2. Extension of the university network: from one umsigy (Algiers) and two university
centres in 1962 (Constantine and Oran), in 200&ir thumber reached fifty five
centres (of which 13 universities), sixteen highaads and higher educational
establishments: giving 55 higher educational esthivlents covering thirty-seven

university towns (Djeflat, 1992).

3. Constitution of the Algerian teaching staff: fror@ & 1962 to 14581 in 1997. The
algerianisation of teachers is close to 100%, thotlhg number of professors is still

low (Djeflat, ibid.).

4. Female representation: the number of women hag sewaped rising, both as students
and as teachers. The proportion of the female elecmmpared to the whole of the
registered students went from 22.78% in 1972 t@B%. in 2000. From then on, the

female component tends to become the majority (Gu£998).

5. Arabization of most of the disciplines: practicallyf the university disciplines have
been arabized, except Medicine; but Medicine isothlg exception (with technology

to some extent) since the medical staff in the Ersity Hospital Centres, has not as

" Malthusianism refers to Malthus T.R. (1766-183British economist who presented the populati@wgt
as a danger for the world subsistence and advobathgestriction.
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yet a single doctor of Medicine who is totally arsal. However, we question the idea
that there is “non-arabization” of Medical Sciencetien we know that students are
fully arabized when they enter this disciplitéave they somehow affected the way

they are taught because of their poor commandexidf?

6. Reversal of the ratio: there is more enrolmenthe scientific and technological
disciplines than in the languages and humanitiesfdrmer shows supremacy in terms
of mass and prestigdn 1986-1987, the proportion of the students regest in
scientific and technological sections represent2® %o of the total of the registered
students, with a clear prevalence in technology.4(3%) (Benghabrit-Remaoun,

2003)%.

3.2. The increase of the student population

All these transformations have changed the fadkeotiniversity and the status it had once.

The increase of students led to three problems:

1. The student background which changed and soudidre at university. The
students of the 1960’s were mainly of urban origingd were recruited essentially in
the big northern cities. On the social and cultleskl, there were from middle and
upper classes, generally with French culture amguage. The student of the first

years of independence waattendu (Guerid, 2001: 28). In opposition to this student

18 This issue will be detailed in Chapter 3.
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the present student isndmbreux” (Guerid, ibid: 34): he comes from the inside
country, and possesses the Arabic language andAtako-Islamic culture. The
difference lies in the pedagogical practice and rélationship to knowledge, in the
perception of the professional future, in the retahip with religion, and in the

political and ideological choices (ibid.).

2. The university level which is thought to have deed, due to the huge number
of students and thereby influences the quality edching, as asserted by Guerid
(1998:14):

Because of the number, teachers are in situatiohghw
prevent them from doing their work; the consequasdbat
the level—inevitably poor—of the receptors, esthas itself
to the teacher as the compulsory level of emisSion

Mucchielli (1978) defines the pedagogic communarats an instrumental one, in
that its objectives depend on the reactions ofrtveptors (the learners). He goes on

saying that the emitter (the teacher) adapts hishiag according to the receptor.

Another problem linked with the level is that tihigd slows down the period of
training and lengthens the examination period. Galye two fifteen-day periods are
devoted to exams, and because of the third exanttfsgis”, another period in June is
taken for that purpose; and two other weeks inraattAll in all, examinations take at

least seven weeks from the academic year.

19 The author’s translation.
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In addition, this increase led to the employmentaofarge number of teachers
without real qualifications butith a remarkable strategy of promotion and no ptey
(Guerid, 2001:35). In contrast, Kadri (1992:398hough confirming that the
algerianisation of the teaching staff was synonysnimua levelling down, nonetheless
exempted from responsibility these young teachdre acted selflessly; he blamed
rather the authorities for this fact. Thereby thdemed reproduction of a category (non
qualified teachers) which has become a majority waganized. In this way,
universities and colleges were created though theye not endowed with the
minimum conditions to operate. Along with this,wls put an end to the foreign

teachers’ employment, mostly professors.

3. Job opportunities; their growing shortage ise tBource of this new
phenomenon: students leaving university with digsenface up to unemployment:
appearance of what De Queiroz (1993:122-3) cdlletgpen intelligentsiapeople who
feel they have been betrayed by the system whichndit give them access to
employment, though they had all the qualificatisaquired to get a job: university

degrees.

As we said earlier, the university has lost thespige it had in the past, and as such it has

stopped attracting the elite who went in searcbtér alternatives:
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1. Policy of containment and confinement: this comsistsetting up barriers in order to
stop the pressure towards some disciplines, asdihedand Pharmacy; since some
years we have noted the burgeoning of new schapgscally in Algiers, such as
School for Banking, the Higher School of Commeread the High School of

Diplomacy which pursue the same policy.

2. Western universities: some families decided to sém&r children to European
universities, aiming at a better training which \Wbdavour them in the race, in

Algeria, for higher positions of conception, degisiand command.

3.3. The Students and their Number

We dealt previously with transformations which afésl universities and showed that
one related problem was the demographic explod@mhassine (1998:125) made a grid

showing the number of students according to theogdrom 1962 to 1994 in the Algerian

universities:
1962/63  63/64 64/65 65/66 66/67 67/68 68/69 69/70
2.8 3.8 4.7 6.5 8.4 9.2 10.8 13.8
70/71 71/72 72/73 73/74 74/75 75/76 76/77 77/78
19.3 24.3 27.1 30.7 37.1 43.5 52.4 54.5
78/79 79/80 80/81 81/82 82/83 83/84 84/85 85/86
53.8 61.4 71.3 78.0 95.9 104.3 111.9 132.1
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86/87 87/88 88/89 89/90 90/91
154.7 173.8 180.8 195.3 207.8
94/95
233.0

91/92

236.2

92/93

243.4

Table 6 : The students and their number (in thousads) (Benhassine, 1998 :125)

93/94

239.2

The period from 1962 to 1971/72 is distinguishedabgharp increase in the number of

3.4. The University Teachers

students (number multiplied by eight).

Regarding the composition of the teaching staffplizessine’s table shows the number of

university teachers and their ranks:

|| 1962/63 || 1969/70 || 1971/72 || 1975/76 || 1982/83 || 1988/89 |

Professors - - 46 95 260 362
Associate - - 46 82 150 330
Professors

Lecturers - - 271 315 2863 7336
Assistants - - 402 1409 5625 4719
Collaborators - - 91 100 - -
TOTAL 93 445 856 2001 8898 12747

Table 7 : Number of University teachers and their anks (Benhassine, 1998:125)

Benhassine adds other complementary data for tleving years, concerning the whole

body of teachers:
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Years 1989/90 1992/93 1993/94 1994/95

Whole 14167 14379 14180 14475
body

Table 8 : Number of university teachers (all rankdaken together) (Benhassine, 1998:125)

We note, in examining the tables of the studentsthre teachers, that the rise in the
number of teachers is parallel to the studentg’. Wss Benhassine questions (1998: 128-129),
was university prepared to hold such cohorts oflestits? Was it possible then to anticipate
and undertake a massive teacher training in oodketter control the pedagogical relationship
and to give it more coherence? Or did it consissolving the most immediate and urgent
problems as they went along? An important recrgithteachers was undertaken after 1976,
and much more during the 1980’s. Benhassine ardlifse ratio of students in relation to

teachers and obtained the following results:

Period H Professor ” Lecturers H Assistants
1971-72 1 for 528 1 for 160 1 for 61
1975-76 1 for 458 1 for 138 1 for 31
1982-83 1 for 968 1 for 33 1 for 17
1988-89 1 for 500 1 for 25 1 for 38

Table 9:

Ratio Students/Teachers. (Adapted from B#hassine, 1998: 130)
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Another source (Djeflat, 1992:15) shows the numiifeteachers at university level,
where “L” stands for local teachers (Algerian), &Rd for foreign teachers (all nationalities

are mixed up).
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‘ Year || 1962/63 || 1967/68 H 1972/73
L/F L F L F L F
P 9 57 10 44 46 132
AP 1 12 61 52 49 102
L 17 57 46 52 268 142
A% 54 84 214 197 402 420
TOTAL 81 210 331 345 765 796
Year 1977/78 1982/83 1988/89
L/F L F L F L F
P 120 92 260 168 362 128
AP 121 295 150 577 330 533
L 709 1130 2863 1248 7336 630
A 1868 1147 5625 767 4719 49
TOTAL 2,818 2,664 8,898 2,760 12,747 1,340

Table 10 : University teachers: quality, number andhationality. (Djeflat, 1992: 15)
P: Professors; A.P.: Assistant Professors; L: Lrec§) A: Assistants.

On the basis of Table 10, we have drawn a graplGfelph 2), which shows clearly the rising

number of Algerian teachers:

2 The figures for assistants include technical ¢altators
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Algerian Teachers
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Graph 2 : Evolution of Algerian University Teachers

There have been, undoubtedly, great attempts ofiiteg teachers to supervise an
increasing number of students. The problem is thast of, if not all, new teachers were
assistants and very few lecturers (Maitres-Assdisjaihough by 1988, the body of assistants
tended, in a way, to decline. Was it because timgyaved in their academic ranks, or because
the universities preferred to recruit teachers witbre academic qualifications? A third
alternative would be to say that universities semppecruiting. The following graph displays

the evolution of teachers in different categories:
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Evolution of the different categories
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Graph 3 : Evolution of Algerian University teachersthrough their ranks.

Again, we had to deal with the most urgent mattess. Do we have to believe that
there was no strategic, long term vision of theversity? Yes, according to Kadri (1993: 82),
who says that the educational policy did not cleatate its strategies:
L'institution a souffert d’'une politique qui ne stejamais
affirmée de maniere globale et cohérente, qui n'augun

moment explicité ses options stratégiqgues de qoéti

éducative.
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4. The English Department in Constantine from C.E.L.GM.?! to

L.M.D#

The beginnings of the English department go backo®9, where the first students in
Constantine, eight, enrolled in a three-year digd@.E.L.G.M.). The diploma consisted then
in one year of common core (French and Englishidestts had to attend lectures in English
Language, French Literature, Philosophy, Histomnyg &eography from which they had to
choose certificates; the following year, they staidihe English Languag€é¢rtificat D'Etudes
Pratiques d'Anglalsand American Literature and Civilization; thediryear was devoted to
the study of British and American literatures, EstglPhilology, and Arabic. The students

were evaluated annually, and were given mentions.

4.1 The Reform of Higher Education (1971)

With the Algerian Reform of Higher Education in 19{1a Refonte de I'Enseignement
Supérieuy), there was no longer the common core, the Engligth French sections became
departments of their own and the curricula changenly focusing on the study of English

only, the other languages (German, Italian, Ru3$iamg an option.

Some important changes affected the evaluation adsththe progression from one

semester to the other depended on the successetontiules, some of which were

2! Certificat d'Etudes Littéraires Générales Modernes

22| jcence, Master, Doctorat.
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"prerequisite”, thus disabling students to enrallthe following semester's module. The
students’ success depended on the success tontbesées, no mean was calculated. There
was no concrete period devoted to evaluation; & the “contrdle continu” system: students

were under continuous assignments. The followibgetahows the curriculum:

H HEADING H Hours/Week|

Oral comprehension and expression. Phonetics 8
Written comprehension and expression 8

Semester |
General sociology (French) 4
Arabic (contemporary literature) 4
Oral comprehension and expression. Phonetics 8
Written comprehension and expression. Introductitm 8
Literature

Semester |l —
General Linguistics 3
Cultural sociology (French) 3
Arabic (contemporary literature) 3
Oral comprehension and expression. Phonetics 5
Written comprehension and expression. 6

Semester Il Linguistics 2
Civilization 3
Literature 4
Arabic (contemporary literature) 3
Oral comprehension and expression. Phonetics 5
Written comprehension and expression. 6

Semester V] Linguistics 2
Civilization 3
Literature 4
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Sociological study of literary texts 2
Arabic (contemporary literature) 3
Oral comprehension and expression. Phonetics 4
Written comprehension and expression. 4
Linguistics 4
Semester V Civilization 2
Literature 4
Psychology 2
Language of science and technology 2
Arabic (contemporary literature) 3
Oral comprehension and expression. 3
Written comprehension and expression. 3
Linguistics 4
Semester VI~ Ciyilization 2
Literature 4
Educational Technology 2
Language of science and technology 2

Table 11: The English curriculum under the Reform ¢ Higher Education

Although the codes varied, the curriculum remainedhanged until the academic year

1982/83 where a fourth year was added to the edune involving amendments:
1. The term becomes annual,

2. The evaluation methods: introduction of an annualwation with a system of

compensation between modules, with eliminatory mdvkaccording to the Ministry,
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but then reviewed to 5, subsequent to studenikesl. Remedial exams in September

which had remained as exceptidtiaintil then were institutionalized by the year 1983

3. Another remedial exam was held in June, to thetgiespleasure of lecturers. The
ministry showed some inclination to remove this eeiial exam of June, but each time

students went on strike.

4. The curriculum itself changed; the fourth yeariwded into two semi-annual classes:
the first consists of seminars in TEFL and for $leeond, students had to choose either
a pedagogical training or writing a dissertatiomugh these latter have been later

cancelled from the programs and replaced by lesture

Later in 1987/88, a major change takes place: lsssession drops from 120 minutes to 90.

The university structure was to be marked by aeseof reforms: the first in the 70s, the

second in the 80s and the last in the late 90shdakBarka, 2003):

1. In the 1970s: the restructuring of faculties intstitutes: the ILVE era, Institute of
Foreign Living Languages, or the transition frofBelles Lettres” to the instrumental

language.

2. In the 1980s: the ILE (Institute of Foreign Langesygera, period of great convictions
in the myth of integration of the languages of scee and technology, recognition of the

instrumental language.

2 \We obtained this information from searches inrthieutes of deliberations
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3. In the 1990s: back to the previous faculty of amsl languages where the foreign

languages lose their inherent specificity: theyradriced to a functional language.

4.2. The enrollment of students in the English Departmen

As we said earlier, with the expansion of educatiba number of students enrolled in
departments was on the raise. The following talblews the ever increasing number of

students enrolled in the English Department:

‘ 69/70 || 70/71 H 71/72 || 72/73 H 73/74 || 74/75 H 75/76 H 76/77 H 77/78 H 78/79

8 8 94 66 162 273 279 233 361 176

79/80 || 80/81 | 81/82 || 82/83 | 83/84 || 84/85 || 85/86 || 86/87 || 88/89 || 90/91

222 157 164 315 282 400 394 411 460 877
93/94 || 94/95 || 96/97 || 97/98 || 99/00 || 00/01 || ---- || ---- 04/05 || 05/06
823 813 1555 1172 1465 1558 || - || - 1609 1707

Table 12 Number of students in the English Department (Archves of the English Department,
Constantine) (The number of students for years 200tb 2003 was not available)

The table below shows the number of students ib/200D6:

Students || 1st L.M.D. H 2" L.M.D. H 2" Year H 3" Year H 4" Year || Total
Regular 408 307 136 345 256 1452
Repeating 20 0 112 102 21 255
Total 428 307 248 447 277 1707
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Table 13 : Students in 2005/06 (Archives of the Efigh Department, Constantine)

The following graph is based on table 12 and shib@growing number:

Number of Students 1969-2006
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Graph 4 #*: Number of students in the English Department

It had been suggested by some that this is theeqomesice of democratization:

The democratisation of school should be able touenshe
education for all. The democratized education imass education.

(National Commission of the Reform of Educafri970:10)

24 Al these figures have been found in the archiviethe department but they are the result of ouestigation:
no statistics have been found.

% Commission Nationale de la Réforme de I’'Enseignémen
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This is one of the various and varied definitiomsilemocratization. However, others
as Prost (1986), Kadri (1992), Duru-Bellat & Vann#n (2006), and Benghabrit-Remaoun
(2003), oppose it to mass education. For Algerianghabrit-Remaoun explains that the
democratization facilitated by the free access ighdr education and the existence of
university facilities (grants allocated to all stundls regardless of their social origin), cannot be
reduced to growth; i.e. opening higher studieh®highest number possible. Still supposing
that this access was actually open to young pempteng from all social categories, areas and
regions of the country, and that the male-femakdribution was not disadvantaging the
female element. Kadri (1991: 305) confirms sayingt tpeople acknowledge that because of
higher enrolment numbers in every level, Algerigliaational system tends to democratize.
But, according to him, it was not democratisatibecause, first we had to calculate the
number of pass candidates to the Baccalaureaterdaggoto the total number of the
population of the same age (18-20), as it is enipeddy Bourdieu & Passeron (1970):

I convient en effet de distinguer le simple faie d
I'accroissement des effectifs qui s’exprime dangalex de
scolarisation d’'une classe d’age et I'élargissemaata base
sociale de recrutement qui manifeste un changenemd la

structure des inégalités de chances scolaires héas aux

différentes catégories sociales.

And second, Kadri regrets that there has never dessrtiological study on the social origin of
students enrolling in university, although studentse given questionnaires related to their

sociological background. So in Kadri’'s terms, imssleading to use this term to refer to the
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great expansion of students. De Queiroz (1995rdfg)s to it aslemographisationmeaning
that there is indeed an increase and in terms oésa¢ the gap between social classes is
narrowing but nevertheless remains important. Thgaesion of the educational system has
more affected the pre-secondary and the secondapokthan university, meaning that the
inequalities were moved upwards (Flieller, 1999)isTis confirmed by the fact that it is less
the holder-ship of a baccalaureate which makesdifierence, but more the nature of the

baccalaureate one has. (Duru-Bellat & Van Zantéagp

A closer study of the graph below will lead to seveemarks:

Students in 1st Year

73/74 74/75 75/76 76/77 78/79 79/80 80/81 81/82 82/83 83/84

Graph 5 : First Year Students from 1973/74 to 19884.

1. From its beginnings, students from all the Easteant of Algeria enrolled in the

English department. Gradually, though, departmepéned in other towns.
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We note a drop in 1976/77 and a sharper one in/I978he decrease in the number
of students is sometimes due to the opening of departments and sometimes to a
sudden drop in the number of baccalaureate holdedeed, in 1976/77 a new

department is opened in Annaba and the pass raite iBaccalaureate falls from 44%

to 18% (this is the first time the rate decreasesuch a percentage). As for the figures
in 1978/79, a quota (numerus clausssgstablished by means of two criteria: a merit
in the baccalaureate exam and the mark?) obtained in English in the baccalaureate

exam (Barkat, 1980).

Though there are two other sharp declines frono835tin 1980/81 and to 42 students
in 1981/82, there is a steady rise from the begmmf the 1980s, reaching a peak in
1982/83 (151 new students), although Sétif opemedrglish Department, with 76

students registered in the first year. A look & pass rate does not indicate a special

increase. We note, too, that there is a slightfraa 1983.

The next decline concerns the year 1983/84. Thi$ ¢an be explained by the
introduction of an entrance test for English. Waénto point out that together with
the entrance test, a system of compensation ancethedial exam (September) were
introduced. In other words, it is the end of thefdR@ of the Higher Education.

(However, we could not find the exact date of taeaellation of the entrance test).

The next decades show the following:
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Students in 1st Year
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Graph 6 : First Year students from 1988 to 2005.

In the graph related to the 1990s and 2000s, excef©94/95, the number of students did

not stop its rise.

In 1990/91 we note a sharp increase (234) as ofptsel60, the previous year:
deliberations minutes report discussions on thetnaduction of preliminary tests to'year
students and mainly propose a date for discussiznshe system nonseri8eThis fact
explains that first, the entrance test was camteed second that teachers started inquiring

about the logic of so many remedial exams.

We used the figures of the deliberations for yéafere and after the teachers’ concern
for remedial exams. The table below representsateeof pass; where the first figures (bold-
typed) indicate the pass rate before the remediame (these years have been chosen

randomly):

*® We are quoting word for word.
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H 1981/82 H 1990/91 H 1993/94 H 2000/01 ‘
1% Year 71% 80% / 98% 80%/ 95% 56%/ 71%
2" Year 57% 79%/ 90% 54%/ 66% 55%/ 68%
3 Year 58% 75% / 100% 33%/ 64% 45%/ 66%
4" vear || e 2 44% [ 84% 52%/ 67% 65%/ 95%

Table 14 : The pass rate in the Department of Engih

In the preceding figures, we considered only “ragudtudents” (those who did not
repeat the year), and the first percentage tak&s account the June exam (synthese).
Regretfully, we could not analyze this exam alasiace teachers sit for deliberations only
once these exams are over, and as such on therd¢ldns minutes there is no difference
between students who succeeded right away, and thos sat for the “synthése”. We see that
the results confirm the teachers’ criticism of Hystem, in view of the fact that the pass rate
that very year was rather higher than in 1981/8h dhe subsequent years. Nonetheless, pass
rates are always high, mainly due to the systegopofpensation and to these remedial exams
which wear teachers down, when these latter aresingily set upon by students negotiating
their marks. The compensation system has been fote aiscrepancies noted in the exams;
Labed (2007) showed that the system in questionenmagich harm to students. They almost
relied on this system which made them least-etatners whose aim was at getting a pass

mark.

Another source of dissatisfaction on the part aftueers is that students come to

university lacking many features, as learner’stsgi@s and autonomy, study skills and

?"1n 1981/82, there was still a three-year gradmadiod there was no remedial exam.
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reading skills, and most significantly, interestdamotivation. Students tend to favor

memorization and rote-learning.

Students, too, seem to be disapproving the sysBmmbekeur (1999), reporting on
research concerning all disciplines carried ouhatUniversity of Constantine, notes a general
dissatisfaction among students as regards theathod teaching; even when this refers to the
theoretical elements of the courses they followjcwhs supposed to be the university's
traditional strength. These reports suggest thatfohmal lecture method, memorization of
notes and textbooks, and examination-oriented tegcire the norm, with students having

little opportunity for discussion, questioning,meeting professors.

Some classroom observation studies have suggédsdethere is far less concordance
than expected among what teachers claim to be damty what actually occurs in the
classroom. For example, Ellis and Low (1985) askedut 500 teachers and 500 students on
the usefulness of various teaching activities. Hegebreakdown of the results (the percentage

represents the time devoted to the activities):

Teachers:

1. Students working in pair groups: 80%

2. Role play: 56%

3. Language games: 51%

4. Reading topical articles: 48%

5. Students making oral presentations: 46%
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Learners:
1 .Grammatical exercises: 40%
2. Structured class discussion: 35%
3. Copying written material memorizing, drills: 25%
4. Listening activities: 20%

5. Reading books/articles: 15%

4.3. The teachers of the English Department

The teaching staff followed the same pattern dbsdrin general for university: the
department started with foreign teachers, then ohgradually to the Algerianisation of its

staff.

The table below shows the figures concerning thgeeAdn and foreign teachers in the
English Department. As it was the case in the whalder education in Algeria, the English

departments started with a majority of foreignemsstly Americans and British.
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ALGERIANS FOREIGNERS Total

U.S.A./ UK. Other
Assistants 15 8 0 23
Assist. Prof. 0 1 0 1
Professors 0 0 0 0
Total 15 9 0 24

Table 15 : The teaching staff in 18776
(U.K.: United Kingdom)

Later, in 1980/81 until 1986/87, due to an agrednbetween Algeria and India and
Pakistar’, called South-South Cooperation, some Indian akisEani teachers were enrolled.
They were enrolled most in the departments of Sétd Batna, but because of their closing
down, they were transferred to Constantine. Byyter 1988/89, Algerianisation was totally

reached in the department.

2 Figures found in the minutes of the deliberations.

2 Agreement between Algeria and India on cooperatibfrebruary, 28th 1980 (taken from the Department
archives).
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H ALGERIANS || FOREIGNERS H Total
u.s./ Other
Assistants 7 4 1 12
Assistants +>° 11 1 0 12
Lecturers 0 2 1 3
Assist. Prof. 0 2 0 2
Professors 0 0 1 1
Total 18 9 3 30

Table 16 : The Teaching Staff in the Department oEnglish (1979/80)

For some years, the figures we had during the Tas8)s where the majority of

teachers were not very qualified (Assistants whi dvaly a graduation degree), are recurring.

The following table displays the number of teachansl their ranks in the academic year

2005/2006. (Temp. Assistants are temporary assssteith a bachelor’'s degree; P.G. stands

for Post Graduation; assistants are teachers witsta/ear in Post Graduation; lecturers have

a Magister thesis or an M.A.; Assistant Profesbarge a doctoral thesis).

Quality

Temp. Assistants

Assistants+

Lecturers

Assist.
Prof.

Professors

Total

* These assistantstagiairey have an M.A.; they differ from the lecturers imat these latter are tenured

(titulaires).
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Number 52(24inP.G.) 13 34 2 4 105

Table 17 : The Teaching Staff in 2005/06 (Source:dpartment of English)

4.4. The L.M.D.

Since 2004/05, a new university system is develpgialed the B.M.D? (generally
known L.M.D.), an acronym for Degree/Master/Docterdnitially designed in the Anglo-
Saxon countries, it is spreading nowadays everysyhamd Algerian authorities decided to
apply it in partial replacement of the current eyst This degree changes the length of the
studies, too: it reduces the degree from four tedtyears. The instructors want to deploy it
aiming at students' mobility and recognition of ttegree in every part of the country and

even abroad.
Design of the studies in Algeria is articulateduard three main grades:
. The licensegranted after three years of study (correspontiri0 ECT$?).

- Master's degree conferred after two years of sfodgresponding to 120 or 300 ECTS
credits earned).
- The doctorate conferred after the completion skagech for at least three years and

defending a thesis.

31 Executive Decree 04-371 of November®'2D04 on the creation of a new bachelor degree.

32 English abbreviation (European Credit Transfert&@ys for European system of transfer and accunuuladf
credits.
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BMD System || Former System
Name of the Name of the
Number of Years Number of Years
Degree Degree
Doctorate >3 Doctorate 25
Master 2 Magister 22
Bachelor 3 Bachelor 4

Table 18 : Comparison of the Systems

This system replaces the old method where the Mynef Higher Education defined
priori the headings of diplomas and channels correspgrtdirthe distribution of materials,
and courses, and a minimum hourly volume. In thes sgstem, the universities design
themselves models of diplomas, which are reviewe@xiperts in the ministry, before being
validated by the National Commission of Authorieati The models are now reassessed
every three years with a presentation by each usityebefore a jury composed of

representatives of the Ministry and the profesdiomald.

The elements which appear in the new degree (th@vog is the content of the first

year):

* Learning is divided in semesters;

* Modules are organized into units:

— Basic Unit (16 hours a week): consists of all tlhdjscts which are

essential to a given discipline (in our case, thglish Language):
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Written Expression and Oral Expression, Grammamguistics,
Phonetics, and Introduction to the Literature andiliZation of the
target language.

— Methodological Unit (3 hours a week): study skilete taking, use of
the dictionary, and reading for information)

— Discovery Unit (3 hours a week): specialized lamggudthe use of
English in different discourses).

— Cross-section Unit (3 hours a week): a foreign leug (Spanish or
German), and students are required to choose tWvonspamong three
alternatives: an Introduction to the use of compute language
learning, a subject in Human and Social Scienced,a Introduction

to Arts>,

The weekly allotment of English learning is thusetty-five hours (all three years
have the same amount of time), in contrast to tnenér system where the average hourly

number was around fifteen.

It is too soon to give an adequate study of ty&tesn, but yet people are taking
positions against, questioning the real motivesrzelis so hasty introductiéh Would, this
system within the Algerian University with what cheterizes it much, the number of the

cohorts, succeed?

% In practice, students take two compulsory subjesForeign Language and Introduction to the use o
computers in Language Learning.

3 Appendix IV, pp XXXVI-XXXVII.
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Conclusion

Several factors concurred to the transformationdhefuniversity as described earlier, and

the most characteristic one is haste:

1.

Haste to recruit teachers who did not have yetitig qualifications.

Haste to replace qualified teachers by less qadlifones in the name of
Algerianisation. It is indisputable that Algeriacht regain its identity, but not at the
expense of generations of students. It would haa@nbadvisable to start gradually
replacing foreign teachers by Algerian ones by gngufirst their succession in the

most appropriate terms.

Haste to arabize teachers who were more competesan whey used French in their
teaching, and haste to arabize full departmentsisiitutes where both teachers and

students who were themselves not fully arabized.

Haste to arabize Human and Social Sciences whithdehe loss of truly “human
libraries”. With reference only to 1996/97, the Ndier of Education is quoted as
saying that 1200 university lecturers had left doeintry (Sultana, 1999: 15; citing

Miliani, M. in a personal communication).

Haste to open universities when the minimal coad#i(human and material) were not
present, and regretfully it is still continuing. hdre are reports on the authorities
extolling their self-satisfaction as for the numloér‘pedagogical places”, but fewer if

no reports at all concern extolling the number @dhks bought for university libraries.
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Finally, we note, too, the discrepancy betweeneithgcational system and the job market,

and the soaring demography and its effects ondheational efficiency.

The forthcoming chapter deals with the main changlegh took place in the Algerian
educational system. It is an attempt to a full eawvpf its aspects and characteristics from the

beginnings of independence to the present day.
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Introduction

Owing to a long period of French colonial rule eigriwhich Arabic had been relegated
to a secondary status, Algeria had a long tradibbrusing French as the language of
government and medium of instruction. Followingapdndence, Algeria opted for a policy of
arabization which aimed at raising Arabic to thetiss of an official language. Arabic is now
the dominant language in a multilingual settingg@ian Arabic and Berber), where modern
standard Arabic is the official and national langgiaand French is the second language,
maintaining a special status as the predominamtesioi language (university), particularly in
science. English, which is taught as a second dordanguage, has acquired a high
instrumental value. Unlike countries in the Middast, whether under a French Mandate
(Syria, Lebanon), or under British Rule (Egypt,glralordan), which faced no significant
problems in their drive for arabization, Algeriaynisia and Morocco experienced a great deal
of linguistic and cultural turmoil in the ongoinggeess of arabization. Unlike Tunisia, which
clearly opted for bilingualism, Algeria, while irffect bilingual, was the most adamant in
proclaiming its Arab identity and on insisting oatal arabization as its ultimate goal.
Algerians, in order to distinguish themselves frénench people, were to recognize Islam
with concomitant emphases on the Arabic languagan@uillaume, 1997). Conversely to
Morocco and Tunisia in which Arabic was not onlygat throughout the colonial period, but

shared too an equal status with French, Arabichaased in Algeria (Moatassime, 1993).

After independence, Algeria had an urgent needetain its Arabic and Muslim

identity which had been effectively denied durirdonialism. It was the language of study in
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the religious school and seen aseflection of illiteracy and ignoranceMostari 2005)—a
1930 French law deemed Arabic a foreign language! Arench rule conferred the status of a
language of identity on the Arabic language andstia¢us of modernity on the French (this
dichotomy Arabic = identity and French = modernttgs no explanatory relevance, but will
be used even by the arabization protagonists). Nioeh(1995) reports that there was
ambivalence on the arabization views; this dichgtdms its origins in colonialism. Jerad
(2004:539) adds that it led to a deadlock whichsifzed languages and provided a link to

political and ideological struggles.

As from 1962, one of the major reforms made in peinblependent Algeria was to

restore the Arabic language in education. InTthpoli Programmeof June 1962,

The Revolutionaries restated in regard to Arabic, whiay
did in constant manifestos before: [the role of the
revolution]... is above... all to restore to Arabic—thery
expression of the cultural values of our countrys—dignity
and its efficacy as a language of civilisatioGordon,
1978:149).

Algeria could not begin to reconstruct itself withorestoring the bedrock of that
identity: the Arabic language, which remains theidrisymbol of its Arabic identities and

Muslim values. Boumediéne said (1968) in Most&004:26):
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Without recovering that essential and important nedat
which is the national language, our efforts wou&uain, our

personality incomplete, and our entity a body witha soul.

Ongoing and passionately led debates around thgudme policies are still on the
agenda. The latest reform (2001) of the educdtieyatem developed by a national
commission (C.N.R.S.E.) engaged by President Blkagtbecause of the consequent fierce
debate, had been put off during two years. Froenktbginning, language planning, either
political or educational, gave rise to outcries veheveryone claimed monopoly on the
language issue arabization, French-Arabic bilingualism, the Esfglianguage status never
reaching consensus (Miliani, 2003:17). This lea¢daflicts among Algeria’'s political society
who was divided upon this question: on the one hdrase who favoured arabization and on

the other hand those who favoured bilingualism:

1. A trend towards arabization (and hence monolingugli which aims at
placing an Arab and Muslim stamp on Algeria andntiil a Non-Western
identity, claiming that bilingualism is source of suffering and a sign of
alienation or acculturation(Ennaji, 1991: 21). French is regarded as the
language of the colonizer, and its use demonstragescolonial dependence.
French speakers are described as Francophileshanefdre implicated in

the linguistic and cultural alienation. (Grandgailine, 2002).
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2. A trend towards bilingualism which does not rejégtbic but remains
attached to the idea of maintaining the Frenchuagg, since not only is the
country administered in Frenthat present but French also gives Algeria
access to modernisation. Thus their position isntntain the status quo,
with cautious arabization. In 1962, this was thenoh@ant trend, but it was to
lose political backing up to 1992, before regainfagour in 1999 when

President Bouteflika came in power (Benrabah, 2002)

The arabization policy was continually included anstruggle against French. The
arguments used in the struggle confiscated thes hvasiies which should have been common
to all Algerians. The proponents of arabizationinokd to be the only real nationalists
(struggling against French colonialism) and theugem Moslems (working for the Koran).
The proponents of bilingualism were seen as defsnoeFrench language: because of this,
they were caught in the trap of a guilty conscieace could not defend the suicidal character

of the followed policy (Grandguillaume, 1983).

The history of arabization is one of clashes, evérench warfargKadri, 1992 :39%)
between these two trends and has been the subbjewry publications (M. Benrabah 1999,
2002; J.P. Entellis, 1981; Charles F. Gallaghef81%. Grandguillaume 1979; 1983, 1997,

2002, 2004, 2006; F. Laroussi 2003, 2004; M. Mag97t H. Mostari 2004, 2005 ; A.

% Though, we express our disagreement as for thist.pbost administrations use Arabic as a means of
communication.

3 Une guerre de tranchée (the author’s translation)
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Moatassime 1974, 1992, 1993, 1996; R. Sebaa 109%aleb-Ibrahimi 1993, 1995, 1997,
2000). However, the real motives behind either gosimirror political objectives rather than

realistic planning.

1. Status of Arabization in School

1.1. From 1962 to 1975

From 1962 to 1975, following the principle that Biawas both the national
and official language, and French a language toused temporarily and provisionally,
arabization of the Algerian educational system masued. In 1971, theunctual systema-
step-by step system(Gordon, 1978: 153) was adopted, that is arabialhgubjects on a
given level rather than arabizing geographicallyc¢ading to regions) or vertically (all levels
at the same time). The geographic solution woukkHad to inequalities of opportunity, it
was felt, adds Gordon (op.cit. 153), thertical one was impossible because of a lack of
qgualified teachers. The country was marked by aedigin campaigns: laws, decrees,
ordinances were enacted, reinforced, and applieingi at implementing Arabic and

strengthening its positions in all public fields.

Starting from 1962, seven hours a week of Arabsrenintroduced in all schools. The

following year (1963) three more hours were addéte first grade of primary school was
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arabized in 1964. Due to a lack of teachers, sameskilled Algerian teachers (monitors)
were recruited along with some teachers from theld\d East — 1000 Egyptians, 1000
Syrians—(Kadri, 1992:452). The process of arabirationtinued and by 1975, the primary
school was fully arabized with French being taughtthe fourth grade. In secondary
education, the humanities section was totally aeahitogether with one-third of the maths

and sciences sections.

Halls (1994) adds that until 1945, some twentybAstates, stretching from the Atlantic
to the Persian Gulf, and characterized by the urgfyorce of Islam, looked Egypt as their
educational role model. The pan-Arab cooperatios meinforced by the foundation in 1964
of the Arab League Educational, Scientific and @t Organization (ALESCO). The
following aims were set out for education in Arabuntries, although, Halls states (ibid:

1061), in Algeria, the stress was also on socialism

(a) the correct understanding of Islam and inculcateomd dissemination of
the Islamic creed,;

(b) the imbuing of the student with Islamic values tdoes and ideas;

(c) the social, economic, and cultural developmenbofety;

(d) the preparation of the individual to be a usefuttfpant in the building

of the society.

The following tables recapitulate the stagesrabaation in schools:
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1.1.1.In primary education (1973-1974)

Grade
Status of Arabization
1% Totally Arabized.
2 Totally Arabized.
3" Totally Arabized; French is a foreign language.
4™ Totally Arabized; French is a foreign language.
5" 1/3 of the classes totally Arabized; French is a foreign language.
6" 1/3 of the classes totally Arabized; French is a foreign language.

Table 19: Status of arabization in primary school (1973-74)Adapted from Grandguillaume, 1983: 100)

1.1.2In intermediate education (1973-1974)

Grade Status of Arabization
1t In each of the first three grades, 1/3 of the classes were totally
ond Arabized, whilst the remaining 2/3 were bilingual. Scientific
) subjects were taught in French
3F
4" All subjects were taught in Arabic, except mathematics, natural

sciences and geography.

Table 20 : Status of arabization in intermediate dwool (1973-74) (Adapted from Grandguillaume, 1983:
100)
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1.1.3.In secondary education (1973-74)

Grade Humanities streams Mathematics and Science streams

1/3 of the classes Arabized, 2/3 bilingual.

Premiére Totally Arabized. Scientific subjects were taught in French.

Seconde Totally Arabized. 1/3 of the classes Arabized, 2/3 bilingual.

All subjects were taught in 1/3 of the classes Arabized, 2/3 bilingual.

. Arabic, except
Terminales mathematics and Philosophy, geography and science subjects
geography. were taught in French.

Table 21 : Status of arabization in secondary schb¢1973/74) (Adapted from Grandguillaume, 1983 :100

1.2. From 1976 to 2002

Increasing arabization led to concerns about stasdaand in 1976, President
Boumediene appointed M. Lacheraf as Minister of dafion and A. Rahal as Minister of
Higher Education, to call a moratorium on arabamatialthough this was to be of short
duration, interrupted by the death of the presidé# for university, in 1980 a decree
introduced the total arabization of th& §ear of Social and Political Sciences, Law and
Economics (before 1980, students chose the mediutheir language instruction, either
Arabic or French). The degrees in Arabic LiteratuRhilosophy and History had been
arabized by 1968. In 1973, Geography, Sociology Redagogy were also arabized. In other

subjects, 58 per cent of the students were in zedbsections. In the sciences, the policy of
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arabization was only moderately applied. In 1973y d9 per cent of all students were in
arabized sections, and Medicine and Engineeringiraged to be taught in French. All
students, however, were obliged to attend Aralssdas, and a permanent Committee for
Arabization supervised the then three universiieslgiers, Constantine, and Oran (Gordon,
1978). It is not until 1993, that students who had all their schooling in Arabic enrolled in
departments where the teaching language was stifich. On 22 July 1991, the minister for
universities announced the total arabization ohérgeducation for the start of the academic
year (following the 16 January 1990 law on the galised use of Arabic in Algeria); another
law in 1996 predicted the total arabization foryJui998, and 2000 for the university. The
difficulties encountered in the process of the iaion show that this question re-emerges
constantly as a political aim, taking on new cotgemeanings or symbols, depending on the
political and economic situation, and the varionterests at stake, referred to ashally-
shallying” by Miliani (2003:18). This cyclical reappearancelicates that this is a question
whose recurrence reveals both embarrassment akfiamntrol, expressed in the political
speeches intended to promote the idea and theenatuhe means of dealing with it (Sebaa,

1999: 87).

The F'Four-Year plan (1970) was accompanied by a sefiesforms. A break with the
traditional partners (France) allowed Algeria toalsify the economic partners. Parallel to
economic and commercial trades, cultural excharmedved, resulting in a large-scale

cooperation with the English-speaking countriesthie educational field, it took the form of

37 valse-hésitation (the author’s translation)
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teaching, pedagogical counsellors from the BriGstuncil, language grants. The realization of
the importance of English in the technological awientific field favoured English. The
enhanced prestige of the English-speaking world egaslly seen in the 1971 Reform where
the Anglo-Saxon semester replaced the French arsyséém, with a view to providing a
quick university education with few dropouts. Thadlowed the algerianisation of the
managers, one of the priorities of the governiifentn 1993, the introduction of a foreign
language into primary school was postponed to thatlh grade. The same year, the
advocates of arabization pressed for the use ofidbntp replace French in primary schools
(Kadri, 1992). However, for various reasons, ongnall percentage of parents chose English,
the majority favoured French as a foreign langulagehe fourth grade. From the 1980's to
2002, there was the total arabization of the schgsiem; a reform engaged gave birth to the
Basic School Ecole Fondamentald) All subjects were taught in Arabic, French was

introduced in the third grade of primary school.

1.3. From 2003

The latest reform (2002) planned the reintroductbnhe foreign language (French)
into the second grade of primary school. Englishuiobe taught in the sixth grade
(intermediate school), two grades earlier thanhi@ past. Some subjects, as Sciences and

Mathematics would be partly taught in French. Thasethe major changes that are taking

38 Rapport du Premier Plan Quadriennal, p 117.
39 A thousand pilot schools were engaged in the ngstem from 1974, but in 1978, they were stopped by

Lacheraf, as soon as he was appointed Ministedat&tion (Grandguillaume, 1983).
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place with the new reform. It is yet too soon toéa clear idea of the positive or negative

points this reform will generate.

2. Effects of the Arabization Policy on Education

2.1. Problems of the arabization

2.1.1. Hasty enforcement

Many important figures, including Mostefa Lacherbtlieved that the process of
arabization must be gradual, that the modernizaifofrabic depended on the stimulus of the
French challenge and thaarthaism” must not be allowed to favour regresdiraalitional
elements (....)Algerianisation is not arabization(Grandguillaume, 2004: 158). By
algerianisation, Lacheraf meant that Algerians kiogaFrench had been trained to replace
foreigners, just as many Algerian teachers repl#@gadlic speaking teachers from Egypt, Iraq

and Syria (Gordon, 1978

But their positions were inefficient: during a oail of ministers in the 1960s, Ahmed
Taleb-lbrahimi, then Minister of Education, saicbabarabizationlt won't work but we must
do it...; this sentence was reminded by Lacheraf in 1977—wias then Ministry of

Education, position that A. Taleb-Ibrahfthoccupied until 1970— to Ahmed Taleb-Ibrahimi

0 Later, in 1980, he was appointed as the head efctmmission in charge of arabization (Grandguitia
1983:129).
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who was reproaching him his lack of fervour fortazation (Grandguillaume, 1995:18). The
latter recognized the difficulties involved in suehprocess, and that a general positive
atmosphere still needed to be encouraged. LaciE96#) protested against quick arabization
and was more in favour of a bilingualism, arguihgttwith the loss of Algerians' cultural
identity during French colonialism, it was impodsilp expect any spontaneous generation of
gualified teachers, specialized in a language amture which were excluded from free
speech and basic scientific progress,if hundred-year-old ravages could be compensated
one, two or ten yeargl.)There is no question of waiting but to start metbaly!*
(Lacheraf, ibid.: 316). Mazouni (1969: 21-28)) wednhis fellow Algerians that rapid
arabization might prove regressive and might evienate students from Arabic culture
because of the difficulty of the language and tiek lof adequate tools for teaching it. It is
important to note that in 1970 the ministry of eatimn was split into two separate ministries:
the ministry of primary and secondary educationtfwA. Benmahmoud as minister, but in
fact A. Mehri, who was at the head of the naticw@hmission of the educational reform, put
his stamp on the actions) and the ministry of higb@ucation (under the authority of S.
Benyahia): this split within the educational systiemh to distortions in the arabization policy.
Whereas it went at an increasingly fast rate in phenary and secondary levels, it was
subdued in the higher level (Grandguillaume, 1%8: Remaoun (1997:100) adds, regarding
this hasty enforcement, that the acceleration abiaation did not give the local competences
the opportunity to adapt themselves; it relied atrained staff who tended to preach morality

in the pedagogical field (focused more on words thizbject-matter).

*1 Comme si des ravages séculaires pouvaient éterésen un an, ou deux, ot méme dix ! Il ne s’pai
d’attendre mais de commencer méthodiquement ! &litieor’s translation)

141



Haddab (1983) claims that the problem was not tthexe were two few bilingual and
therefore bicultural Algerians, to have any infloenbut that the barriers, that separated
school children into different streams made imgdssito educate a sufficiently broad
population to give these intellectuals a strongeiad position. He goes on to say that in the
struggle for arabization, led rabists,the complex relations of Arabic to Islam playedl an
continue to play an important role, in some casedgribute to the strengthening of the process

of arabization, and in other, rare, cases resistitvelopment of that process.

Another limiting factor was the presence of Berb&i® tended to prefer French to
Arabic as their second language and considered #@raore useful medium for modernity

(Gordon, 1978: 158).

It is regrettable that people expressing thétdirof the arabization were not heeded;
it would have saved Algerians from thiggic experience as expressed by Arkoun, (1956,

guoted by Sebaa, 1999:88):

We have usually put forward some hasty, inadequate,
demagogic answers, especially in the field of azaton of
education and religion. Today we are suffering thegic
consequences of institutionalized ignorance, itetia and
imposed by the authorities through the educatistesy and
the media, to the point of building a powerful sbémagery

which provides a fundamental basis for the presamgions.
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And by Grandguillaume (1998) on both languages:

Pourquoi les francophones n’ont-ils pas pu (ou@uyvoulu,
ou ose€) défendre la place de la langue francaitmsagu’ils
étaient en position dominante et étaient convaindeisson
utilité ? Pourquoi les arabophones n’ont-ils faitu’'gne
importation mimétique d’'une langue du Moyen-Oriead,
lieu de se [lapproprier vraiment, a la différenceesd

Egyptiens, leurs modeéles. (...)

2.1.2. Lack of qualified teachers

With independence, because of the massive exddbe colonists , Algeria requested
France to provide qualified teachers for French, Enance's refusal or indifference led to
other countries (Egypt, particularly) seizing tigportunity to provide its staff (Bouhadiba,
2004:500). Since Algeria had few teachers abtedoh Arabic as required in the decisions, it
recruited foreign teachers as well as Algerians Tbalifications and traditional pattern of
school and university teaching staff had to bebaetitely sacrificed in order to meet the
massive needs created by the system. Thirty thousew teachers were recruited in this way;
almost all the 60.000 staff involved, however, fduhemselves facing responsibilities which
they had no training for (Skander, 1972: 6). Theexe three levels of recruitment for the
Algerian teachers—relief teach&sinstructors and teachers. Relief teachers (bmthFfench
and Arabic) were recruited at the level of the @uiynschool leaving-certificateCertificat de

Fin d'Etudes Primaires Instructors were engaged at the level of théfamte of intermediate

42 Moniteurs
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education Brevet d'Enseignement Moyefeachers were trained at the Bouzaréah Teacher
Training College Ecole Normale Supérieureunder the authority of higher education, which
trained arabized teachers only; there was a bre#liei Francophone teacher trairindistinct
from the Kouba Teacher Training College which wasdar the authority of the ministry of
primary and secondary education, but in reality wader neither authority, termed isate

by Lacheraf) (Remaoun, 1997:100). In the 1968/1896%00l year, out of a total of 36.255
primary school teachers, 14.573 were relief teag;he4.790 were instructors and 6.892 were
teachers, according to Grandguillaume (2004). Séoneign teachers came from Europe,
mainly France, and some came from the Middle Esefly Egypt (1.000), Syria (1.000) and
Irag, which provided large contingents of teachersArabic instruction, firstly in primary
then later in secondary school and higher educdfadri, 1992:452). In 1966, out of a total
of 13.000 arabized primary school teachers, 3.20%%0) were foreigners, of whom 2.000
were tutors or instructors, and only 1.500 werehess (Kadri, ibid.). Kadri reports that there
were complaints of these teachers' lack of qualiftms— some had never taught (Bouhadiba,
2004:500), their lack of commitment in their taieir rudimentary teaching methods, and the
handicap their accent represented. But their dageunld have been a minor problem if they
demonstrated some efficiency. According to Granidlgune (1984:154), it must be
emphasized the deep cultural difference underlyiegteaching practice. They believed that
knowledge was something passed on, and the bestowmssess it was to encourage learning
parrot-fashion. Sebaa (1999) qualified these fordigachers asoopérants ethniqueén
Algeria all foreign staff—teachers or workers—weederred to aoopérants techniques
because of what was expected of them: they wergsupded to fulfil a cultural and moral
mission,which starting point and basic support would be thleabilitation of a —or the—Ilost
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linguistic Paradigm(Sebaa2001). If in most eastern countries, a new pedadwyy been

established, the fact remained that in the actibtheir teachers teaching in Algeria, this
traditional trait was seen as strong. This tragrgjthened the tendency of traditional Algerian
elements who, because of the break with the Eagt, &n Arabic culture fossilised, both in
terms of language or pedagogy. This conceptiontimees Grandguillaume, has few

drawbacks when people are in a stable state of lenm®, but has many in times of change.

2.1.3. Teaching methods

Algerians gradually became a majority of teachars] were divided into Arabic
speaking and French speaking, reproducing the schnan opposition between a modern
system and an archaic one. The bilingual systermnghidue to the decisions of arabization
taken by the authorities, and the break in theaining in the late 80s, as mentioned
previously. In some regions, because of that, tixe no French teaching in the programs.
During the 1980s, teaching has become mostly mogwél. This monolingualism led to an
educational conservatisn{Grandguillaume, 2006): with Arabic, memorisatiddecame
predominant, a model taken from Koranic schoolss Was the conception of the educational
system as established by the authorities: baseterdearning and exact restitution of the
knowledge at the expense of a rational thinking.imaresting example about how philosophy
is taught, a way which does not help pupils toat think as autonomous, free and critical
persons can be seen in Lardjane (1993:56). Thegpggtaadvocated rejected all the other

languages, be they French, Algerian Arabic or Berbbee teacher's task was seen to correct
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the pupils' language (vernacular Arabic or Berlvdnjch was supposed to lhaulty, deviant
and deficient as mentioned in the teacher's guide of the fwstary cycle (Boudellia-
Greffou, 1989:35)The child is constantly forced to switch from thebic used at home to
the Arabic used at school (Sebaa, 1999:84). Thiagegy made the pupil feel guilty for
speaking his mother-tongue; according to Boud@liaffou, this pedagogy was based on a
model aimed at deficient and mentally retardeddecéi to whom a simplistic and a parrot-
fashion learning methods weagplied: the result is a weakening of the lingaistpacities of
the pupils not only as learners but also as sep@akers/actors (Taleb-lbrahimi, K., 1993:66).
This impoverishment of the language set up in st years of school would be perpetuated
throughout their schooling. This situation—whichagghtaway excluded vernacular Arabic,
Berber, and French—opened the way for the incrgasiifference between theocial
linguistic intelligenceand educational linguistic intelligenceThis leads the way to the

replacement of the cognitive by the expresEabaa, ibid: 84).

Moreover, Boudellia-Greffou (1993: 43) raises ampamant question concerning the
contents of textbooks: there are no texts which laadle interest in culture and literatare
they are introduced much later, in the fifth graded it is too late for the children who are

well on their way to shape their personality.

Regarding this guilt feeling, not only children libie whole society felt it: the guilt for
not mastering Standard Arabic and the guilt fedt&4vis the eastern countries would push the
authorities to arabize at all costs. Remaoun (19@8)arding history textbooks, shows how

the Arab-Islamic reference model is given precedatdhe expense of the Algerian identity.
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The Arab-Islamic referent focuses on the MiddletEaspresenting 75% of the history
program on the Arab-Islamic world. According to 8ah(1999), the arabization in Algeria

was ratheprientalisation.

Beside teaching methods, another problem was thgee mumber of pupils in
classrooms. To this day, the double-shift systeith estists; primary schools divide the
allocated time into two: two classes share the saom during the day, having four-and-half-
hours of teaching each. This, probably, has a teng-influence on the quality of learning,
though no research has been devoted to this agpeamidguillaume asserts that during the
first years of independence, teachers were in ehafgtwo classes, each with an average
class-size of 40 pupils. It is extremely regrettata see that the number of pupils in a class is

still high, at every level, from primary schooluaiversity.

2.2. Failure of the arabized educational system

Most researchers claim the failure of arabizatisraaystem not only confined to the
country's administrations and environment, but morgortantly in education. The fact that
President Boumediéne called for a moratorium, asaig previously, is, according to Taleb-
Ibrahimi K. (1995:270), a result of a UNESCO report the status and the standards of
education in Algeria. The educational system edtergophase of a steep decline from 1986

with the decrease of the country's financial resesir lack of means of documentation and
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total arabization contributed to the collapse @f #nabized education (Grandguillaume, 2002).

Grandguillaume asserts further, quoting Viratell@70), that

He [Viratelle] feared that students were being badly trained
in both Arabic and French and might be ending utheaut an

adequate command of eithéGrandguillaume, 2002: 158)

This opinion was shared by Entellis (1981: 197),

Too many young people may be emerging from secgndar
schools with an incomplete command of both literargbic

and functional French

As well as by Taleb-Ibrahimi K. (1997: 50):

The Algerian school does not produce bilinguals but

semilinguals without a good command of either |agg

And Miliani (2003: 25):

This semilinguism is one of the major causes ofdbe of the
young people's cultural points of reference andirthe

linguistic codes impairment
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Another controversy arises about the main causéslofe, for some,

Arabo-islamists, it is because of the elitist natof the use of
French, while others think that failure is attrileat to
arabization not only as a language, but also asagedical
structure — prisoner of a theocratic conception lgfam
(Grandguillaume 2002).

Some researchers attribute the educational faitur@abization- or more exactly to
the linguistic policy adopted by the authoritigsyd not only Arabic but foreign languages as
well (Moatassime, 1993y and the way it was carried out and this for numsroeasons,

some of which are dealt with in the forthcominggzaephs.

2.2.1. Examination results

The government's educational efforts since indepece have indeed been impressive,
at least in statistical and quantitative terms; thet educational system suffers from recurrent
problems for which educational and political saas have not been found. Miliani (2003:23)

lists some of the problems:
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- High percentage of failure at the baccalaureatemesad the middle
school's leaving certificat®(E.F.), as mentioned in the preceding chapter;

- High percentage of drop-outs and lossegbout 500.000 pupils leave
school every year without any qualification, despthe compulsory
character of school,

- Large number of pupils who have to repeat a yez 4f those who sit for
the baccalaureate are repeating their grade.

- Some pupils sit for the baccalaureate two or thirees, even after being
enrolled in university, in order to get the highriknavhich will allow them
to chose the field they want;

- Orientation problems in university where studergpeat till four times
their first year; 60% of students are sent to depamts against their will.

Djebari (1998) finds that the present systemtisaenaeleterioussince: [it is]

- Not very scientific (only 8.65% of pupils from Matlpass)

- Not very professional (approximately 10% of pupitem technology
succeed)

- Quite literary (27.51%) with a tendency towardsigiels instruction
(+5%)

- Nearly 55% of successful baccalaureate candidaiese drom scientific
streams.

(Though Djebari’s view may seem a little confusihg: finds that the system is not scientific

with reference to Maths).
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2.2.2. Politicization of the language issue

Most of the researchers quoted pinpoint the pdaion of the language issue, and
because of this, all of them consider it as a failon the grounds that Arabic has no real roots
in Algerian reality. Algerian society has been rilgx of its identity and its native languages:

Algerian Arabic and Berber.

On the politization issue, Pattanayak (1994:19%#ps:

Language is a symbol as well as an instrumentslai
repository of power. As expression of identity adl \as
associate of ethnicity, it is a source of conflicanguage
differences reflect social tensions. When thessidan are

socially or politically manipulated, conflict ensie

In 1963-1964, the authorities involved a group aheXican sociolinguists from
Berkeley University in order to draw up the socigliistic map of Algeria. The group came
up with the advice to promote the use of AlgeriaalAc and Berber: languages the most used
and consensual. Disregarding these recommendatl@government in position went as far
as to conclude an agreement with the sociolinguisgsvirtue of which the survey results

would not be publicized. (Benrabah, 2002: 74).
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Gordon (1978: 165) cites Maschino and M'Rabetisesis whereby they declare that
arabization and islamisation were basicalyokescreens to maintain tipeesent-counter

revolutionary petite-bourgeoisie in power.

From a political point of view, arabization is paftpower and control of mechanisms
of reproduction of the symbolic povfér (Taleb-lbrahimi K., 1997: 57). On the symbolic
power, Gallagher (1968:132) wrote about Arabic ilgekia: to the vanquished, one of the
most expressive symbols of power became the magidamguagelt is clear then, that from
independence, Algerian authorities, in order tasth and maintain power exploited the
language issue, and this took place first in schibwlas firstdélaiciséé® with the introduction
of religious teaching and by the will to make ochlaization a demagogic tool of social power

(Harbi, 1994:3).

Algeria's main distinctiveness is that the conaayi of the linguistic policy, the
designation of languages as well as the socialtdetma languages are based not on linguistic
facts but on ideological viewpoints. The examimatiof the arabization policy in such an
important area where the presence of the statableshed, namely education, shows the lack

of coherence and clear planning in the arabizatfoeducation as well as the lack of true will

*3 Though Gordon cites Maschino and M'Rabet , he dmésefer to them in his bibliography.

4 Sur le plan politique, l'arabization s'inscrit dda pouvoir et le contréle des mécanismes de dejtion du
pouvoir symbolique (the author’s translation).

5 Algeria, during its first years of independenceljdived the secular educational system inheritednfthe
French colonialism.
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of the state in its linguistic options. This is eded by Kadri (1992:408) who said that

authorities considered political criteria as predwant,

[The state’s emphasis wasin the primacy of politico-
ideological criteria on any criterion (pedagogicabr

economic, for instance).

For Laroussi (2004), too, the choice of Arabic aseatral axis of the linguistic policy was

based on a linguistic ideology, and he gives tileiang arguments:

1)

2)

3)

4)

a religious nature argument: it postulates asaolate Arabic as sacred;

a historic nature argument: historic legitimacyhwiégard to the golden age of the
Arab-Islamic civilization;

a cultural nature argument: it is based on a sehbelonging to the Arab-Islamic
cultural community;

an ideological nature argument: attention is foduse the political function of
literary Arabic on the grounds that Arabic is ackiof cement which tightens the
links between the different countries of the Arabiation. These countries may
differ in their traditions, cultural facts, and pmal regimes but are unified

through language.
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Once the process of arabization was launched, @ategly, the authorities did not
send their children to arabized schools, preferhbitiggual and French schools. They created
and maintained inequalities within the society drick they imposed monolingualism. This is
referred to a®lite closureby Myers-Scotton (1993), whereby the persons ingrosstablish
and maintain their power and privileges via lingjaishoices. The society, thus, discredited—
consciously or unconsciously—this kind of schoolimgnsidered it as a regression, and
concluded that they were denied the access to ggegFor most Algerians, French remains
the essential tool to modernity (Benrabah, 200Z:8)/-French insured access to disciplines
and academic specializations which were most resdamd the economic field. This led to a
long-lasting depreciation of arabized schools, Whyave rise to dissatisfaction of arabized
students who were passed over in favour of bilihguaduates, as asserted by Entellis (1981:
203):

Indeed, increased arabization of primary and seeoynd
school curriculum without concurrent language umnifity at

the higher levels has created enormous tensions and
frustrations for those "arabisants"unprepared to cope
effectively with French-language instruction, artterefore
destined to "dead-end" jobs, since nearly all opgsiin the

public and private sectors require some level dihgualism

and, in certain fields, trilingualism.

2.2.3. Content and methodology of Arabic language teaching

OIn italics in the text.
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In April 2000, people taking part in a conference Arabic teachingla Conférence
Nationale sur I'Enseignement de I'Arafié¢ational Conference on the Teaching of Arabic),
observed that at the end of nine years of studygy and intermediate taken together), the
pupil did not have a full command of Classical AcatBenrabah, 2002: 76), or that the pupil
could not even quote a poet or recite a singleevefsa poem (Djebbar, 1996). Boudellia-
Greffou (1989) imputes some of the causes of etutfailure to the exclusion of mother-
tongue languages from the teaching sphere. Thiadked up by Sebaa (2001), who affirms
that the introduction of a withered academic Aralwth no roots in Algerian reality, and
whose syntactic constructions are far from the Adge Arabic, has emphasized the

exteriority.

Taleb-lbrahimi K. (1993: 65) adopts Boudellia-Goefs view about the aberrant
methodology of language teaching in the primaryostiand synthesizes it into the notion of

break

- Break with traditional teaching methods,

- Break with the universal school objectives, and clvhimplies special
evaluation criteria,

- Break with universal conceptualisation in humanesces (particular
definition of the oral and the written language, agfquisition, and the

narration structure...)
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- Break with the dialects, which leads the child tbraak of its cognitive
experience, i.e. with the acquisition strategié® mental procedure of

perception, and the mental perception itself.

All these breaks can lead to the point of lingeigdispossession and certainly to
educational failure, too. These breaks are accoragdry an impoverishment of the linguistic
capacities of learners (Taleb-lbrahimi K., 1993:68)is impoverishment which characterizes

the first years at school persists throughout theal system.

What she advocates as a solution is a completevedrad Arabic language teaching.
Through her experience as an Arabic lecturer atthigersity of Algiers, she testifies of the
level as continually falling (Taleb-lbrahimi K., @9: 67). She further claims (footnote 25: 72)
the lack of competence of students in Arabic toolwhshe relates code-switching, not as a
bilingualism phenomenon, but as a poor commandotti languages, Arabic and Frefith
This code-switching has often been referred to anidinguistic literature as a trait of
bilingualism and diglossia and is defined as a geaby a speaker (or a writer) from one
language to another one. Bilinguals often switctwken their two languages in the middle of
a conversation. The switching of words is the beigig of borrowingwhich occurs whethe
new word becomes more or less integrated into ¢versd languagéSpolsky, 1998: 49); in

our case, words and sometimes whole sentencesHArench ¢ode-mixing are integrated into

46 Though Ennaji (1988: 283tates:Contrary to what some would claim, the use of cedéching by these
people is not an indication that they have not mra&st the languages among which they switch.
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Algerian Arabic or Berber. The borrowing has bedrua appropriation in the sense that these
foreign words have been remodeled according tgptienetic, morphological, and syntactic

rules of Arabic or Berber.

Beside the persistence of out-dated pedagogicdiadst Taleb-Ibrahimi K. (1993:70)
develops other arguments which support her judgérsanh as teacher training. She explains
that the programs dedicated to Arabic Literaturgrée suffer from old-fashioned outlines
exclusively devoted to the practice of text expteoma Furthermore, except for one applied
linguistics unit, there is no room for educatiotainking enabling future teachers to get
prepared for their future profession. As regarasékpressive function of a language (in our
case, Arabic), Lakhdar Barka (2003:102-103) vadidathis by saying that this expressive
function ensures use to gain knowledge (readingitients, etc), but to construct bodies of
knowledge, only a language developed in its compative function (cognitive functions)

can induce some thinking and create thought.

2.2.4. Marginalization of foreign languages

There was some talk in 1975 of Algerian administiatvho favoured long-range plans
to replace French with English as the nation's s@danguage —160 Algerians were studying
in the U.S.A at this time — because French wasysthelic and memory-laden for Algerians
(Gordon, 1978:172, footnote 34). This is confirmed Kaci (2001:53) who adds that the

absence of historic conflict and cultural competitibetween English and Arabic languages
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makes it, either implicitly or explicitly, an arg@mt or an alibi in the ideological opposition
with French language. When, in 1993, authoritiesidkd to opt for English as a first foreign
language to be taught in primary school, very femepts followed. According to Derradji
(2002: 19) a very small percentage was enrolletheé English classes in primary schools
(01.27% in 1995/96, and 01.28% in 1997/98). Dersadurvey seems a little biasede
calculated the percentage of English learners dauprto the total number of pupils in the
first and second cycle of the primary school indtefcalculating only the number of pupils in
the second cycle; Miliani's (2003) numbers seerbetaloser to reality, 0.33%nonetheless
the percentage was actually low, and even somenisavdthdrew their children after their
enrolling; it led to a completéasco (ibid.: 21). The parents who favoured French did so
because they considered French to be more usetulnare familiar, being part of the
Algerian cultural and linguistic setting. Througls@vey, carried out by a team of researchers
of the CRASC', Lettres Etrangéres et Enjeux Economiques en AlgBriaik, 2003), in three
towns in the western part of Algeria (Oran, Mostegya, and Sidi Belabbes), it was shown
that the majority of parents favoured French onliShg71.07% vs. 28.93%). Their analysis
found that the population aged 30 and more showédyler percentage in the choice of
French. Again, the preference for French is immetijaunderstandable when we are well
aware that it was rather ideological aims that abti@rized the introduction of English as a so-

called option but which is obviously in competitiovith French (Rahal, 2001).

Among the foreign languages, French continues tonba dominant position with

regard to other languages, as asserted by TalabitbrK. (1997:45)

" Centre de Recherche en Anthropologie Sociale kuflle.
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French vacillates between the second language stahd
that of privileged foreign language, it is torn tveen official
denial, on the one hand, and the impressive featire

symbolic power and the reality of its use, on ttieephand.

This view is equally shared by Grandguillaume (%8l Caubet (1998:122) who both point
out the ambiguous position of the authorities. Tipeisition results in a real affection of the
middle social classes for this language who preferducate their children in French, because

of the high social success and access to modehaitycome with French.

But in spite of this, French has undergone a stieefine in terms of quality, first in its
teaching because of the redeployment, stronglywaged, of the old (and perhaps the best)
teachers and the poor training of the new ones;saednd, the language as it is taught has
been stripped of all that makes a language ricmeha its cultural dimension, and more
particularly what makes its universality (Djebbd996). Equally, Lakhdar-Barka (2003)

claims that there waastrumentalisatiorof languages, be they foreign or native.

En voulant réduire une langue nationale a une langu
fonctionnelle, on observe un phénoméne d’instriatisation
des langues non seulement étrangéres mais aussipaar
larabe, par effet de retour. En voulant déshakesizer

'anglais on a désalgérianisé I'arabe.

Kaci (2001:64) blames the curriculum designers widigplayed such pedagogical

efforts and the many devices they used, to prodeaehing methods of a language while
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avoiding its cultural referents. Paradoxically, great haste with which the authorities took to
replace French with Arabic has resulted in incregaghe amount of French spoken in the
society at the expense of the Arabic language; vihemational educational system started,
the percentage of children in full time educatioaswi2, nowadays it is around 80 (for the
whole Maghreb, but can be equally applied to Algerihus most children know French or at
least some snatches due to television satellites(Moatassime, 1993:172). Moatassime,
(1992:73) emphasises tHmncophonisatiorby saying that it i fact all the more resented

because it seems paradoxical after so many yearglependence

2.2.5. Fossilization of the Human Sciences

There has been a slow disappearance or fossilizafiluman sciences which are the
subjects which most embody elements of culture @itetal thinking: History, Philosophy
and Literature—Arabic and non-Arabic (Djebbar, 1p9%he weakening of the critical
thought at school together with the disseminatibma oeligious teaching will have a strong
influence on generations of pupils of whom many Mobe teachers, ensuring the
reproduction of the system. (Remaoun, 1997:101)s $tems from the Basic Schod&dple

Fondamentalpwhere everything focused atientism& (Haddab, 1983: 37): precedence of

“*8 Here Haddab has a reductionist view of the philbggd doctrine. Scientism is a philosophical pasitihat
exalts the methods of the natural sciences abdvettedr modes of human inquiry. Scientism embramely
empiricism and reason to explain phenomena of amyemsion, whether physical, social, cultural, or
psychological. Drawing from the general empiricisfrithe Enlightenment, Scientism is most closelyasted
with the Positivism of August Comte (1798-1857) wield an extreme view of Empiricism, insisting thrate
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the scientific and technical culture over the &rgrone in school and society. Théchnicist
vision (Harbi, 1994:3), has failed according to him, hesgaof a lack of a social back up. This
is confirmed by Halls (1994: 1058), who while ealng education throughout the world and
relating to developing countries, claimed its feellbecaus@dequate resources for technical
education were lackingWhat ensued was a real disaffection with thedite streams, either

in secondary school or university. Pupils consitleir orientation towards literature as a real
burden, and their parents as a failure. As we stoseglier, there has been a reversal in the
distribution of enrolment in university. Kadri (1996) reports that the distribution of
universities in the 80'Carte Universitaire)planned that Social Sciences would decrease from
30% to 8%, Exact Sciences from 10% to 7%, and Taolgy would increase from 20% to

68%.

Because of this, a phasing out of social and medances took place, for different
reasons moreover: to neutralise problematic dis@pl—social sciences— and as asserted by
Husén (1997b: 876)nost regimes and administrations in power tend éoc@ive social
science research with suspicion because of itgcatitnature and to redefine an elitist

network—medical sciences.

As we see, there is a hierarchical system whicimptes the scientific disciplines and

demotes the literary ones. This hierarchy is sgelduri (1992: 392) as pedagogical utopia

knowledge of the world arises only from perceptigberience. Probably because a scientistic cufitivdeges

scientific knowledge over all other ways of knowihgit Haddab uses this term.
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because it rather expressed more a method of metalisation of science and technology
toward an action of political domination than ansformation of culture in the sense of a real
acquisition by the society. Kadri adds that therease of technological courses build their
force from a well-planned depreciation of socialesces: since 1980, the orientation of
students having failed in Sciences toward Humaerf8a courses, together with the few job
opportunities offered, contributed to a long-lagtokepreciation of social sciences. Another
element which plays a significant role is that thesientific courses are still taught in French:
no wonder these courses are socially advantagée. Fiench language was perceived as the
most reliable guarantee of finding a place in tbeiseconomic world. The opening of
Algeria to international market, the creation alpte companies, and globalisation contribute
to the emerging of new horizons: there is a gresbahd for foreign languages, especially
French and English, and almost none for Arabicthin labour markét. (An analysis of the
ads in newspapers shows this new segregatilgérie Télécoma private telephone company,
advertised to recruit 25 telemarketers, with thediions that candidates should have an

English or French degree).

Conclusion

Since independence, the opposition between Arahit French in the educational
system has deprived the Algerian society of a amsad educational scheme which would

have prepared the Algerian society to manage hiliigm serenely. The competition between

9 These private companies have become a major sofisreployment (Benramdane, 2001: 158).
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Arabic and French has led to a lack of commandtbéelanguage. The project developed by
the national commission of reforms (C.N.R.S.E.)a#ted the use of French in the teaching
of scientific subjects. However, the introductiohFyench in the second grade of primary
school is, in our point of view, inadequate. Acéngdto Helot (2002), when children join a
bilingual program, it is important to acknowledgevaral factors about the first language: it
has been acquired in the home context and its olewednt is not finished by the time children
enter school. This is not the case for Algerianilsupho get to know Arabic only when they
enter school for the first time. So during the tfiyear, children would learn Arabic; their
knowledge is not so complete that they are engagadsecond (foreign) language. We lately
learned that in 2006, the introduction of Frencls\pat off to Grade 3 but the reasons were

not given.

The obsolete teaching methods were not used fabiéronly, but for all subjects,
there is no intrinsic drawback in Arabic. As Jargddine Bencheikh stated (1977 cited by
Grandguillaume, 1983: 44), if there have been mawgeriments, often regrettable, of
arabization, the failure of each experiment carbeinterpreted as the failure of the Arabic
language: the failure concerns the conditions umwddch this experience took place. The
modernity of a school does not depend on a for&agguage, but lies in the nature of its
educational scheme (Kaci, 2001:56). The fact ofngiray the introduction of French in
primary school, first, from the third grade to flearth one, then to the second grade, does not

follow the results of any survey: the same ordeepseated.

Grandguillaume (1983:155), speaking of the lingyaisituation in Algeria, as early as

1983, but which remains a burning issue, conclubgdaying that the language issue is
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neither socially nor politically clearly cut andathit would remain as such, for a long time, in

the centre of the thorny problems experienced byctuntry.

Nevertheless, the link Algeria continues to havi whe French language is unique in
the world; French has an uncontested position énctiuntry. We conclude this chapter with

Sebaa's words (1999:89):

Without being the official language it carries ofiiness,
without being the language of education it remaias
language for the transmission of knowledge, withimibg the
language of identity it continues to shape the emive
imagination in various ways and through several rohals,
and without being the language of universalityatmains the
language of university.

"Textbook evaluation" is the aim of the followingapter: the evaluation is seen in the
whole context of education. Language program, culuim, and syllabus are put into practice
through the use of teaching materials such as dek#h These latter are considered as
instruments to access the target language. Theynaams of dealing with grammar, syntax,
phonetics, and cultural matters. They are essebgahuse they function as stimulus to

promote learning.

164



CHAPTER FOUR

TEXTBOOK EVALUATION

1. The Language Program

1.1. Historical background

1.2.
1.3.

Definition of Evaluation

Guidelines

2. The Curriculum

2.1.
2.2.
2.3.

Definition
Curriculum development

Curriculum evaluation

3. The Syllabus

3.1.
3.2.

3.3.

Definition of a syllabus
Product-oriented Syllabuses

3.2.1. The Structural Approach

3.2.2. The Situational Approach

3.3.3. The Notional/Functional Approach

Process-Oriented Syllabuses
3.3.1.Procedural/Task-Based Approaches
3.3.1.1. Competency-Based Approach

137

137

138

140

142

142

143

145

146

146
147
147
148
148

149
149

149

165



3.3.1.2. Task-Based Approach 151

3.3.2.Learner-Led Syllabuses 152
3.3.3.The Proportional Approach 152

4. Teaching Materials Evaluation

4.1. Definition of Teaching Materials 153
4.2. The Textbook 154
4.2.1. Definition of the Textbook 154
4.2.2. Role of the Textbook in the EFL Classrooni54
4.2.3. Justification for Textbook Evaluation 160
4.3. Textbook Evaluation 162
4.3.1. Models and Checklists 163
4.3.2. Textbook Contents 168
4.3.3. Readability 170
4.3.4. lllustrations 177

4.3.5. Matching the Textbook to the Curriculum 178

4.4. Teachers’' Guides Evaluation 180

4.4.1. Definition 180

4.4.2. Teachers’ Guides Role 180

4.4.3. Teachers’ Guide Evaluation 181

Conclusion 183

166



Introduction

An educational system is a large and multifacetg@mzation which involves the co-
ordination of many components: personnel, studep&gents, curriculum, and learning
materials directed to a common purpose. None ofabtirs involved in the system is static.
The size of the child population may grow or shrimkd ideas on educational goals or
curriculum may change. The preparation of curriceldlabuses, and pedagogical materials,
and the education of language teachers cannot be dbshort notice. A combination of

language program and educational planning can yeoperly be applied to language

pedagogy.

Language teaching is a complex undertaking. Ihisrerprise that is shaped by views
of the nature of language, of teaching and learmirignguage specifically, of teaching and
learning in general, and by the sociocultural sg#iin which the enterprise takes place.
Applied linguistics has contributed research—anacfice—based ideas that have helped to
shape these views, and promoted understandingeoflitrersity and commonalities of the
settings. One product of applied linguistics hasrbattempts to crystallize the theoretical
views of language, education, and language educatio prescribed teaching materials and
strategies, or methods. The abundance of methodsedefrom different theoretical

standpoints.
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1. Language Program Evaluation

1.1. Historical background

Beretta (1992a) gives a historical account of lagguevaluation: first, Keating’s large
scale evaluation (1963) investigating the usefidrddanguage laboratories in the teaching of
French (Beretta, ibid.: 7). Second, the Coloradgjdet (Scherer and Wertheimer, 1964) in
which a comparison of the audio-lingual method eagnitive-code teaching in the teaching
of German was assessed. Finally, the Pennsylvaroged? (Smith, 1970) in which the
researchers wanted to show the superiority of theigkLingual Method. The major influence
on evaluation until this time (1960s) was Ralpherd bookBasic Principles of Curriculum
and Instruction(Beretta, ibid.: 13). A common evaluation paradigmnthe 1960s and 1970s
was to take a suitable set of groups of learnemnatch them with a control group of learners,
to administer a treatment to the experimental grang then to compare the results of the
experiment. This kind of evaluation proved to bapipropriate, especially the Tylerfanype
of evaluation which revealed to be inadequate imseof the demands made of it. Beretta
gives a detailed account of the problems encouthieyehe aforementioned researches:

- The scales comprised too many subjects and entaitdlems such as the
weak control over variables and events (SmitheBah&Wertheimer),

- Treatments of the approaches to be compared wergelyadescribed and
vaguely monitored (Scherer &Wertheimer),

- The kind of treatment the experimental subjectsived (Keating)

0 Tyler's model was based on the use of four objesti things that the teacher is to do; course otinte
generalized patterns of behavior; and kinds of Wenathe learners will be able to exhibit after
instruction.(Nunan, 1988)

168



- The results were difficult to interpret,

- The criterion-measures were not program-fair,

- The difficulties in identifying the causal links theeen methods and
learning outcomes, and methods and classroom geacti

- The research turned out to be a waste of time anem

More recently the evaluation of the Bangalore Ripjealso known as the
Communicational Teaching Project (CTP), ran fromid% 1984 (Prabhu, 1987, as cited by
Beretta, 1992b: 251). It was based on the acquisitif grammar and proved also to be
disappointing. Nunan (1988:44) explains the dstic made to this project by saying thmat
guidance is provided on the selection of problend tasks, nor how these might relate to the

real-world language needs of the learners.

But this was the infancy of evaluation of programscording to Beretta, evaluation has
emerged now as a distinct area of inquiry, and Wdutcome increasingly serious and
professional. In addition, those were the firs¢mpts at research made, and it is too easy to

criticize them, now that we have the necessarysngd.

1.2. Definition of Evaluation

Lynch (1996:2) provides us with the following defion of evaluation while being wary

of the ambiguity attached to this term in relatiorassessment and testing:

Evaluation is defined here as the systematic attamgather
information in order to make judgments or decisioAs such,

evaluative information can be both qualitative ajantitative
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in form, and can be gathered through different radtghsuch as
observation or the administration of pencil-and-papests.

Rea-Dickins (1994:72) gives a sample of definitigathered among some authors:

Educational evaluation is the process of delinagtiobtaining and
providing useful information for judging decisionteanatives
(Stufflebeanet al, 1971:43).

Evaluation is the process of conceiving, obtainirend
communicating information for the guidance of edigel
decision making, with regard to a “specified progra
(McDonald, 1973: 1-2)

Evaluation is the process of marshalling informati and
arguments which enable interested individuals amdupgs to
participate in the critical debate about a specificogramme.
(Kemmis, 1986)

Educational evaluation is a systematic descriptafneducational
objects and/or an assessment of their merit or vatiopkins,
1989:14)

Evaluation is the principled and systematic cdimt of
information for purposes of decision makingrea-Dickins and
Germaine, 1992)

From this panel of definitions, we can identify sokey parameters. Evaluation as a
concept has evolved from a narrow perspective vatabodying judgment and success into
one which is concerned with a process, designemltect information to feed into decision-
making on matters of policy and practice. It isteggtic, principled, and an integral part of

curriculum planning and implementation.
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1.3. Guidelines

Alderson (1992), Rea-Dickins (1994) and Lynch (1996ggest that planning a program

evaluation involves working out answers to a nundfeyuestions.

Questions may be concerning the purpose of theuatrah, audience, evaluator, content,

method and timing (Alderson, 1992: 274-288).

- Why is the evaluation required? For instance, whether a program has achieved its
aims, what effect a program had had; the objeatimay be to compare approaches,
methodologies, or textbooks; to identify areasifoprovement in ongoing programs,
etc.

- Who is the evaluation for? Stakeholders, sponsors, i.e., those who are fingrtbe
evaluation (according to Alderson, any evaluatisrfinanced, directly or indirectly)
have to determine the nature of the evaluation.

- Who isthe evaluator? Is it an evaluator from the inside or the outsitee® a team of
evaluators? Although, most of the time, it is siympbt acceptable that an outsider be
asked to evaluate a program (because of someisgies}, Alderson recommends that
evaluations should be made both from an outsidéje¢tivity) and an insider
(knowledge of the program).

- What is the content of the evaluation? The content an evaluation can focus on wide
ranges :

from thelearning outcomes of the programme, in terms of the

knowledge or behavior of the learners, to attitudesthe
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language, its speakers and culture; from attituttesspects
of the programme itself, to general aptitude fathar study
[...] (:281)

What were the outcomes of the program? What imghdcthe program have on
the context it was intended to influence? How ievaluated? "How" depends on
"what" is to be evaluated. This is the key issugha planning of an evaluation.
Evaluation is not synonymous with testing: althouglinas been proved that tests
cannot tell everything we need to know about lagguahe only way to identify
learning outcomes is through testing. It is sugepkdiy Alderson that it is wise to
gather data from different sources using differaethods tfiangulation). One crucial
method of evaluation in the planning phase is dentnanalysis where the evaluator
would analyze and discuss as much documentatiatecelto the program being

evaluated as possible.

When to evaluate? Although evaluation is typically identified as tlast element in the

cycle, Alderson recommends for purposes of devetoprthat the evaluation come at
the same time as the program or project is beiaduated. However, the nature of the
evaluation may state the point in time: whethés & formative evaluation (during the
lifetime of the program) or a summative one (atehd of the program). The timescale
of the evaluation depends on the nature of theuatiah, but a major recommendation

is the longer the better.

Lynch (1996: 1-11) proposed a seven-step procedure:
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- Audience and goals

- Context Inventory

- Preliminary Thematic Framework,
- Data Collection Design/System,

- Data Collection,

- Data Analysis,

- Evaluation Report

As for Rea-Dickins (1994: 75-80), she identified/ lgarameters which involve asking
a series of structured questiolghat is to be evaluated? By whom? When? How? Who is

to provide for the data? How is the evaluation éorbanaged and the findings used?

2. The Curriculum

2.1. Definition of Curriculum

Issues of curriculum and curriculum change havenbet interest to educators,
philosophers, and social critics. Formal studiescomiculum issues go back to 1918 when
Bobbitt publishedlhe Curriculum(Pratt & Short, 1994: 1320). Curriculum has evdiveuch
from that period, often being at the centre of pots surrounding its political debate, both
inside and outside the school community. Being ashs many definitions have been
proposed. Pratt & Short (op.cit:1320) define itaaplan for a sustained process of teaching
and learning.Allwright (1981:9) relates curriculum to tHestering of learning processes

Others, as Clarke (1989: 133-134)) gives a muclad®o definition including théearner’s
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cognitive, emotional, and pragmatic needs fact, because of widespread reliance on
textbooks as a basic teaching resource, textbolés oonstitute thele factocontent of the

curriculum, thus giving publishers a powerful rolecurriculum development.

The primary focus of a curriculum is on what isb® taught and when, leaving to the
teaching profession decisions as to how this shbaldone. In practice, however, there is no
clear distinction between curriculum content andhodology (Nunan, 1988} how a topic is
taught often determines what is taught. For thesoe, and for others, there is need to
distinguish the official or planned curriculum etformally approved program of study - from
the de factoor lived (sometimes called hidden) curriculgithe "lessons” that are actually

learned.

Defining the termcurriculum is problematic, but for current purposes, the wark
definition adopted by Marsh and Willis (1995) iseds According to them a curriculumas
interrelated set of plans and experiences thatualestt undertakes under the guidance of the
school (Marsh & Willis, 1995: 10). Marsh and Willis disgoish between th@lannedor
intendedcurriculum, which is the product of design and elepment by various agencies,
such as educational bureaus at the state leveledacational publishers; thenacted
curriculum, which refers to the educational contant activities that are provided in a
classroom; and thexperienceccurriculum, which is what individual learners adty gain

from the process.
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2.2. Curriculum Development

The termscurriculum developmentand curriculum designare used more or less
interchangeably to refer to the processes and idasisnvolved in specifying a curriculum
plan. Pratt & Short (op.cjtidentify the elements usually regarded as imprita the process
of curriculum developmenbbjectives of the instruction, the characteristafsthe learners,
assessment of learning, instructional content atmdtegies, and instructional resourcés
1322). Lewy (1977, cited by Van Bruggen: 1274) ssjed a six-phase curriculum

development sequence representing the linear edistioc approach to planning:

a) Decision about general aims and the school strgtur

b) Development work, including definition of learnirabjectives, writing program
outlines, selecting topics for instruction, prepayiinstructional materials;

c) Tryout-monitoring the teaching in try-out classebserving classroom processes, and
if necessary modifying materials;

d) Field trial —determining optimal conditions for theogram;

e) Implementation—in-service training for teachersnk8 with supervisors, the
examination system, and pre-service teacher trgimistitutions; and

f) Quality control— examining the quality of implenanturricula and a continual

monitoring of the program.

Yoloye (1986, cited by Van Bruggen, 1994: 1273ggasted another model that reduces
the scope of the evaluation and thus acceleratesptbcess of curriculum production.

Nevertheless, there are difficulties in bridging thap between theoretical and normative
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descriptions of curriculum development on the oaedy and the practice on the other. Quite
often there is a lack of sufficient time, financiahd human resources. The pressure on
curriculum centers (where they exist) to produceicula quickly and inexpensively for the

benefit of schools and governments is often comalie.

2.3. Curriculum Evaluation

According to Bloom (1956), evaluation is the highesost complex, and valuable
level of learning. Indeed, we do not just evaluatenake value judgments, but also to draw
conclusions—we evaluate to learn lessons which mé&ym future action. Curriculum
evaluation, for example, might involve examining timpact of the curriculum on student
performance, and revising/readjusting the curriculaccordingly. It might also involve
assessing the process by which the curriculum wasldped, the quality of the product itself
without measuring its impact, or the use of thedprd with respect to various purposes. There

are many ways to assess the curriculum.

We evaluate the curriculum in order to:

1. Examine its impact—on student results, public &atison, employment opportunities,
economic development, etc, and to take action daugly.

2. Update its content and design according to receciak technological, economic or
scientific changes.

3. Update its content and design according to rea#vdraces in educational research and
educational paradigms.

4. Re-assess learning objectives, for example to dpv@lofessional learning skills.
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5. Attract funding,
6. Make international comparisons, and

7. Report back to a donor.

As for the Algerian context, an evaluation of tltieational system was undertaken by a
national commission (C.N.R.S.E")Jin 2001. We suppose that the grounds of the etiatua
are the four former points developed earlier. Themer system, which lasted more than
twenty years, had to be updated and eventually ggethnOf the three last points, the
comparison to international standards is the mtmsigible, given that the financial aspects

come within the Ministry of Education.

3. The Syllabus

3.1. Definition

A syllabus is an expression of opinion on the retfrlanguage and learning; it acts as a
guide for both teacher and learner by providing equoals to be attained. Hutchinson and

Waters (1987:80) define syllabus as follows:

At its simplest level a syllabus can be described aa
statement of what is to be learnt. It reflectsafdguage and

linguistic performance.

*1 We dealt with this issue in Chapter Two and Thokeur research, and more will be said in Chaptarrfand
Five.
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This is a rather traditional interpretation of aflls focusing as it does on outcomes rather
than process. However, a syllabus can also be ageasummary of the content to which
learners will be exposetialden, 1987: 87). It is seen as an approximatibwhat will be

taught and that it cannot accurately predict whitbe learnt.

Next, we will discuss the various types of appr@scavailable to course designers and the
language assumptions they make. It was Wilkins §19¥ho first drew attention to the

distinction of the synthetic approach from the gne@lapproach (Nunan, 1988:27)

3.2. Product-oriented Syllabi

Also known as the synthetic approach, this kindydfabus focuses on knowledge and

skills which learners have gained from their instiean (Nunan, 1988).

3.2.1.The Structural Approach

Historically, the most prevalent of syllabus tygeperhaps the grammatical syllabus in
which the selection and grading of the contentaseld on the complexity and simplicity of
grammatical items. The learner is expected to masteh structural step and add it to his/her
grammar collection. As such the focus is on theautks or the product. One problem facing
the syllabus designer pursuing a grammatical otdesequencing input is that the ties

connecting the structural items maybe rather feeblmore fundamental criticism is that the
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grammatical syllabus focuses on only one aspetargfuage, namely grammar, whereas in

truth there are many more aspects to language.

3.2.2.The Situational Approach

Here, the principal organizing characteristic iBsa of situations which reflects the way
language and behavior are used every day outs&leléissroom. Thus, by linking structural

theory to situations the learner is able to indixgemeaning from a relevant context.

One advantage of the situational approach is tlwivation will be heightened since it is
learner- rather than subject-center@d/ilkins, 1976: 16). However, a situational syllebwill
be limited for students whose needs were not enaesgal by the situations in the syllabus.
This dissatisfaction led Wilkins to describetional and communicative categories, which had

a significant impact on syllabus design.

3.2.3.The Notional/Functional Approach

Wilkins' criticism of structural and situational @paches lies in the fact that they answer
only the'how' or 'when'and'where'of language (Brumfit and Johnson, 1979:84). Irtéa
enquireswhat it is they communicate through langudge.cit.:18). Thus, the starting point
for a syllabus is the communicative purpose ancteptual meaning of language i.e. notions
and functions, as opposed to grammatical itemss@odtional elements which remain but are

relegated to a subsidiary role.

In order to establish objectives, the needs ofl¢heners will have to be analyzed by the

various types of communication in which the learhas to confront. Consequently, needs
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analysis has an association with notional-functiosylabuses. Although needs analysis
implies a focus on the learner, critics of this rg@gh (Nunan, 1988,:37) suggest that a new
list has replaced the old one. Where once struésittational items were used a new list
consisting of notions and functions has becomenrthm focus in a syllabus. White (1988:77)
claims thatanguage functions do not usually occur in isolatand there are also difficulties
of selecting and grading function and form. Cleathe task of deciding whether a given
function (i.e. apologizing), is either simpler oora difficult than another (i.e. requesting),

makes the task harder to approach.

An alternative path would be to adopt process-te@rprinciples, which assume that
language can be learnt experientially as opposddetstep-by-step procedure of the synthetic

approach.

3.3. Process-Oriented Syllabus

Process-Oriented Syllabuses, or the analyticalagmpr, developed as a result of a sense of
failure in product-oriented courses to enhance camaative language skills. It is a process
rather than a product. That is, focus is not ontwha student will have accomplished on
completion of the program, but on the specificatodriearning tasks and activities that s/he

will undertake during the course.
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3.3.1. Procedural Approaches

3.3.1.1. Competency-Based Approach

Competencies consist of a description of the esdesiills, knowledge, attitudes, and
behaviors required for effective performance okal#world task or activity. In this respect,

Docking notes that:

CBLT [Competency-Based Language Teachirgdesigned
not around the notion of subject knowledge but adbthe
notion of competency. The focus moves from whalests
know about language to what they can do with ie Tdcus
on competencies or learning outcomes underpins the
curriculum framework and syllabus specificationadieing

strategies and assessmefidocking, 1994: 16)

According to Nunan (2001) competency-based traimiegeloped as an alternative to the
use of objectives in program planning, despite rieny similarities which exist between
them. There are similarities in both approaches in:

1. Focal points on what learners should be able tatdihe end of a
course,
2. The accomplishment of specified standards rathan tith an

individual’s realization in relation to a group.

The major difference is that Competence-Based LagguTeaching is criterion-

referenced, whereas the Objectives Approach is ftefarenced.
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Within this approach (Nunan, ibid. :59), a learne

= Achieves purpose of exchange and provides all gakgrformation accurately,

» Uses appropriate staging, for example, opening eoding strategies,

» Provides and requests information as required,

= Explains circumstances, causes, conseqguences,rapdges solutions as required,

» Sustains dialogue, for example, using feed-back,taking,

» Uses grammatical forms and vocabulary appropriate topic and register;
grammatical errors do not interfere with meaning,

= Speaks with pronunciation/stress/intonation thagsinot impede intelligibility,

*» |s able to interpret gestures and other paralingaisfeatures (Adult Migrant
Education Service, 1993, cited by Nunan, 2001: 59).

The competency-based approach has had a majoenctuon syllabuses, and was used in
the U.S., as well as in U.K., Australia, and Nevalded. It first emerged in the United States
in the 1980s and was widely adopted in vocationalignted education and adult ESL
program. By the 1990s it became the state-of-theqgsroach in curriculum development. In

Algeria, the new textbooks and programs of Englishbased upon this approach.

3.3.1.2. Task-Based Approach

Here, the question concernimghat becomes subordinate to the question concermavg
The focus shifts from the linguistic element to trexlagogical, with an emphasis on learning
or learner. Within such a framework the selectamdering and grading of content is no longer

wholly significant for the syllabus designer.

Arranging the program around tasks such as infoomatand opinion-gap activities, it
was hoped that the learner would perceive the kaggusubconsciously while consciously

concentrating on solving the meaning behind thiestas
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A task-based approach assumes that speaking aalgegsi a skill best perfected through
practice and interaction, and uses tasks and Besiid encourage learners to use the language
communicatively in order to achieve a purpose. $askist be relevant to the real world
language needs of the student. That is, the undgrigarning theory of task based and
communicative language teaching seems to suggestaittivities in which language is

employed to complete meaningful tasks enhanceifegarn

The development of process and task-based syllabueggesented a change of focus

rather than a revolution in syllabus design (Nuri£g8).

3.3.2. Learner-Led Syllabuses

The notion of basing an approach on how learneml&vas proposed by Breen (1987).
Here the emphasis lies with the learners, who,sithoped, will be involved in the
implementation of the syllabus design as far a$ iharactically possible. By being fully
aware of the course they are studying, it is beliethat their interest and motivation will

increase, coupled with the positive effect of nurg the skills required to learn.

However, as suggested earlier, a predeterminealsidlprovides support and guidance for
the teacher and should not be so easily dismisSetics have suggested that a learner-led
syllabus seems radical and utopian in that it bdldifficult to track, as the direction of the
syllabus will be largely the responsibility of thearners. Moreover, without the mainstay of a

course book, the learning process may become amles
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This leads to the final syllabus design to be exachi the proportional approach as

propounded by Yalden (1987).

3.3.3. The Proportional Approach

The proportional syllabus basically attempts toaley anoverall competencéYalden,
1987: 97). It consists of a number of elements wigme playing a linking role through the
units. This theme is designated by the learneris éxpected initially that form will be of
central value, but later, the focus will turn todsiinteractional components ; the syllabus is
designed to be dynamic, not static, with ample opmity for feedback and flexibility

(ibid:100).

The shift from form to interaction can occur at dimye and is not limited to a particular
stratum of learner ability. As Yalden (ibid: 87) sgloves, it is important for a syllabus to

indicate explicitly what will be taughtot what will be learned

This practical approach, with its focus on flexiyiland spiral method of language
sequencing leading to the recycling of languagemse relevant for learners who lack

exposure to the target language beyond the classroo

Algerian learners who face this kind of situatiohene the foreign language is restricted to
the classroom setting should be taught througlptbportional approach. In the chapter where
we will analyze the secondary school textbooks,weeild find whether this approach has

been put forward.
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4. Teaching Materials Evaluation

4.1. Definition of Teaching Materials

Materials are resources for whatever proceduresused in specific classrooms. In one
sense they provide a backbone for classroom activit in themselves they cannot dictate a
particular methodology. What they do is to offarl@ng opportunities. When change is called
for in the type of learning opportunity, it is aftehe materials that are used to herald the
change. Materials provide the actsgllabusof the class they are intended for, specify the
bulk of thelearning and teaching activitiegsed, delimilearner and teacher rolethrough
instrumental texts both in the student's and int¢laeher's book, dictatechniquego be used,
mainly in the teacher's guide, regulate piadterns of interactionand even supply the means

for evaluation of learning, as defined by Dendri(it892:29-30).

4.2. The textbook

4.2.1.Definition

A textbook, according to Richards & Schmidt (2082a book on a specific subject used
as a teaching/learning guidé550). For English as second or foreign languag@ning,
textbooks are usually part of a graded series aoyenultiple skills as listening, speaking,
reading, writing and grammar. The term "textboakused in its broad sense of an organized
and pre-packaged set of teaching/learning matérisl.commonly referred to as course book.

We shall use the terms interchangeably.
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4.2.2.Role of a textbook in the EFL classroom

Textbooks are generally viewed as a tool in readjzhe goals which have already been set
regarding learners’ needs, thus they are inevitablyponents of a course. However, their
roles should not be overemphasized. The role ektbook in language teaching and learning

has been stated by Cunningsworth (1995:7) as:

* A resource for presentation material (spokentemit

* A source of activities for learner practice almdnenunicative interaction.

* A reference source

* A syllabus

* A resource for self-directed learning or selfegxwork.

Moreover, it provides less experienced teacherh sitpport (Richards, 1998). Beyond
this, it reflects the major issues concerning therent language program (ibid.). It has a
dynamic interaction with the overall goals of agaage teaching program deriving from an
analysis of language learners in a particular iegrenvironment (Mc Donough and Shaw,

1993).

A path of textbook production is shown here (Jalhg Bolitho, 1998) where the needs

of teachers and learners should be identified afuloeed first, and be contextually and
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pedagogically fulfilled. After materials being pa out, evaluation just starts the way,

followed by a cycle of adaptation.

Identification
ofneedfor | T
materials 2 v

3 v
4 a Contextual
', . ] realisation
. of materials
Swagh B Pedagogical |

© 7.~ 1| realisation

L of materials

Figure 1 : A Path through the Production of New orAdapted material (Jolly & Bolitho, 1998: 98).

English language instruction has many importantmaments but the essential constituents
to many ESL/EFL classrooms and programs are tltedeks and the materials that are often

used by the language instructors. As HutchinsonTamces (1994:315) suggest:

The textbook is an almost universal element [Bhglish
language]jteaching; millions of copies are sold every yesrd
numerous aid projects have been set up to prodbeen tin
[many] countries.... No teaching-learning situation, it segis
complete until it has its relevant textbook.

Other theorists such as Sheldon (1988: 237) agitetiis statement and suggest that

they not onlyrepresent the visible heart of any ELT progrét also offer considerable
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advantages—for both the student and the teacher-r-tiey are being used in the ESL/EFL
classrooms. Haycroft (1998), for example, suggdss one of the primary advantages of
using textbooks is that they are psychologicallyeesial for students since their progress and
measurement can be judged concretely when theyhese Second, as Sheldawp(cit) has
pointed out, students often harbor expectationautabsing a textbook in their particular
language classroom and program and believe thdispadd materials have more credibility
than teacher-generated materials. Third, as O’'N@f82) has indicated, textbooks are
generally sensitive to students’ needs, even if #re not designed specifically for them; they
are efficient in terms of time and money, and tbay and should allow for adaptation and
improvisation. Fourth, textbooks yield a respecabtturn on investment, are relatively
inexpensive and involve low preparation time; whsréeacher-generated materials can be
time, cost and quality defective. In this way, tleey reduce potential occupational over-load
and allow teachers the opportunity to spend thiie tundertaking some worthwhile pursuits
(O’Neill, 1982; Sheldon, 1988). A fifth advantagentified by Cunningsworth (1995) is the
potential which textbooks have for serving sevadditional roles in the ELT curriculum. He
argues that there are effective resources fordiedtied learning, an effective resource for
presentation material, a source of ideas and #esyia reference source for students, a
syllabus where they reflect pre-determined learnwoigectives, and support for less
experienced teachers who have yet to gain in cenfid. Although some theorists have
alluded to the inherent danger of the inexperieneagher who may use the textbook as a
pedagogic crutch, such an over-reliance may agtusle the opposite effect of saving
students from a teacher’s deficiencies (O’Neill329Williams, 1983; Kitao & Kitao, 1997).
Finally, Hutchinson and Torres (1994) have poirgatithat textbooks may have a pivotal role
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in innovation. They suggest that textbooks can stgeachers through potentially disturbing
and threatening change processes, demonstrate nd#ar aintried methodologies, introduce
change gradually, and create scaffolding upon wthedchers can build a more creative

methodology of their own.

While many of the aforementioned theorists arelkjto point out the extensive
benefits of using ESL/EFL textbooks, there are mathyer researchers who do not necessarily
accept this view and retain some well-founded regEms on the subject. Allwright (1981),
for instance, has written a scathing commentartheruse of books in the ELT classroom. He
suggests that textbooks are too inflexible and gdiyereflect the pedagogic, psychological

and linguistic preferences and biases of theirasth

Subsequently, the educational methodology thatthaek promotes will influence the
classroom setting by indirectly imposing externainduage objectives and learning
constituents on students as well as potentiallpnigeuent instructional paradigms on the
teachers who use them. In this fashion, theretese¢books essentially determine and control
the methods, processes and procedures of langeaghirig and learning. Moreover, the
pedagogic principles that are often displayed imyngextbooks may also be conflicting,

contradictory or even out-dated.

More recent authors have criticized textbooks faeirt inherent social and cultural
biases (Alptekin, 1993; Alptekin & Alptekin, 198®rodromou, 1992). Researchers such as
Florent and Walter (1989) have demonstrated thatyntaFL/ESL textbooks still contain
rampant examples of gender bias, and sexism. Kjadinch as these have led researchers to

189



believe that the continuing prevalence of sexism gender stereotypes in many EFL/ESL
textbooks may reflect the unequal power relatigmstihat still exist between the sexes in
many cultures, the prolonged marginalization ofdéems, and the misrepresentations of writers
with social attitudes that are incongruent with pnesent-day realities of the target language

culture.

Some of the aforementioned authors (Prodromou, ;1888ekin & Alptekin, 1984,
and Alptekin, 1993) have focused on the use oftdéinget language culture as a vehicle for
teaching the language in textbooks and suggesittisatot really possible to teach a language
without embedding it in its cultural base. Theyuwaghat such a process inevitably forces
learners to express themselves within a culturevlth they have scarcely any experience
and this may result in alienation, stereotypingewen reluctance or resistance to learning.
Phillipson (1992) is also wary of the complex riglaship between language textbooks and the
target language culture but he sees the promoticWwestern' (British) global textbooks as
government-backed enterprises with both an econemigell as an ideological agenda. Gray
(2000), on the other hand, has defended the satioral components of many textbooks. He
suggests that English language textbooks are &ctambassadorial cultural artifacts and that
students should not only critically engage thekthheoks but also view them as more than
mere linguistic objects. In this way, he arguearders will improve their language skills by
using their textbooks as useful instruments forvpking discussion, cultural debate, and a
two-way flow of information. Clearly there is norgensus on this issue at this particular time
and this would seem to warrant some degree ofaauwthen using these types of books in

certain teaching and learning contexts. Kramscl®3)Lfaintains that if language seen as
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social practice, culture becomes the very coreaofjlage teaching: 8). She argues further
that the ultimate goal of cultural learning is telghlearners see their culture in relation to

others so as to promote cross-cultural understgndin

In Algeria, the problem of culturally-biased texttks, in the sense that foreign culture
is presented in a way that may upset the learderss not arise. English and other languages
(Arabic and French) are taught as a purely instniatidool, nothing more thaa linguistic
means to certain end&isserlP?, 1991:38). Perhaps because of the country’s kisodr
French colonialism, where the French language wa=fl upon them, authorities tend to be

suspicious of the issue of linguistic imperialism.

Some proponents of authentic classroom languageelsidshve argued that the
problems with many textbooks are not necessardyféict that they are culturally or socially
biased but that they are actually too contrived ariicial in their presentation of the target
language. They argue that it is crucial to intragiearners to the fundamental characteristics
of authentic real-life examples of both spoken amidten discourse. They have demonstrated
that the language presented to students in textbigolt poor representation of the real thing,
far away from the real, informal kind of English i is used very much more than any other
during a normal speaking lifetime (Gilmore, 200AJong with this, Gilmore continues,
authors criticize the lack of pragmatic informatiamd the lack of contextualization. Morrow
(1977) criticised their use on the grounds thatytlaee in effect rendered immediately

unauthentic when brought in to the 'unreal’ settihthe classroom.

%2 Kisserli is an inspector of English and was aliemk designer. He is the author éw Lines(1981). More
will be developed in Chapter Five.
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A final reason for disappointment and skepticisnthwnany ELT textbooks is the fact
that they are often regarded as the [taihted end-product of an author's or a publisher's
desire for quick profit((Sheldon, 1988:239). Too many textbooks are oftemketed with
grand artificial claims by their authors and pufdiss, yet these same books tend to contain
serious theoretical problems, design flaws, andtwa shortcomings, and moreove not
admit the winds of change from research, methodcdbgexperimentation, or classroom
feedback(ibid.). They also present disjointed material thsteither too limited or too
generalized in a superficial and flashy manner thiedvast array of [...kingle edition, now
defunctftext]books produced during the past ten years testifidhe market consequences of

teachers' verdicts on such practiqgsd.).

4.2 .3.Justification for Textbook Evaluation

Whether one believes that textbooks are too inflexand biased to be used directly as
instructional material or that they actually heda¢hing and learning, there can be no denying
the fact that textbooks still maintain enormousydapty and are most definitely here to stay
It is important to remember, however, that sinae1870s there has been a movement to make
learners the center of language instruction ants iprobably best to view textbooks as
resources in achieving aims and objectives thak helveady been set in terms of learner
needs. Moreover, they should not necessarily daterthe aims themselves (components of
teaching and learning) or become the aims but #uld always be at the service of the
teachers and learners (Brown, 1995). Consequendymust make every effort to establish

and apply a wide variety of relevant and contexyuabpropriate criteria for the evaluation of
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the textbooks that we use in our language classsodie should also ensutkat careful
selection is made, and that the materials selecleskely reflecf{the needs of the learners and]

the aims, methods, and values of the teaching prag(Cunningsworth, 1995:7).

Sheldon (1988) has offered several other reasongektbook evaluation. He suggests
that the selection of an ELT textbook often signals important administrative and
educational decision in which there is considergist#fessional, financial, or even political
investment. A thorough evaluation, therefore, woemh@dble the managerial and teaching staff
of a specific institution or organization to disnmate between all of the available textbooks

on the market.

Moreover, it would provide for a sense of familigrwith a book's content thus assisting
educators in identifying the particular strengthsl aveaknesses in textbooks already in use.
This would go a long way in ultimately assistingdkers with making optimum use of a
book's strong points and recognizing the shortcgmiof certain exercises, tasks, and entire

texts.

One additional reason for textbook evaluation is tact that it can be very useful in
teacher development and professional growth. Cgsmmrth (1995) and Ellis (1997) suggest
that textbook evaluation helps teachers move beyopdessionistic assessments and it helps
them to acquire useful, accurate, systematic, antegtual insights into the overall nature of
textbook material. Textbook evaluation, therefaam potentially be a particularly worthwhile
means of conducting action research as well asrra ff professional empowerment and

improvement. Similarly, textbook evaluation canoal®e a valuable component of teacher
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training programs for it serves the dual purposemnaking student and teachers aware of
important features to look for in textbooks whikamiliarizing them with a wide range of

published language instruction materials.

4.3. Textbook Evaluation

Researchers have advocated a variety of approachésxtbook selection (Morrow,
1977; Williams, 1983; Cunningsworth, 1984; Breerd a@andlin, 1987; Sheldon, 1988;
Skierso, 1991; Chambers, 1997; Garinger, 2002). rédse some have proposed a model
(Morrow, Cunningsworth, Breen and Candlin), othkease suggested a checklist (Williams,
Sheldon). Although Sheldon suggests that no gefistalf criteria can ever really be applied
to all teaching and learning contexts without cdesible modification, most of these
standardized evaluation checklists contain simiamponents that can be used as helpful

starting points for ELT practitioners in a wide iedy of situations.

Whatever form they take, be it in framework, cHstkmodel, or evaluation sheet, they
all ask the right and essential questions concgrtiie issue of assessing a textbook. These
guestions serve as guidance for material evaluathen they scrutinize a particular textbook

they are using or on the way to use.

4.3.1 Models and Checklists

The first model is that of Morrow (1977) who adddeur simple and direct criteria to be

considered:

1. “What is my material about?”
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2. “Why wasmy material produced?
3. “Whowas my material produced for?”
4. “How was my material produced? i.e. is the languageniragpropriatemode”

(written, spoken, etc.)"?

The second model is more detailed and studenti®ehte nature and emanates from the
work of Sheldon(1988) who presents common-core factors:rétmnale factor considers the
needs analysis, examining all student backgroufarimation (level, learning preferences and
culture). Layout/graphics addresses appearance and instructions for sel§-stu
Selection/gradingonsiders the depth to which the language is ta@tysical characteristics
looks at the space on the material for note-takdgficiencyasks the teacher to consider the
guantity of material. Cultural bias assesses its suitability for students’ backgrouzd
expectations.Stimulus/practice/revisiorasks if the material isnteractive allowing the
students to use the language enough for eventrags Flexibility fundamentally considers
whether the material is demanding too much of gaeher for preparation and the students for
homework. Finallyguidanceinvestigates the clarity and depth of the instand. Of note in
this model is the inclusion of cultural bias whiehs clearly, on reflection, overlooked in the

pre 9/11 materials design process (Zughoul, 2003).

The third model is that of Breen and Cand(it®87: 13-26) who provide a more
structured model in terms of its procedure in tvinages, looking firstly at the materials and

secondly focusing on the learner.

Phase Iconsiders:
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l. What the aims and content of the materials are.
[I.  What they require learners to do.
lll.  What they require you, as a teacher, to do.

IV.  What function they have as a classroom resaurce

Phase Zhen investigates:
l. Learner needs;
Il. Learner approaches to language learning;

Il. The teaching/learning processes in the classroom.

Phase 1 criteria offer extra dimensions and depén Morrow and Sheldon. They (Breen
and Candlin) consider what is potentialilgissing in the material and [...Jthe mental
operations or steps which the learner has to uradertto be successflL987:15) Of
particular interest though is their evaluation ofvhthe teacher makes use of student input in

the materials.

Phase 2 uniquely asks the teacher to question ehdétie materials can cater for the
studentslong-term goals suggesting that guidance should be offered somehoough the
materials as to post-course study. Although Sheldonsiders the learners’ background
learning preferences, he questiadesthere a clear specification of the target agenge,
culture, assumed background, probable prefereneesl educational expectationgipid:

243), Breen and Candlin go further advocating:
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[W]e need to be sure that the materials we use ar@& ope
enough to accommodate both our own and our learners

preferences on appropriate procedur@bid. : 24)

For a fourth model, Cunningsworth (1984: 15-20)stdars more linguistic factors of the
materials in terms ofanguage contentform (phonology, vocabulary, grammar, discourse
features)functions(e.g. obligations)appropriatenessi.e. where the language is suited for the
situation), varieties (i.e. dialect, style, register and the medium ommunication) and
language skill{receptive, productive, integrated or translatjoriBhese were all valid criteria
and were thought to complement the macro featur®&oaow (1977), the detail and focus of

the learner of Sheldon (1988), and the procedunasiderations of Breen and Candlin (1987).

Later, Cunningsworth (1995) proposes four critésraevaluating coursebooks:

1. They should correspond to learners’ needs. Theyldhuatch the aims and objectives
of the language learning program.

2. They should reflect the uses (present and futurechwlearners will make of the
language. Textbooks must be chosen that will hepipestudents to use language
effectively for their own purposes.

3. They should take account of students’ needs andldhfacilitate their learning

processes without dogmatically imposing a rigid hodt

4. They should have a clear role as a support foniegr Like teachers, they mediate

between the target language and the learner.
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on

The language content The language skills

Item Example Item Example

Grammar -what grammar items are All four skills -is practice of all four skills
included? Do they correspond tp included? If so, is it balanced?
students’ needs? -do the presentation and
-how balanced is the treatment pf practice activities include the
form and use? integration of skills in realistic

context?

Vocabulary -how much vocabulary is taught?Listening -is the listening material set in
-is there any principled basis for a meaningful context?
vocabulary selection? -are there pre-listening tasks,

questions, etc.

Phonology -is the phonemic alphabet usedP Speaking -how much emphasis is there
-is the pronunciation work built spoken English?
on to other types of work, such as -are there any listening
listening practice strategies, e.g. debating?

Discourse -does the coursebook deal with| Reading -is there a focus on the
any aspects of discourse? development of reading skills
-do the examples of spoken and and strategies?
written discourse presented by -is there emphasis for reading
the material provide good mode| for pleasure and for intellectua|
for the learners? satisfaction?

Appropriacy | -is there any attempt to match | Writing -is paragraphing taught
language style to social adequately?
situation? -is there appropriate
-does the coursebook identify progression and variety of
situations of language use? tasks?

Table 22: Checklist for an Ideal Textbook (Adaptedrom Cunningsworth, 1995)

Tomlinson (2003:5-20) further specified severati@ag needs that materials should meet

by following the compiling principles, which mostachers agree, contribute to successful

198



learning and those recommended by most researspersalized in the field of second or

foreign language learning. Thus materials should:

1. Achieve impact through novelty, variety, attractipeesentation, and appealing
content;

2. Help learners to feel at ease;

3. Help learners to feel confident;

4. Be perceived by learners as relevant and usefukeif have been taught;

5. Require and facilitate learner’s self-investment;

6. Expose the learner to language in authentic use;

7. Draw learners’ attention to linguistic featuregiud input;

8. Provide the learners with opportunities to use téget language to achieve
communicative purposes;

9. Take into account that the positive effects ofringion are often delayed,;

10.Take into account that learners differ in learrstyges;

11. Take into account that learners differ in affegtattitudes;

12.Permit a silent period at the beginning of institt

13.Maximize learning potential by encouraging intelled, aesthetic, and emotional
involvement which stimulates both right and lefaibractivities;

14.Not rely too much on controlled practice;

15. Provide opportunities for outcome feedback.

A counter-argument to the textbook evaluation saweme have dealt with so far is

Ellis’ position regarding them aprescriptive What he advocates is rathestrospective
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evaluation, designed to examine materials that lha@ea actually used (Ellis, 1997: 36). Such
an evaluation provides the teachers with the infdiom on whether the textbooks they are
(have been) using, are worthwhile being used agiathwhich activities work or do not work.
He concedes that retrospective evaluation igslaanting prospect(ibid.: 37) and time-
consuming for teachers. In this regard, he develagpenicro-evaluation of tasks based on
Alderson’s (1992) guidelines for planning a prograwvaluation®. He followed literally
Alderson’s questions (purpose, audience, etc.)himlwhe matched choices concerning tasks.
For instance beside the question “purpose”, Efilsajuestions related to a task whether it has
met its objectives, or whether the task is evalliatéh a view to discovering how it can be

improved (:38).

4.3.2. The textbook Contents

Littlejohn and Windeatt (1989: 157) find it usetol focus on six main areas found in
textbooks. In addition to thegeneral or subject knowledgaffered in the content of the
materials, they considered Cook’s (19883l contentvaluable. Likewise, they supplemented

two other categories to Cook’s lig¢arning itselfandspecialist contenibid).

3 We have dealt with this question above (1.3. Girids)
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1.

2.

3.

General or subject knowledge

1.1 Another academic subject™
1.2 Student-Contributed Contept
1.3Language itself Cook (1983)
1.4Literature i
1.5Culture

1.6Interesting facts .

1.7 Learning itself (integrate learning to learn torteag English)
1.8Specialist Content (learners have a reasonablegbaokd knowledge plus an
unusual slant to it which push learners to workhwibth the language and the

content).

Views of what knowledge is and how it is acquired.

Why the EFL materials content seebiand and contentleds according to Littlejohn
and Windeatt the result of the boundaries held betwsubjects and the relative
weighting given to subjects. The organizationha&f materials themselves, the kinds of
activities and tasks found within them, would cdnite towards forming the pupils’

perception of the nature of school knowledge and tiis knowledge is arrived at.

Views of the nature of language learning referhi® perception that learners have of
the activities they are involved in: interestingibg; easy/difficult; enjoyable/or not
enjoyable. This depends on what they are requaetbtin each subsection.

One useful way to get a picture of what view ofglaage
learning a set of materials may project is to reacbugh the
sub-section headings in each unit and to look ¢joat the

kind of things which learners are required to (@ud: 162)
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4. Roles in the classroom: the construction of texkisoe an attempt to bring about the
certain kinds of classroom instruction and teaddamier interaction: drills, for
example, are clear indication that the learnepissered passive. Language teaching
materials mirror what education is and how it sidag carried out: in order to develop

learner’s autonomy, textbooks have to project it.

5. Opportunities for the development of cognitive #ies$. In order to achieve this,
language teaching materials should contain aawitihat require the learner to
consider a number of factors at the same time, émalild move away from the

reproductive and mechanical tasks.

6. Values and attitudes: to what extent do the learespouse the values and attitudes
expressed in their textbooks? Some studies onreegigimed a direct relationship
between them, where girls were seers@apid, dependent, whining, and fearéuld
boys as active and aggressi@orecca,1984; Nilsen, 1977; cited by Littlejohn &
Windeatt: 172). What social values and attitudes promoted by the language

materials?

4.3.3. Readability

Davies (1995) proposes that the texts be desciibéerms of difficulty and readability.
According to Johnson & Johnson (1987), readabisitgoncerned with the factors that affect

pupils’ in reading and understanding a text. THastors include:
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- The legibility of the print and illustrations,
- The interest and motivation of the reader,

- The reading level of the text in relation to thadiag ability of the reader.

Generally concerns about legibility should focusastwork, modern textbook printing is of

such quality. Interest and motivation can be gjlpaffected by factors such as:

[0 The attractiveness of illustrations,

[0 The relevance of the material to the reader

[ The extent to which the reader is involved.

Teachers are constantly assessing the suitabilityritten materials for their students.
However, subjective assessment has shown to bdialnhee (Johnson & Johnson, 1987).
Objective measures are now available. They areulasnor graphs (Flesch, Flesch-Kinkaid,
Smog, Fry, etc.) which are based on research esedei readability formula predicts the
reading level for the text. When comparing tests iinportant to use the average of more than

one formula.

According to Klare (1974-1975: 97%entence complexity is probably the real causal
factor in difficulty The two simple variables of word length and secgelength are good
indicators of reading difficulty: the higher théatter, syllable and word count, the greater the

demands sentences make upon readers. A computar ideal tool for measuring these
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variables, which merelyredict difficulty; shortening words or sentence&r se cannot

guarantee better readability.

Readability formulas were first developed in the2@® in the United States. From the
earliest efforts to recent studies, readabilitytteBave been designed as mathematical
equations which correlate measurable elements ingr- such as the average number of

syllables in words or number of words in sentencéeke text (Klare, 1976).

The publication in 1921 ofhe Teacher's Word Boddy Thorndike provided a means for
measuring the difficulty of words and permitted thevelopment of mathematical formula.
Thorndike tabulated words according to the freqyesfctheir use in general literature. Later
other word lists and reading lessons were adotedelasure word difficulty. It was assumed
that words that were encountered frequently byeesadere less difficult to understand than

words that were appeared rarely. Familiarity braetterstanding.

More recent formulas were devised by Flesch (198kaid (1975, 1981), McLaughlin
(1969, and 1974), McLaughlin & Harry (1968), Gurmif1952), whose test was calledg

Index All these formulas base their calculations on tagables:

1. Semantic difficulty as measured by word length, dvamiliarity, or word frequency,
2. Syntactic difficulty as measured by sentence lergtie average number of words per

sentence.

As a consequence, the results tend to measuresiiadiors.

This is a description of each formula:

204



A. SMOG Grading (McLaughlin, 1969:639)

McLaughlin (1969) recommends to choose three passage in or near the beginning of a

textbook, a second in the middle, and a last onleea¢nd.

1. Count 10 consecutive sentences near the begirofirthe text to be assessed, 10 in the

middle and 10 near the end.

2. In the 30 selected sentences count every wdtdex or more syllables.

3. Estimate the square root of the number of pdglsig words counted.

4. Add 3 to the approximate square root. This giresSMOG Grade, which is the reading

grade that a person must have reached if he isitterstand fully the text assessed.

f

' 30
ltotal compler words X ( ) +3
V total sentences

McLaughlin then gives the equivalence of each séoréerms of educational level. The

following table shows this equivalence:
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Smog Grade Educational Level
0-6 Low-literate
7 Junior high school
8 Junior high school
9 Some high school
10 Some high school
11 Some high school
12 High school graduate
13-15 Some college
16 University degree
17-18 Post-graduate studies
19 Post-graduate studies

Table 23: Table of Correspondence (McLaughlin, 1969%39)

B. Flesch Reading Ease and Flesch-Kinkaid Grade Lev@Flesch, 1948;

Kinkaid, 1975)

Readability measures are primarily based on facoch as the number of words in the
sentences and the number of letters or syllableswped (i.e., as a reflection of word

frequency).

Two of the most commonly used measures are thelrFleeading Ease formula and the

Flesch-Kincaid Grade Level.

206



In the Flesch Reading Ease test, higher scoresatedihat the material is easier to read;
lower marks indicate harder-to-read passages. lirteeRrmula works like this: Take a sample
of the prose you wish to assess. Determine theageenumber of syllables per hundred
words, and the average number of words per sentdhdéply the mean sentence length by
1.015 and the mean word length by 0.846. Add the gwoducts together, and subtract the
sum from 206.835. The result of all this numerolagya figure which, to the nearest whole
number, is claimed to correspond to the schoolegtadel which a reader must have attained

if he is to understand the prose you have sampletigughlin, 1974:368).

206.835 — 1.015 (total words / total sentences}.6 &otal syllables / total words) where
total syllables/total words = average number oflabyes per word (ASW) and total

words/total sentences = average sentence length) (AS

As an indicationReader’s Digeshas a readability index of about 6Bme Magazine

about 52; a score of 70.0—80.0 is considered ofemeedifficulty.

Flesch-Kinkaid Grade Level formula translates thel@0 scores into grade level. It

means the number of years of education requirechderstand the text:

(9.39 x ASL)+ (11.8 x ASW) — 15.59 = a number tbatresponds with a grade level.

C. Fry Reading Estimate (Fry, 1968, 1977)

This formula was devised by Fry (1968), who latE977) proposed a graph showing the

average sentence length, and the average numbwgltadfles. In order to measure Fry Reading
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Estimate, three passages of one hundred words beuselected, then we count first the

average number of sentences in each:
y= Sentence 1 +Sentence 2 +Sentence 3 = /3 agaerumber of sentences in 100
words.
Second, we count the number of syllables (B) inthinee texts:
x= number of syllables for each text = SyllablesSilables 2 +Syllables 3 = divide by 3

“y” scores swing between 2.0 and 25.0 and “Xx” ssdretween 108 and 172.

Then wuse the Fry graph (below) to determine thedinga age, in years.
This test is suitable for all ages, from infantufgper secondary. The curve represents normal
texts. Points below the curve imply longer thaerage sentence lengths. Points above the

curve represent text with a more difficult vocalbyla

Fry Graph for estimating Reading Ages (grade level)
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Readability formulas have their staunch defendedso argue that they are fast and
economical to implement (Klare, 1974-1975; Fry, 998Their critics complain that they
merely consider a text’'s surface characteristiad ignore its rhetorical organization. More
seriously, they lack an underlying theory of regdom text comprehension and neglect a text’s
interaction with its readers, their interests, aimgperience and linguistic competence.
However, beyond the point of economy and rapiditg, readability formulas help to consider

the difficulty or the ease of the text even if tligynot give a full picture of the contents.

4.3.4. lllustrations

Another germane component of textbook contents llisstiations. Mayer (2000)
categorizes each visual in an instructional mdteaga belonging to one of the following

categories:

1) Decorativeillustrations are aimed to interest or entertaim teader but do not improve
the instructional message of the text. A picturgicteng a group of students sitting and
smiling in the classroom for a lesson on scienaktaohnology can be considered as a
decorative illustration.

2) Representationalllustrations portray a single element at a time @rovide the exact
visual description of the material being taught.u3hrepresentational illustrations
answer the question ‘What is it like?" A picture tife monitor with the heading
“monitor” provided along with the text explainingomitor is a representational

illustration.
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3) Organizationalillustrations demonstrate relations among elemesush as maps or
charts showing the main steps of the instructidesign process or the main parts of a
tutorial. They answer the question ‘How are theyaoized, sequenced, or branched?’

4) Finally, explanativeillustrations explain how a system works, suchf@snes to
explain how the hard disk stores information. Thegwer the question ‘How does it

work?’

4.3.5. Matching the Textbook to the Curriculum

Prior to selecting a textbook, educators shouldrainghly examine the program
curriculum. If the goals and curriculum of the praxy are clear and well defined, the parallels
with certain textbooks may become obvious. For gotamf one of the goals of the program is
to give students an opportunity to interact withihaatic texts, then books that use articles
written for native English speakers would be appeip. If the program focuses on
developing reading fluency, books designed to supgiee development of reading skills

would be appropriate.
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At this point, another decision needs to be madeethaer to choose a textbook series
or to use individual texts for each course. Eithghoice presents advantages and
disadvantages: a series has the advantage of ham@gpproach and contents for across
levels guaranteeing a progression in the skillavéleer, this regularity may turn to monotony
and could cause a loss of interest on the parh@fiearner. The other choice enables more

precise matching with the objectives and variedeanand design.

The following question is about the correlationvizn the textbook objectives and the

curriculum ones (Garinger, 2004).

Exercises:

(1) Are the exercises balanced in their format,taoning both controlled and free practice?
Controlled exercises refer to those that guideesitglto a single correct answer such as a fill-
in-the-blank grammar activity, whereas free practitvolves exercises in which the answers

are limited only by the students’ creativity andtredge.

This would include open-ended discussion questidtstimes, students will require more
guidance with an activity, especially when practica structure or function for the first time.
For this purpose, controlled exercises are effectibowever, students should also be given
the chance to extend their experience with the uagg, and free exercises allow this

opportunity.

(2) Are the exercises progressive as the studeot® through the textbook?
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Exercises should build on and reinforce what sttgleave already learned and should
progress from simple—both linguistically and cogrty—to more complex and demanding.
A textbook should require more from students as theguage skills develop so they are

continually stimulated and challenged.

(3) Are the exercises varied and challenging?

Keeping students motivated and interested as thwk through a textbook is much easier if
the students see something new in each chapteili&éwnand routine can be comforting, but
too much familiarity can lead to disinterest anddolom. The textbook should fulfill its role as

a stimulus for communication and not be simply eganizational tool for the teacher.

Byrd (2001) supplies the following questions on tietbook:

1. Fits curriculum/ goals
2. Has appropriate linguistic content (what languagéeing taught)
3. Has appropriate thematic content ( what topics ased in each unit)

4. Fits the pedagogical philosophy of the programme.

4.4. Teachers’ Guides

4.4.1Definition

Teachers’ guides are an important part of mategpalskage intended for teachers
(usually less experienced ones, or whose Englisioisyet completely proficient). The

detailed resources, guidance, suggestions, armaictisns make them a crucial tool to the
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successful use of textbooks, and teachers usingatlwse must understand the guides and
relate them to the textbooks if they want theickeag to be productive (Cunningsworth &

Kusel, 1991).

4.4.2 Teachers’ Guides Roles

As asserted by Cunningsworth & Kusel (op.cit.) cteas’ guides (TGs) have been a
neglected area in the literature. Writers on thbjext of materials evaluation (cited
previously) either make a brief reference to themilliams, 1983), or ignore them
completely. Coleman (1985, cited by Cunningswértkusel: 128) provided insights into
what is involved in the process of TG evaluatioesuanptions about shared attitudes
towards language, language learning and methodetagyl assumptions about teachers’
attitudes towards educational issues and theiitylihd willingness to handle ambiguity,

open-endedness and incompleteness in TGs.

4.4.3. Teachers’ Guide Evaluation

Cunningsworth & Kusel (1991) propose a checklistleation for TGs as it was done for
textbooks. Coleman’s model consisted of ten questigrouped into five sections which
concentrated on: assumptions about the naturengutge and learning; material content;
implementation evaluation; and presentation. Thealuation tool developed by
Cunningsworth & Kusel is more detailed in the gioes it asks, with a total of 32 questions

for investigation, grouped into 12 sections, laleltor instance Objectives and content,
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Correction and testing, Presentation and .uBkese sections were further divided according to
global and detailed criteria. Theglobal appraisalis an expansion of Coleman’s first section
(assumptions about the nature of language anditggrrand thedetailed evaluations a

compilation of the remaining four.

Global appraisal:

1. Some relevant criteria
2. Information about the nature of language and ofriature of the language-learning
process

3. Developing teachers’ awareness of theory

Detailed Evaluation:

4. Objectives and content

5. Cultural loading

6. Procedural guidance

7. Advice about the unpredictable
8. Correction and testing

9. Motivation

10.Presentation and use

11.TGs not in English

12.Lesson evaluation

The 32 questions are developed within the critexfarementioned. For instaree

concerning theObjectives and Contentriterion (number 4y— Cunningsworth & Kusel
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guestion the specification and formulation of thgectives, and the content and organization
of each unit. They ask essentially whether the gnamvocabulary, pronunciation, skills, etc.
are fully explained and guided. Another importasduie they raise is on the language used in
the TG: whether it is written in English or in thenguages of the country where the
coursebooks are used. When TGs are written indtieenlanguage of their users there may be
some disadvantages such as liigs of experience in pedagogic metalanguage inli§ing
(ibid.: 137)

However, Gearing (1999:123) finds some shortcomingiheir evaluation checklist such
as items which are duplicated within the questi@ansymber of essential questions have been
left out, such as theechnicalaspects in Williams’ (1983) textbook evaluafibrShe further
regrets both in Coleman’s and Cunningsworth & Kigs@lodel the lack of accessibility to less

experienced teachers, hence the title of her articl

She proposes a four-section checklist along withcRSed questions (as opposed to
Cunningsworth & Kusel's open-ended ones). Her goestrelate to the author's assumptions
about the teachers knowledge and experience impregdanning, implementation and
evaluation, teacher development and to technicaitp@bout the TG. Provision is made for
teachers to weight and judge the questions (thies@ae from 1 to 3—from least to most

important).

> Wwilliams’ technical aspects: [the textbodk] up-to-date in the technical aspects of textbpaiduction and
design; shows quality in editing and publishingWeq typeface, illustrations); is durable, not tegpensive; and
has authenticity in language and style of writi¢/illiams, 1983: 255)
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Conclusion

Textbooks or coursebooks as Sheldon (1988:237@sstapresent for both students and
teachers the visible heart of any ELT programifige selection of any particular one signals
an important educational decision in which thereassiderable professional, financial and
even political involvement. Whether the coursebmkeely chosen by the teacher, imposed
by a higher authority or possibly teacher-made,théreteachers carry out intuitive evaluation
of their teaching materials, one way in which easibn can be made more manageable is

through checklists—be they the ones we provideatloers. As Sheldon (1988:245) observes

It is clear that coursebook assessment is fundaatigna
subjective, rule-of-thumb activity, and that no hé&amula,

grid or system will ever provide a definite yardkti

Most of the researches described have drawn tlemt@m to learners’ needs when
evaluating textbooks. Such an issue can never®meuer-emphasized; thus what topics that
can motivate learners’ interests and what kind laliséstrategies training can fit learners’
needs are essential dimensions in compiling antliatilag a textbook—be it communicative

or not.

Most authors we mentioned earlier all agree on iatptextbook evaluation and TGs
evaluation should be an integrated part of thehea pre-service training or even part of
their in-service training. The same textbook mayebaluated differently by teachers, when

these latter have different criteria. The salieattfires to bear in mind in evaluating a textbook
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is that it responds to the curriculum, syllabusecbyes, on the one hand, and teachers and

students needs and preferences on the other.

Beyond this discussion of teaching materials, loothe larger issue of teacher
development and teacher responsibility; materglsnly one more element within the larger
concept of teachers taking responsibility of whapgens in their classes. If we are to be
reflective practitioners in the field of ELT, we et to consider all aspects of our teaching.
Textbook is here only to serve as a support, whatters is what actually goes on in the

classroom. As Allwright (1981:16) aptly says:

The most important point for me is that materideldd be
related to the conception of the whole languagehews and

learning as the cooperative management of langleagming.

This chapter has been an attempt to highlight quisceeferring to research
contributions on textbook evaluation. It will seras a theoretical framework for the coming
chapter, in which we shall proceed through the iappbn of the researchers’ theories to the
analysis of the Algerian textbooks used in the 8daoy Cycle. The Algerian educational
system has gone through three different periodsrevishanges occurred in the programs,
curricula, syllabuses, and textbooks. Thus thetalthg chapter will present the description of
each period through the analysis of the curricsjdiabuses, and textbooks. The theoretical
framework presented here will be enlightening agtie pertinence of the theories advocated

with regard to the Algerian situation.
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This chapter has served, too, to the conclusiothefwhole theoretical part of the

thesis as well as an opening toward the practidel &f the work.

218



CHAPTER FIVE

TEXTBOOK ANALYSIS
Introduction
1. English in the Curriculum 187
1.1. Period from 1962 to 1970 188
1.2. Period from 1970 to 1980 191
1.3. Period from 1980 to 2002 196
1.4. Period from 2003 — 200
2. The English Curriculum 203
3. The English Textbooks 207
3.1. My New Book of English (1 A.S.) 211
3.1.1. General Presentation 211
3.1.2. Unit Organization 212
3.1.3. Texts 214
3.1.3.1. Readability Scoring 215
A. Smog Index 215
B. Flesch Reading Ease and Flesch-Kinkaid Grade [2\&I
C. Fry Reading Estimate 217
3.1.3.2. Subject Knowledge 219
3.1.3.3. Subject Matter 221
3.1.3.4. Type of Tasks 222
3.1.3.5. The Four Skills 225

219



3.2. The New Midlines (2 A.S.) 226

3.2.1. General Presentation 226
3.2.2. Unit Organization 227
3.2.3. Texts 228
3.2.3.1. Readability Scoring 229
A. Smog Index 229
B. Flesch Reading Ease and Flesch-Kinkaid Grade [28@I
C. Fry Reading Estimate 231
3.2.3.2. Subject Knowledge 232
3.2.3.3. Subject Matter 234
3.2.3.4. Type of Tasks 236
3.2.3.5. The Four Skills 237
3.3. Comet (3A.S)) 238
3.3.1. General Presentation 239
3.3.2. Unit Organization 239
3.3.3. Texts 241
3.3.3.1. Readability Scoring 241
A. Smog Index 241
B. Flesch Reading Ease and Flesch-Kinkaid Grade 242
C. Fry Reading Estimate 243
3.3.3.2. Subject Knowledge 244
3.3.3.3. Subject Matter 245
3.3.3.4. Type of Tasks 246
3.3.3.5. The Four Skills 247

3.4. Comparison between the Textbooks and the Baccamutexam

250

220



3.4.1. English as FL2 252

3.4.1.1. Foreign Languages and Literature 252
3.4.1.2. Arabic Literature and Islamic Sciences, and Hunsaences
252
3.4.1.3. Natural Sciences, Exact Sciences, and Technology 254
3.4.1.4. Comparison between the three exams 255
3.4.15. Comparison between exams d@uimet 258
3.4.2. English as FL1 260
3.4.2.1. Foreign Languages and Arabic Literature 260
3.4.2.2. Other Streams 261
3.4.2.3. Comparison 261
3.4.3. Comparison between EFL1 and EFL2 262
3.5. Atthe Crossroads (1 A)S. 265
3.5.1. General Presentation 265
3.5.2. Unit Organization 266
3.5.3. Texts 267
3.5.3.1. Readability Scoring 267
A. Smog Index 267
B. Flesch Reading Ease and Flesch-Kinkaid Grade [26&
C. Fry Reading Estimate 269
3.5.3.2. Subject Knowledge 270
3.5.3.3. Subject Matter 271
3.5.3.4. Type of Tasks 272
3.5.35. The Four Skills 273
3.6. Getting Through (2 A.S.) 274
3.6.1. General Presentation 274
3.6.2. Unit Organization 275

221



3.6.3. Texts 277

3.6.3.1. Readability Scoring 277
A. Smog Index 277
B. Flesch Reading Ease and Flesch-Kinkaid Grade LZi&I
C. Fry Reading Estimate 279
3.6.3.2. Subject Knowledge 280
3.6.3.3. Subject Matter 281
3.6.3.4. Type of Tasks 283
3.6.3.5. The Four Skills 284
3.7. Fit between the Curriculum and the Textbook 285
4. Comparative Summary 288
4.1. Readability of Texts 289
4.2. Subject Knowledge 291
4.3. Tasks 293
4.4. Balance of Skills 294
4.5. lllustrations 294
Conclusion 296

222



Introduction

The Algerian school system consists of thirteerrs/gaouped in there main cycles:

The Primary Cycle which is divided into two sub#¢s; each lasting three
years. There is only one national exam at the ehdhe sixth year,
unjustifiably called The Sixth Grade ExamOtherwise pupils pass from
one class to another on the basis of their yeardyuation (this evaluation
is based on three three-month examinations). The MNdorm has not
affected this cycle in the number of grades.

The Intermediate Cycle, consisting of three yeatsthe end of which
pupils are examined nationally in order to pass the following cycle, and
get their certificate (B.E.P) As in the Primary Cycle, pupils pass from one
grade to another. From 2003, this cycle consistowf years (1ere Année
Moyenne to 4éme Année Moyenne), at the end of whickational exam

(B.E.M.)"" is held.

%5 Examen de %™ It is still so called because during colonizatand even after, the primary cycle consisted of
five years, at the end of which a national exam helsl in order for the pupils to pass to the 6thdg: The
French system had a reverse order: its first gveate called “12éme” (or CP—Cours préparatoire), rgade
being “10éme” and so forth till “Premiére” and “Teinales” which were the last grades in school. sTéiam
was removed during the “Fundamental System” buttr@dluced within the same system in the 1989/1990

academic year.

% Brevet d’Enseignement Fondamental

*" Brevet d’Enseignement Moyen (equivalent to the BEF
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- The Secondary Cycle which lasts three years, ag¢tldeof which pupils sit
for a national exam , the Baccalauréatehich gives access to university.
Otherwise, pupils pass from a grade to anothernathe Primary and

Intermediate Cycles.

1. English in the Curriculum

English as a subject has had a different stattiseiperiod before and after independence.
During French colonization, English was taught dissh foreign language, sharing this status
with Arabic or more exactly Algerian Arabic, andtroduced in the first grade of the
Intermediate Cycle. Once pupils reached unive(sithey reached it), they would have spent
eight years studying English. During the first ngeaf the Independence, English was still
taught as a first foreign language, but no longerthe first but the third year of the
Intermediate Cycle. At the end of the Secondaryl&ymupils would have studied English for
five years (two years in the Intermediate Cycle #mée years in the secondary cycle), as it
was still the case until the New Reform in 2004t 8w huge difference is that English is no
longer considered the first foreign language batgbcond. This has been the case except for
the period where English was introduced in the BrinCycle, replacing Frenth With the
New Reform, nothing is being said on the place mglish as a first foreign language, French

in fact regains its original position, as the deged first foreign language. Nowadays, English

*8 Baccalauréat
% This issue has been discussed in Chapter Three
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is now taught from Grade One in the Intermediatel€$ By the time they reach the final

grade of the Secondary Cycle, pupils will have gidicEnglish for seven years, similarly to

the pre and pre post-Independence pupils.

The details are shown in the table below:

-1962

1962 - 1975

1975 -1993

1993 - 2004

1993 - 2003

2003 -

Intermediate

Primary Cycle

= Cycle (3 years) +
:': (4 years) + Intermediate
= Secondary Cycle (3 years) +
] Cycle Secondary cycle
(3 years) (3 years)
Intermediate Intermediate Intermediate Intermediate
N Cycle Cycle Cycle Cycle
= (2 years) + (2 years) + (2 years) + (4 years) +
5 Secondary Secondary Secondary Secondary
] Cycle Cycle Cycle Cycle
(3 years) (3 years) (3 years) (3 years)
Total 7 years 5 years 5 years 5 years 9 years 7 years

Table 24: Status of English at School. (English as a 1* Foreign Language or as a 2" Foreign Language).

1.1. The period from 1962 to 1970

During this first period of the post-IndependernErglish in Algerian schools was taught

as English in French schools.

Hayane (1989:45ntpoout the prestigious image this

language holds in Algeria, even by governmentahauities, who never quite equated it with

the language of colonialists and imperialists, amtcast to French. This is strange enough

when we know the status of English throughout tloeldy as stated by Phillipson (1992: 10)

60 lére

Année Moyenne
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English is in fact an essential cornerstone of ¢i@bal capitalist systemOr as written by

Fishman (1987: 8):

The relative unrelatedness of English to ideologissues
in much of the Third World today must not be viewsda
phenomenon that requires no further qualification.
Westernization, modernization, and the spread of
international youth culture, popular technology and
consumerism are all ideologically encumbered andeha
ideological as well as behavioral and econo-techhic

consequences.

This view expressed in 1987 is in contrast to Fishi earlier position (1977), as
reported by Phillipson, where pgopagated the idea of the purportedly neutral aoadl-like
image of English(Phillipson, 1992:10). Phillipson denounces, whethightly or not, the
British Councils control over ELT in third world gotries and the continuing relation of
dependence and support these countries have wihBoitish councilsn matters of material
aid, the training of personnel, the framing of abil and pedagogical methodRhillipson,
1997: 205). Phillipson was himself member of th&i&r Council from 1964 to 1973, and had
his former post in Algeria. A member of the BritiSlouncil was behind the opening of an
English Department in 1964 at the University of ialg”’; we wonder whether it was
Phillipson. The aim of these details is not to dere® the linguistic imperialism of English,
but to emphasize that no language teaching is alelie it French or English, in contrast to

what the authorities thought in 1993 when theyoidticed English in replacement of French.

b1 Kadri, A. (personal communication)
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English, thereby gained ground on the otherigordanguages—Spanish, Italian,
German and Russian—which were less and less tamghthey have stopped being taught at
all, not for lack of demand but at the authoritiestigation. During the 1962/1969 period,
English was still considered second languadé Perhaps textbook designers then did not
mean second language as it is defined today, i.e.

A language which is not a native language in a ¢oubut it is
widely used as a medium of communication (e.gdurca&ion
and in government) and which is usually used al@i®yanother

language or language®Richards et al., 1992:143).

It is worth mentioning that the curriculum was &epupils in both countries: France and
Algeria. The English Curriculum, set by the Frendmistry of Education (1969) gives
instructions on the way English (or any other fgneianguage) is to be taught, following
which methods, including which content, and clanfy the latter (Hayane, ibid.: 55).
Consequently the English curriculum had to adagtrogress made in linguistic theory as far
as foreign/second language teaching was concetiied French Ministry of Educatiéh
ibid.:2). Emphasis was put during the first twoasge on theacquisition of phonetic and
structural automatic reflexebid.). While teaching the four skills, the FME insisted giving
pupils a cultural objective in the teaching of Hslgl This objective is reached through

acquaintance with the British life and thought, asdaught mainly in the Secondary Cycle.

%2 Our emphasis.

5 Henceforth FME
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The titles of the Secondary Cycle textbooks sugdbh& objective: L’Anglais par la
Littérature *(English through Literature) for the two fist yeafsthe Secondary Cycle. These
books authored by Richard and Hall (1960/1961/18&23) were often referred to Réchard
and Hall Method Hayane (1989) reports the lack of confidenceAlyerian authorities had in
these textbooks. According to him, the level was t@h for the pupils. The textbooks were
originally designed to suit French pupils, and ¢stesl of four manuals. But since in Algeria,
the pupils started studying English two years atfeir French counterparts, it was thought
that a-two-year program could not meet Algerian ilsumeeds, and this because of the
compilation made of the four textbooks into two. Bat ground, and may be some others, the

authorities prompted the design of an Algerianbesk.

Grade Title Authors Year of publication Number of
pages

4eme L’Anglais, Langue Richard & Hall 1960 224
Seconde

3eme L’Anglais, Langue || Richard & Hall 1961 238
Seconde

2nde L’Anglais  par la || Richard & Hall 1962 272
Littérature

leres L’Anglais  par la || Richard & Hall 1963 270
Littérature

Table 25: English Textbooks 1962/1970. Adapted from Hayane (1989)

& All the textbooks of that period had as a sule-tiinglish as a second language”
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1.2. Period from 1970 to 1980

From 1970, many changes took place in the educdtsystem. As we saw in Chapter
Three, the Ministry of Education was split into twanistries: the Ministry of Education
(Primary and Secondary Cycles) and the MinistriHmfher Education. A national supervisor
and some regional inspectors of English were appdirfor the first time. From 1971,
beginners in English had learnt at school as muehdh as Arabic (Hayane, 1989: 155). The
first objective of the new textbook designers ainagdmproving the standards in English as
well as meeting the pupils’ needs. For that purptisey promoted the structural method.
Three textbooks designed by Alexander (1967a, 1P&#ye provided for the Secondary
cycle: Practice and Progres®Developing SkillsandFluency in EnglishBut the latter was
never used as it was considered too much diffitardtthe learners. InsteadPractice and
Progresswas used for the first two grades (Seconde and iBresr), and Developing Skills

for the third grade (Terminales)

In 1968, there were 431 language teachers, of whBnAlgerians and 363 foreigners
(mostly French). It means that 82% knew no Arathal( 48). Hayane means to say that on
these grounds a revision of pupils’ needs in teoithe language they know was required.
But it seems to us that at the time, students wareh more competent in French (considered

as the first language) than Arabic which was ratheforeign language. Whatever the reason,

% Later they were referred to as 1AS, 2AS, 3AS (12éene and 3éme Année secondaire)
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it is true that authorities wanted a change in toericulum and this is supported by

Guesbaoui’'s (1986) report of that situation.

The structural method was promoted under the inflaeof “cooperant§®. But for the
authorities the structural method had a three-&mldantage: first, to get rid of French as an
intermediate language in the teaching of Engligtgoad, the English teaching would no
longer be the preserve of French or French-spealaongeration; and third, this method would
enable Algerian teachers to be trained quickly:viant of anything better, it was limited to
the initiation to the programs and textbooks, amdmethodologicaformulas (Guesbaoui,

1986). Alexander (1967: 12), in his preface, desdar

[The textbook’s aim is to]provide the teacher with
coordinated and graded material which will enablenhto

conduct each lesson with a minimum of preparation.

The structural method would favor the oral sidetted language by intensive drills,
memorization, reading aloud, exercises of intomatmd pronunciation, and other verbal
tasks which would give learners the opportunitytacticethe language and so poogress,
as the textbook is entitled\t the time, there was no policy determined agh® English
language learning: it was a subject among othkesaim of which was to prepare pupils for
the baccalaureate exam (Guesbaoui, ibid.: 45).meked some discrepancies between what

was taught in classrooms and what was evaluatéteiBaccalaureate examination.

% Foreign persons (mostly French) who came in Algaiwork, for some, in lieu of military service.
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So during all that period, the structural methodsvggeeted as a panacea only to be

dismissed a few years and a lot of money latenagras fatuus.

The new Algeriaff textbooks were designed to the third and fourtadgrof the
Intermediate Cycle (4éme and 3em8lccess with Englis{Broughton, 1968), where two
main characters, Martin and Jillian are teenagdrsse adventures provide a backdrop to the
language teaching. In 1970, these textbooks weesl by both grades. Another change
occurred for the third grade of the Secondary Cyterminales) textbook. It was no longer
Richard and Hall method, but Alexandebgveloping SkillsStrangely enough, pupils were
using Success with Englisim the Intermediate Cycle, then went backRichard and Hall
textbooks during the first two grades of the SeeopcCycle, then dropped this method to use
Developing Skills(Hayane, 1985). What was the use then to starva method only to
dismiss it two years after, and then returningtto the end? We shall see later in the same
chapter that the English language teaching had af lmcongruities. The Ministry explained
that this "complex" situation would end with thdroduction of Algerian textbooks (ibid.:
219). In 1974, Richard and Hall method was defipiteplaced by AlexanderBractice and

Progressin the two first secondary grades.

In 1975, the first really Algerian textbook was fisbed: Andy in Algeria It is the result
of the experience dbuccess with Englismethod. The Algerian textbook is a more precise
adaptation of the method and techniques in useesl®¥69, to the particular situation of

English teaching in Algeria (Hayane, op.cit.: 28®¥ior to the publication of the textbook, a

%7 These textbooks were not so Algerian, since thesewvritten by a foreigner to all foreign langudearners,
not specifically Algerian.
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survey was carried out and questionnaires wereilistd among teachers and pupils
regardingSuccess with Englisfthe outcomes were, according to Hayane (ibid.),1qudite
unmanageable, because the anonymous report eledinatost teachers during the
guestionnaire analysis, on the grounds that theg wexperienced — 60 % were novices. The
objective of the survey was to set up recommendsatlzased on teachers’ opinions with a
view to designing an Algerian textbook. It emerffesn the survey that there were too many
contradictions (teachers finding progression logmat at the same time not fully satisfied
with it), lack of clarity on the part of teacherm(fusing concepts) and some inconsistencies
(the number of words iBuccess With English900—was considered satisfactory, but at the
same time teachers recommend a 800-word textbodalater for pupils’ needs) (Hayane,
ibid.: 171-175). Pupils and teachers were notgreament on the analysis of contents: most
pupils found texts to be interesting whereas 70%tesfchers found them inappropriate
(teachers wanted texts less foreign-culturallyrdgd). Pupils would have liked to read about
Algerian teen-agers visiting England, and emphasisuch topics as sports, songs, games
and jokes. No other survey has been made sinceotiet and it is to be regretted that the

experts did not take into account the pupils pexfees (ibid.: 176).

Grade Title Authors Year of Number of
publication pages
4eme Success with English 1 Broughton 1968 303

% With the exception too dfiew Linesas it is stated in the introduction (Kisserli, 198.
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Andy in Algeria Ministry of Education 1975 -
Success with English 2 Broughton 1968 303
3éme
Madjid in England Ministry of Education 1976 -
2nde Practice and Progress 1 Alexander 1967 232
leres Practice and Progress 2 Alexander 1967 232
Terminales || Developing Skills Alexander 1967 145

Table 26: English Textbooks 1970/ 1980. Adapted from Hayane (1989)

1.3. Period from 1980 to 2002

This period can, at least as regards English, hieisip two: from 1976 to 1993, and from
1993 to 2003. As we saw in chapter three, a mdjange took place with the 1976 ordinance
which came to be applied during the 1980/1981 avaxgear. The whole school system was
reviewed, which implemented thieundamentalor Basic SchoolAs for English, a new
textbookNew Lines as published, intended for th& $econdary Cycle, and would be used
for all streams. The textbook consisted of 18 yraech unit supposed to be dealt with in 6
hours. The allocation of time a week for literandascientific streams was naturally different:
four for the former, and three for the latter. Amaturally, neither stream would actually finish
the program. There was a major drawback concerthiisgtextbook because literary streams
used it in the first grade and finished it in thegimning of the second grade. Teachers had no
other choice than to go back to Alexandétactice and Progresslespite its so controversial

method (Guesbaoui, 1986: 55). It was only in 1988 New Lines Xpecifically designed to
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the second graders in the Secondary Cycle wasad@ilThis textbook did not last long as we
can see in Table 4, in 1988 a new one was desighdidlines In 1995, some changes were
brought to the syllabus, afithe New Midliness a compilation of three textbooksew Lines

Midlines andNew Skills The authors (Achour & Salmi, 1997: 4) explairthie introduction

that:
The ideal thing would of course be to design a braaw
course that meets the demands of this new syl[aieist 995
syllabus] But as that requires a great deal of work and as
time is running[out], it was thought useful to produce this
tool while teams are set up to devise a more uskEfaliment
for the future.
Grade Title Authors Year of Number of || Teacher's
publication pages Guide
3AM.% Spring One Belkaid et al. 1984 182 v
4 A.M. Spring Two Belkaid et al. 1985 235 v
New Lines 1 Kisserli 1981 277 v
1AS.”°
My New Book of Bereski 1998 160 v

%9 A.M. stands for Année Moyenne with reference ® Middle School.

0 A.S. stands for Année Secondaire with referendbedigh School.
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English

2AS.

New Lines 2

Kisserli

1985

160

Midlines

Menasseri et al.

1988

Table 27 : English Textbooks 1980/2003
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Kara (2002) interviewed an inspector, Achour, whosene appears in two textbooks —
New Midlinesand Spot-light on English #—who declares that afteew Midlineswas
designed, his team were asked to draw up syllabdusesthe textbook (Kara, ibid.: 531). He
further affirms that under the injunction of thenmsiry, English had to be considered as a
means of communication, deprived of culture andization contexts (this will be developed

later in the chapter).

It is worth mentioning that unlike other subjediglish was the only one subject which
syllabuses and textbooks were changed so many.tiriés could possibly think that teachers
and supervisors noted some inconsistencies in tighdh curriculum. This was pointed out
by Guesbaoui (1986: 45) on the lack of correlatietween what was taught at school and

what was evaluated during the national exam:

Skill Time Allocation Evaluation
Listening 60% 0%
Speaking 5% 0%
Reading 20% 40%
Writing 15% 60%

Table 28: Contradictions in the English Curriculum. (Guesbaoui, 1986:50)

" The New Midlinesis the textbook used in"1Secondary Grade, arpot Light on Englistis the textbook
currently used in*LGrade in Intermediate School.
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As we said earlier, a new change occurred conagrtiia introduction of English as a
first foreign language (EFL1) in the primary cyélem 1993% EFL1 is granted five hours a
week (in addition to one hour devoted to help slearners). The 4e AF syllabus specifies a
content and methodology it claims to be task-basedwe will see in the table below, the
EFL1 textbooks had the same author from one yeantoher, and textbooks were published
year after year. Although no thorough analysishafse textbooks has been carried out, it is
evident on first blush that the designers had aken the actual situation in schools into
consideration. We recall well the situation, whelALE was introduced in primary school:
there was no preparation of either teachers ormalteTeachers were not trained (most were
even novices) to deal with such young pupils, amdewintroduced to the materials at the
beginning of the school year. Even the supervikmised long-term vision. It seemed that the
curriculum was drawn from the textbooks (Kara, 20820). The supervisors promoted in-
service training, and seminars were held throughbet year. The textbooks were not
accompanied by teacher’s guides, what was mentia@sdonly the syllabus and the content

(ibid: 523).

"2 This issue has been developed in Chapter Three.
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Grade Title Author Year Supplementary Material Teacher’s Guide
4e AF My Book of English 1 Bereski 1993 Workbook (pupils) -
S5e AF My Book of English 2 Bereski 1994 Workbook (pupils) -
6e AF My Book of English 3 Bereski 1995 Workbook (pupils) -
7e AF My Book of English 4 Bereski 1996 Workbook (pupils) -
8e AF My Book of English 5 Bereski 1997 Workbook (pupils) -
9e AF My Book of English 6 Bereski 1998 Workbook (pupils) -
le AS My Book of English 7 Bereski 1999 Workbook (pupils) -
2e AS My Book of English 8 Bereski 2000 Workbook (pupils) -
3e AS My Book of English 9 Bereski 2001 Workbook (pupils) -

Table 29: EFL1 textbooks.

1.4. Period from 2003 —

In 1996, Algerian authorities decided to make meforms in the content of the 1976
ordinance. A Higher Council for Education was apped, charged with the reorganization
and reorientation of the Algerian educational syst&he national commission in charge of
the reform (CNRSE) was assigned to work on the revision of the mow. This

commission, often referred to Benzaghou Refornunder the name of the person at its head,

3 This is dealt with in the chapter “Arabizationtb& Educational System” (Chapter Three).
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made amendments to the teaching of foreign languéagefar as we are concerned). French
thereby would be taught starting from the secoratigrin the primary school, and English
from the seventh grade of the middle school. Te #md, new textbooks have been designed.

Details concerning them are shown in the followtalgje:

Cycle Grade || Title of the Textbook Author Year of Number
Publication of Pages
|
Spot-light on English (1) Merazga L. et
N Seven I ) 2004 189
al.
T
E
Spot-light on English (2) Merazga L. et
R Eight | ’ 2004 125
al.
M
E
Spot-light on English (3) Arab. S.A. et
D Nine ’ I' ' 2005 188
al.
|
A
Arab, S.A. &
T Ten On the Move ) 2006 192
Riche B.
E
) Arab, S.A. et
First At the Crossroads al 2005 155
SECONDARY ’
Second
Getting Through Riche B. et al. 2006 208
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Third

Table 30: The New English textbooks.

The textbook of the "8 Grade of the secondary school was not availablenwie were

writing this chapter.

As for the status of English as FL1, it was no mdealt with. It was abortive, but
generations of pupils were sacrificed, once agaln. 2001/2002 there were still pupils
enrolled in EFL1, in primary school; this meanstttizese pupils will reach university in
2010/2011. But by the time they reach the interedschool (probably around 2004/2005),
they would fall precisely in the new reform whighdhanging all the system. What has come

of these pupils?

We note that textbooks designers are not the sdomg dhe program: Merazga et al.
started the serieSpot-light 1and2 (2004), and then Arab et al.(2005, 2006) took msiece
these latter designed all the textbooks from ghdide in the Intermediate Cycle to grade Two
in the Secondary Cycle. What could be the reasdmnshaled to these changes? The foreword
addressed to the teacherSpot-light 3states that the textbook is built in the same &iras
Spot-light 2 the approach is competency-based and the metliolbivs is learner-centered.
But some innovations have been introduced: théot@k is centered on projects, a Reading
Writing section (focus on authentic texts), andiucal component (a whole file is devoted to
culture where Great Britain and the United StateAroerica feature). A superficial look we

had tells us that these new textbooks have thentéaya of being colorful, full of pictures,
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where each file (exit the units) is highlightedemises are various and varied, and culture is
given its own right. Grammar exercises are higtdgreational; authentic texts are used
(Advertising, for example); a glossary (English/Big is supplied at the end of the book
(Spot-light 3. A significant change has taken place since §p@ne and Two (Belkaid et al,
1984, 1985) from which most pupils remember characas Mr Aouinet (the plumber), Mr

Nedjar (the carpenter) and Mr Bennai (the architéct

However nothing is said on the authors of the teskis, we read that one person is the
head of the project, and then there follows adfstontributors consisting of names only: are
they teachers? Supervisors? If they are teachessimervisors, which cycle do they teach,
supervise? What are their academic qualificatiomb@se questions are not only raised
concerning these specific textbooks but all thesodesigned by Algerians. The only
indication mentioned iklead of Project.

Another point we noted is the year of publicatidrniwo textbooks:On the Movg10th
Grade, Intermediate Cycle) aid the Crossroad$1® Grade, Secondary Cycle), both by the
same authorThe former was designed in 2006 and the latte©Bb2 It means that the higher

one was designed before the lower one; will thisshzositive or negative consequences?

" These are Arabic terms transcribed in Latin script
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2. The English Curriculum

Secondary school curricula and teaching methodesogire formally developed by the
Ministry. Discipline-based commissions work on @uta proposals. These commissions
include teachers selected throughout the countrythenbasis of competence in curricula
matters. The final decision regarding the scope eoitents of a particular curriculum
remains, however, with the Ministry of Educatiomd® approved these curricula are nation-
wide and compulsory: local or regional variatioms aot permitted. The implementation of
curriculum is controlled by a body of inspectoreeTproposals made are usually accompanied
by proposals for textbooks to go together withgsiiabus. All textbooks are developed by the

National Pedagogic Institute (1.P.N.) (Djeflat, 299

All the periods referred to earlier share the sarharacteristics as for the time
allocated to the study of English at every gradewdry cycle. It is worth mentioning at this
stage that any pupil enrolled in any stream cammclaghts to be enrolled in an English

department, despite her/his time of exposure tdigintearning.
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Weekly Time Allocation
Education STREAMS - = =
1% Grade || 2" Grade || 3 Grade
Arabic language 3 3 3
G and literature
Human and
E LITERARY o 3 3 3
Islamic Sciences
N
Arabic and
E Foreign 3 4 4
Languages
R
Natural 2 3 3
A Sciences
SCIENTIFIC
L Technology 2 2 2
Exact Sciences 2 2 2
T MANAGEMENT Economy & ) 3 3
Management
E
C Mechanics 2 2 2
H Electronics 2 2 2
TECHNICAL -
Chemistry 2 2 2
N
Civil 2 2 2
| Engineering

Table 31: Time allocation of English in the Secondary Cycle (Former Program).

According to the curriculum, the pupils at Secogdaycle are supposed to have attended
at least 200 hours of English (4 hours/week in &.Aand 5 hours/week in 9 A.F.); this
supposes that an academic year counts 21 weeksaafing, which means it is rather

insufficient. An academic year consists of more kgebecause we did not include weeks
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devoted to examinations. In the past, pupils wesduated three times in a term: two exams
are on continuous evaluation formdeyoir surveillé) and one exam related to the program of
the whole termdompositiol. In the new system, a first difference appearhatnumber of
continuous evaluations: two for the main subjebtatbematics, Arabic, Natural Sciences and
Physics) and the other subjects (thus Englishaaduated once. There is also one exam per

term. The second difference is the week(s) dedicate

As for the curriculum, the existing references shither the philosophical approach, nor
the method advocated. The curriculum consists stfnfys of points to be covered and
objectives to be achieved. We preferred to deah uhis aspect when we introduce the
textbooks of the new program. The new curriculuatest in the introduction how things have
evolved and makes many references to the previauscalum. Furthermore, there is no
curriculum as such, since authorities decided tangk them, and textbook designers were

urged to prepare syllabuses and textbooks whilepregrams were being conceived.

As the following table shows, there have been chango in the time allocation of

English:
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Weekly Time Allocation
Education STREAMS - = =
1% Grade || 2" Grade || 3" Grade
G Arabic language 4 4 4
and literature
E LITERARY
Arabic and
N Foreign 4 5 4
E Languages
Natural
R ' 3 3 3
Sciences
SCIENTIFIC
A Technology 3 3 3
L Exact Sciences 3 3 3
T MANAGEMENT Economy & 3 3 3
Management
E
Mechanics 3 3 3
C
Electronics 3 3 3
H TECHNICAL
Chemistry 3 3 3
N —
Civil 3 3 3
| Engineering

Table 32:Time allocation of English in the Secondary Cycle (New Program).

3. The English textbooks

English textbooken Algeria have the following features:

- No competition: unlike foreign countries, Algeriatextbooks suffer no

competition since they are specially designatedhieyMinistry of Education
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and designed by a special commission, consistingawhers, and inspectors of
English. All school institutions in the country teége students to have the
books. In the past, it was up to the institutionsstupply them. But now,
textbooks are often available in the marketplazenghough they may suffer
from time to time from shortages. As for the cdsis generally decided at the
level of the Ministry, and all things being equétxtbooks are relatively
affordable.

— Uniformity: all textbooks, regarding all streamsdadisciplines are used in
every school. Once the textbook has been accepiedsed until a new reform
in education removes it. The textbooks we are asspdave been used for
almost twenty years, until the 2002 Reform chanttpesn. The new textbooks
are being published. The new secondary textboalceming the % secondary
grade in high schools was released for the 2006c$gfear. The one designed
for the 3% grade is not published yet. Heads of schools eachiers are obliged
to adhere to the weekly allocation of time and t¢hericulum objectives for
languages, laid down nationally by government.

— Home-produced textbooks: the textbooks adoptedlapgoduced in Algeria.

— Prescription: any pupil coming to school must hheehis textbook. A lack of

presentation is grounds for a three-day susperffisianschool.

We shall analyze the textbooks in terms of theofeihg parameters:

1. The textbook Content
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General presentation

Units Organization

Texts General information, Readability (three measuriishe applied: Smog index,

Fry Readability Estimate, and Flesch Reading eadeFesch-Kinkaid Grade Level),
and finally we will apply Littlejohn & Windeatt’'s 1089) General or Subject
Knowledgg Another Academic Subject, Student-Contributed t€onh, Language
Itself, Literature , Culture, Interesting Factseahing Itself, and Specialist Content).

Subject matter

1. Variety of topics appropriate to the interestshaf kearners.

2. Does the content serve as a window into learnirggiathe target language
culture (American, British, etc.)? (Skierso, 198tamsch, 1993)

3. Is the subject matter presented either topicallfgoctionally in a logical,
organized manner? (Byrd, 2001, Skierso, 1991, samlD & Celce-
Murcia, 1979)

4. Are the reading selections authentic pieces ofdagg? (Sheldon, 1988;

Alderson, 1992)

Vocabulary and structures

1. Reasonable load
2. Gradation from simple to complex items
3. Reinforcement

4. Appropriateness of grammar points and their seqienc
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5. Linguistic items introduced in meaningful situasorto facilitate
understanding and to ensure assimilation and ciolasion.

(Cunningsworth, 1995)

. Tasks$

1. Do the exercises develop comprehension and texwlkage of main
ideas, details and sequence of ideas? (SheldoB) 198

2. Do the tasks facilitate students’ use of grammdesruby creating
situations in which these rules are needed? (B3001;Skierso, 1991,
Daoud & Celce-Murcia, 1979)

3. Do the exercises provide practice in different sypé written work
(sentence completion, spelling and dictation, gliidemposition)

4. Do the exercises promote critical thinking? (Sloerg4991) Critical
thinking is an expanded use of the mind to meet deallenges which
occur when a person must interpret, analyze or podatie information,
because a question to be answered or a problem $olbed cannot be
resolved through the routine application of pregigu learned

knowledge.

Balance of skills

1. Is practice of all four skills included? If so,ii9alanced?

S We use tasks to refer to any activity or exerdise smallest unit of classroom work which involkeesners in
comprehending, manipulating, producing, or intefagtin the target languagéNunan, 1989: 5)
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2. Do the presentation and practice tasks includdantegration of skills in realistic

context? (Cunningsworth, 1995)

. lllustrations

1. Are the illustrations simple enough and close ehotagthe text that they add to its
meaning rather than detracting from it? (Byrd, 2001

2. Is the text attractive (Category of illustrationgfayer, 2000)

2. Fit between the textbook and the curriculum (Byrd,2001)

1. Fits curriculum/goals

n

Has appropriate linguistic content (what languageeing taught)

w

Has appropriate thematic content (what topics aesglun each unit)

4. Fits the pedagogical and philosophy of the programm

For reasons stated earlier, we will deal with @#pect once we have introduced the “new

textbooks”.

Regretfully, we could not include the analysis loé English FL 1 textbooks for their lack of

availability.

3.1. My New Book of English (1998)

3.1.1.General Presentation

Level of Proficiency: 1 A.S. —IGrade in Secondary Cycle (third year of Englistr&g)
Number of Pages: 160.
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In thelntroduction the author—Bereski—explains that the new textbwek designed
in response to thslimming downof the syllabuses of the three grades of the Skgn
Cycle. This change in the syllabus occurred bec#dusas felt thateachers and students
alike were faced with the delicate and time-consgnob of finding material that could fit
the new syllabusesie does not claim that the textbook is self-sufitisince he exhorts

teachers to supplement materials whenever necegsawded that they are authentic.

The textbook contains different sectionsHmsy Much Do You Remember, Grammar
Section, Simplified Versiofrefers to texts appearing in either original i@rs or a
simplified one) Tasks(they are eclectic, not adhering to a specific apph) andBe Our

Guide(intended for readingKeys(they serve to motivate the learners)

He further gives recommendations to the teachbrdividualize Your Teaching
(encourages teachers to make learners autonomodstoacommunicate with them)and
Adapt the TextbooKto suit learner’s interests and needA} it has been noted by the
Inspector of English of Constantine, there is at@ahiction in what preceded in so far as the
authorities advise to supplement the materialspgoescribe the use of the textbook. Many
teachers, according to the inspector, were unddciolecause it meant among other things to

pay for the photocopies out of their own pockets.

3.1.3.Unit Organization

The textbook consists of:

* Acknowledgements- for the reproduction of extracts (p 3),

250



 Introduction(p 8),

* 16 units (pp 10-88),

* Rhymes- three poems (p 9),

* How Much Do You Rememlbsction (pp 15-31).

» The Light Sidevhich contains tasks on proverbs, a game, andesdd|

» Song9qpp 93-99) — eleven songs,

» Fairy Tales(100-119—four fairy tales making up the reading section,

 Grammar points (pp 120-137) — adverbs, comparatives, irregular adjectives,
conditionals, etc.

» Appendix 1(pp 138-145) —the official syllabus for differesireams—Appendix 2p

146-147) —a list of tasks (146), aAppendix 3— Keys to exercisgpp 148-158)

List of Irregular Verbqpp 159-160).

The units are detailed in the following table:
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‘ Units || Number of Pages
1. Introduce Yourself and Your friends 3
2. My New School 2
3. The British Isles’®* 5
4. Djeha’s Stories 5
5. From Morocco to Spain by Car 5
6. Be Our Guide 4
7. Nescafe 6
8. Superstitions 6
9. Pilgrimage to Mecca 4
10. Telephone Call* 4
11. Camping out in Rainy Weather 4
12. Marriage can make a Dimwit Brainier 3
13.1 Want to Do a Ton 3
14. Rules for Teachers 4
15. Regulations for Residents* 3
16. A Teacher’s Contract from the 1920’s 3
TOTAL 64

Table 33: Units (My New Book of English)

3.1.4.Texts

The texts we chose to put under the scope of tdatglity measures are the following:

® The titles followed by an asterisk (*) are paroof analysis.

252



. Text 1: The British IslesUnit 3, p. 32. [If you look ... Cardiff. The caai of]. No
source indicated.

. Text 2: The Telephone Callunit 10, p. 67. [We were spending...she couldn’t
trace him]. Extract from W.S. Maugha# Writer's Note Pages not indicated.

. Text 3: Regulations for Residentenit 15, p. 83. [Bourne Hall ... be displayed].

No source indicated.

3.1.4.1.Readability Scoring

A. Smog Index
Text 1:7.33
Text 2:10.07 SMOGMNBE"’=8.94
Text 3:9.42

Smog Index is calculated according to the numbesytiibles, and the average sentence
length, the result of which igx + 3.

This score is according to McLaughlin equivalentdonior high school”, and corresponding

to 13/14 year-students.

" MNBE stands for My New Book of English.
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SMOG
My New Book of English
15
12 e
0 T
TEXT1 TEXT 2 TEXT 3

Graph 8 : Smog Index My New Book of English)

Graph 8 shows that the level of difficulty stdram the simpler to the more complex, which is

the normal process according to McLaughlin.

B. Flesch Reading Ease and Flesch-Kinkaid Grade Level
Text 1:85.4 /4.0
Text 2:77.8/7.8 FRE & FGLMNBE: 78.1/6
Text 3:71.1/6.2

This score means that the texts are intended™dSfaders, and the level of the text is
considered “average”, meaning that it is rathehhéglevel for foreign learners. Graph 9
indicates a gradual slope, which indicates thateé&ook is moving from the simpler to the

more complex text.

Flesch Reading Ease
(My New Boook of English)

100

50

Titre de I'axe

Text 1 Text 2 Text 3

Graph 9: Flesch Reading EaseMy New Book of English)
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Graph 10 below, however, does not show such catgjnndicating that Text 2 should be at

the end of the textbook.

Flesch-Kincaid Grade Level
(My New Boook of English)

j

o N B O

Titre de I'axe

Text1 Text 2 Text3

Graph 10 : Flesch-Kinkaid Grade Level My New Book of English)

C. Fry Readability Estimate

Text 1
Text 2 Fry MNBE: 138.33/7.33
Text 3

The grade reading level is calculated by the awemmgmber of sentences and the average
number of syllables. These averages are plotteal leryts Graph; the intersection determines

the reading level of the content. So 138.8 is terage number of syllables, and 7.33 is the
average number of sentences.

As Graph 11 shows the content tends to consistrajdr words than the normal and situates

the Grade at 7.
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Fry Graph for estimating Reading Ages (grade level) Fry Graph for estimating Reading Ages (in years)
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Graph 11: Fry’s Graph (Grade) (My New English Book)
Book)

Graph 11 indicates that the reading age is 12, whieans either that the text is too easy for
the age of secondary schools learners (betweend 36, or that the level is too high for this

grade.
There are some cautions to bring to the use ofdaéability formulas:

- We see that there are some discrepancies betweenliffierent formulas. These
formulas are poor indicators when analyzed in tledwes. We should consider them
only in their correlation with comprehension textghat is important is not how the
formulas agree or disagree on a particular text, their degree of consistency in
predicting difficulty over a range of graded tef@siBay, 2004: 56).

- We are also aware that these formulas are designduist language analysis, but we
get an idea of the average level of a native speaflkiénglish as compared to a foreign
learner of English on the one hand, and get an aeavell as for the graduating

difficulty, on the other.

256



To compare readability levels of the different gextre used the readability evaluation.
However, these indices do not take into accoundesttls background knowledge,
strategy-use, text structure, and FL proficiency, @ef which influence the

comprehensibility of a text. Consequently, we aawutihat these ratings may reflect

only linguistic-based characteristics of the text.

3.1.3.2Subject Knowledge

The content will be analyzed in terms of:

Another Academic Subject (AAS)
Student-Contributed Content (SCC)
Language Itself ( LI)

- Literature (Lit)

- Culture (Cult)

- Interesting Facts (IF)

- Learning ltself (Lgl)
- Specialist Content (SpC)
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Topics AAS || SCC || LI Lit || Cult || IF Lgl || SpC

The British Isles ++ +
Djeha’s Stories +

From Morocco to Spain by Car +
Be Our Guide + ++ +
Nescafe + +
Superstitions ++ +
Pilgrimage to Mecca + +
Telephone Call ++

Camping out in Rainy Weather +
Marriage can make a Dimwit Brainier +

| Want to Do a Ton

Rules for Teachers +

Regulations for Residents +

A Teacher’s Contract from the 1920’s +

TOTAL 0 0 1 1 6 11 0 0
% 0% || 0% || 7% || 7% || 42% || 78% || 0% || 0%

Table 34: Subject Knowledge of the topicsMy New Book of English)
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3.1.3.3Subject Matter

There is indeed a variety of topics, which interesty vary from one text to another.
However we wonder whether they would gain the sitglenterest. 60% of the texts have no
sources; the remaining 40% are extracts from hyesaurces Telephone Callextracted from
A Writer's Noteby Somerset Maughan€amping out in Rainy Weathean extract from
Jerome K. Jerome’sThree Men and a Boat The others are newspapers articles:
“Superstitions, Marriage can make a Dimwit Brainiand | want to do a Ton”. “Be Our
Guide” is the only authentic text but does not h#s@authentic appearance. Most texts (9 out
of 14) present a simplified version, then the orwdiversion (the texts in question are
underlined in Table 34). We question the usefulrgsresenting both versions, on the one
hand and the usefulness of the simplified verstonthe other hand. Through the years texts
have been intentionally simplified, modified, adaptedited, adjusted or revised in order to
make material more comprehensible, and simultamgous prepare learners to read
unsimplified original works. The belief that sinfptation helps reading comprehension,
however, has not been proven consistently (You®§9l What she recommends is that
instructors add preparatory phase before readirgu#rentic text, thus addressing the lack of

background knowledge related to cultural phenomena.

As for culture, we find there is no real conteritich may serve as a window about the

target language culture.

At the end of the textbook are proverbs, songs, @edes for extensive reading—fairy

tales. We really question whether students agedntis16 would be motivated by stories (or
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their translation) which they read when they wengdcen (Ali Baba and the Forty Thieves,

Little Red Riding Hood, Snow White and Rose Red| @he Little Match Girl).
Finally, there is neither logical organization opics nor a connection between them.

The questions related to the texts: the exercisasotl develop comprehension and do not
test knowledge of main ideas, details, and sequehaeas. There is no exercise related to

the promotion of critical thinking.

lllustrations which are the first appealing aspafca textbook are rather rare and blurred,
and do not add meaning to the text they accompBimste are 10 picturé$ all of them were
decorative one illustration in Unit 3 (From Spain to Morog¢cshows the picture of a train

despite the topic of the text which is on a tunmeder the sea.
3.1.3.4Type of Tasks

The following is the amount of tasks devoted to r@raar, Vocabulary, Phonology and

Writing. We show the details in the following table

8 We did not include a table representing the ithiins since they were all of one single category.
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Unit Grammar Vocabulary Phonology Writing Total
The British Isles 1 2 0 1 4
Djeha’s Stories 2 2 0 3 7
From Spain to Morocco 1 3 0 2 6
Be Our Guide 3 3 1 3 10
Superstitions 2 2 0 3 7
Pilgrimage to Mecca 2 2 0 1 5
A Telephone Call 1 2 0 2 5
Camping out in rainy.... 0 2 0 1 3
Marriage can make ... 1 3 0 1 5
| want to do a Ton 2 2 0 2 6
Rules for Teachers 2 2 0 1 5
Regulations for Residents 3 2 0 1 6
A Teacher’s Contract 2 2 0 1 5
Total 22 29 1 22 74

Table 35: Distribution of Tasks (My New Book of English)

The following graphs are based on the previoustédil 35):
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Graph 12: Distribution of Tasks (My New Book of English)

Graph 13: Distribution of Tasks (Unit 4, 11, and 1§

The two graphs, Graph 12 on the whole book, an®IGd8 on the three units we
studied, do not show a great variability in the amtoof tasks. For this reason, we shall use

three units instead of the whole book in the anslgEthe next textbooks.

Graph 12 shows that is a more than reasonable dbadcabulary, Grammar, and
Writing. But exercises on phonology are scarcey amle out of 74 tasks. Grammar points
seem not to serve any purpose: the tasks are lavedeto the texts, and situations are not
created in which the rules are needed. Vocabutaisl reinforcement. As for writing, a great
number of exercises are devoted to it, their aimiadboth creative (guided composition) and

reproductive (sentence completion).
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Graph 14 below shows the variation of tasks acogrth the different units.

Graph 14: Variation in the number of Tasks per unit (My New Book of English)

3.1.3.5. The Four Skills

The following table shows how the four skills aistdbuted inMy New Book of English

Unit Listening || Speaking Reading Writing
4 0 1 3 1

11 0 0 4 1

16 0 0 3 3
Total 0 1 10 5
% 0% 6% 63% 41%

Table 36: Balance of Skills My New Book of English)
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My New Book of English

15

10

Le Sg Re Weg

Graph 15: Balance of Skills My New Book of English)

We note a lack of balance between the four skillfie Graph shows clearly that a
larger emphasis is given to reading, and a ligksIto writing. As we saw previously in the

distribution of tasks, the oral/aural skills arerggetely missing.

3.2. The New Midlines (1997)

Level of Proficiency: 2 A.S.—% Grade in Secondary Cycle (Fourth year of Englskia2;

Number of Pages: 301
3.2.1.General Presentation

In the Introduction, the authors (Achour & Salmi) explain that the neaok was
designed after the 1995 syllabus. The present heok compilation of three existing
textbooks,New Lines(Kisserli, 1981) New Skills(Menasseri et al, 1988and Midlines
(Menasseri et al, 1988New LinesandNew Skills(Technological steams) were designed to 1
A.S. (First Grade in Secondary Cycle), avdllinesto 2 A.S.(Second Grade in Secondary

Cycle). The New Midliness intended for all streams. The authors give utsions on how to
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deal with the book: each stream is given a cernamber of units, the literary stream having
the greatest number—eleven. The textbook claim$docommunicative, although the

structural components remain important. The ungsdesigned functionally.

3.2.2.Unit Organization

The book has 301 pages and includes:

» Acknowledgements

* Introduction(p 4),

» atable of contents (pp 5-6),

* anote addressed to the pupil (p.7),

e 16 units (pp 9-210),

* A bulk of additional texts for Economy and Managein@p 211-220),

» The teacher’'s manual (pp 221-301); it consistsiing recommendations

to the teachers, as well as the general aims agudge points of the units.

The units are detailed in the following table:
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Unit || Functions Titles of the texts Number of Pages
1 Describing past places* Kalda in 1880 10
2 Planning future Tasks Cycling through Africa 8

3 Narrating Killer Oil 7

4 Describing job requirements Job Hunting 10
5 Questioning Where have you been before || 19
6 Describing/Expressing/Reasons and consequences || Blackfoot Indians Today 10
7 Narrating/ Talking about someone’s life Louis Pasteur 10
8 Describing/Comparing/Contrasting The Solar System 9

9 Describing/Instructing/Warning/Prohibiting* Scout’s Life 14
10 Instructing /Giving advice Electrical Hazards 21
11 Describing parts and the whole || _____________ 10
12 Making predictions Water Resources 13
13 Describing/Making suppositions The Arctic: An Open Sea? 10
14 Describing functions and use The Derrick: Oil Extraction 12
15 Narrating /Reporting* Crash in Tokyo Bay 7
16 Giving advice Dialogue 7

Total 177

Table 37: Units (The New Midlines)
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3.2.3.Texts

The texts we chose froithe New Midlineso be analyzed are:
* Text 1:Kalda in 1880 Unit 1, p. 11 [In 1880 ... figs and lemon]. No scaiindicated.

» Text 2:Scout’s LifeUnit 9, p. 107 [Before building... and the like]. Teadapted from

Boy Scout Handbodky William Hillcourt.

e Text 3:Crash in Tokyo BayJnit 15, p.197 [As the Japan Airlines ... suspendedf

his duties]. Article from Newsweek, February'22982.

3.2.3.1Readability Scoring

A. Smog
Text 1:5.45
Text 2:7.74 SMOG TheNew Midlines8.64
Text 3:12.7

As for Smog measure, we note that the texts artgypeasy, and that there is continuity
between the level of the texts, increasing from pé&m to more complex. This score
corresponds to McLaughlin’s “Junior School”. Butwe look more closely, we shall see that
the arrow changes the steady direction between Zextd Text 3, meaning that there is a

great difference in the level of difficulty betwe@ext 2 and Text 3. On average, readirg
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New Midlinestextbook is equivalent to readirReader’s Digesaccording to McLaughlin’s

grade.

The New Midlines:
SMOG

Text 1 Text 2 Text 3

Graph 16: Smog Index The New Midlines)

The dotted line in red shows the normal path tRestehould have gone.

B. Flesch Reading Ease / Flesch-Kinkaid Grade Level

Text 1:86.1/ 3.7
Text 276.5/ 8.8 FRE / FGLNew Midlines65.8 / 8.4

Text 3:34.8/12.7
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The New Midlines
100
80 e E T ——
60 N -
N ——FRE
40 <
20 —FGL
0
Text 1 Text 2 Text 3

Graph 17: Flesch Reading Ease and Flesch-Kinkaid Gue Level The New Midlines)

As in Smog, the blue arrow representing FRE shogi®at contrast. Otherwise, Text 1 with a

score of 86.1, meaning that it is average, movesnwich more difficult text.

C .Fry Readability Estimate
Text 1
Text 2 FRY New Midlines147.3 /6.6

Text 3

269



Fry Graph for estimating Reading Ages (in years)

Fry Graph for estimating Reading Ages (grade level)
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Graph 18: Fry Graph (Grade Level) (The New Midlines).  Graph 18’: Fry Graph (Ages) (The New
Midlines)

Graphs 18 and 18’ show th&he New Midlinegends to include longer words than normal,
and situates the grade Level at 8 and the age,ahd8 as in My New Book of English, the

texts are either too difficult for the grade or tmsy for the learners’ age.

3.2.3.2Subject Knowledge

We will analyze the Subject Knowledge with the daling parameters:

Another Academic Subject (AAS)
Student-Contributed Content (SCC)
Language Itself ( LI)

- Literature (Lit)

- Culture (Cult)

- Interesting Facts (IF)

- Learning Itself (Lgl)
- Specialist Content (SpC)
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Topics AAS || SCC || LI Lit || Cult || IF Lgl || SpC
Ancient cities +7 +
Cycling through Africa + +
oil + +
Job Hunting +
Work experience + +
Blackfoot Indians Today ++ +
Biographies + +
The Solar System + + +
Scout’s Life + +
Accidents +
Parts and the whole + +
Experiments + +
The Arctic + +
The Derrick: Oil Extraction || + +
News + +
Dialogues + +
TOTAL 6 0 0 0 9 14 0 2
37% || 0% || 0% || 0% || 56% || 87% || 0% || 12%

Table 38: Subject Knowledge of the topicsTihe New Midlines)

"9 A single plus (+) indicates “General Culture” d¥dtive Culture”, a double one (++) indicates thearget
Culture”.
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3.2.3.3Subject Matter

The textbook displays a great variety of topics,viaw of the fact it is intended for
different streams. However, we note that literdrgams have not been very lucky: few texts
would interest them. It is clear that the textsiamuded to support the functions, as the title
of the topics indicates. Unlikbly New Book of Englistthe present textbook indicates the
sources, though not always (books, newspaper amghzimes articles, or texts adapted for

EFL contexts). There are some authentic textsgdbutot appear as such.

As for culture, we find there is no real contentichhmay serve as a window about the

target language culture, except &itting Bull

Finally, it is difficult to assign logical organitzan of topics to the textbook since it was not
designed for these purposes. The authors giveusigins for that purpose on the number of

units and the Unit Number to be studied by eactastr

The questions related to the texts: the exercisasotl develop comprehension and do not
test knowledge of main ideas, details, and sequeha#eas. There is no exercise related to

the promotion of critical thinking.

There are many illustrations, but are black andteyhivhich do not attract pupils. The
following table shows the category of illustratipnglecorative, representational,

organizational or explanativeMayer, 2000):
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Decorative || Representational H Organizational H Explanative

1 +
2 +
3 +

4 +

5 +

6 +

7 +

8 +

9 +

10 +

11 +

12 +

13 +
14

15 +

16 +

Total || 8 4 3

Table 39: Category of lllustrations (The New Midlines)

Graph 19 shows the distribution of illustrations@cling to the category:
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The New Midlines

Graph 19: Category of lllustrations (The New Midlines)

3.2.3.4Type of Tasks

The following is the amount of tasks devoted to r@raar, Vocabulary, Phonology and

Writing. We show the details in the following table

Unit Grammar || Vocabulary || Phonology || Functions
1 6 4 0 2

9 2 3 0 6

15 4 1 0 3

TOTAL || 12 8 0 11

Table 40: Type of Tasks The New Midlines)
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Graph 20: Type of Tasks The New Midlines)

The number of tasks devoted to Grammar and Fursctowery high, as stated by the authors.
As in My New Book of EnglisiPhonology is not given any place in this textbobkere are
some rare items in the book (Unit 10 p 125, Unitplld4, p 147, p 148, etc.) for which

phonetic transcriptions are given, but no taskuas $s devoted to it.
3.1.3.5The Four Skills

As Table 41 and Graph 21 show, Reading takes tirve share, with 41% of the tasks.
Listening and Writing are equally distributed (22%ihd Speaking looks like a poor relation
(15%). The authors exhort teachers to put emphasishe communicative aspect of the
textbook andnsist on the structural aspect since it is thekimme of any serious mastery of a

language(Achour & Salmi, 19: 4)
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Unit Listening || Speaking || Reading || Writing
1 2 1 6 2
9 1 2 4 3
15 4 2 3 2
TOTAL || 7 5 13 7
% 22% 15% 41% 22%

Table 41: Balance of Skills The New Midlines)

The New Midlines

Listen

Graph 21: Balance of Skills The New Midlines)

3.3. Comet (1997)

Level of Proficiency: 3 A.S. —"8Grade in Secondary Cycle (Fifth year of English as

FL2). Number of Pages: 143.

3.3.1.General Presentation

In the Introduction, the authors (Benzian et al) explain that the nex@kbwas

designed after thelimming dowrof the syllabuses. The present book is a compilaticthree
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existing textbooksNew Lines(Kisserli, 1981) New Skills(Menasseri et al, 1988and
Midlines (Menasseri et al, 1988) amdodern Worldand Think It Over.New Lines and New
Skills (Technological steams) were designed for .5.AFirst Grade in Secondary Cycle),
Midlines to 2 A.S. (Second Grade in Secondary QycModern World (Science and
Technology) was designed for 3 A.S. (Third Grad&met is intended for all streams. The
authors give instructions on how to deal with tlel each stream is given a certain number
of units, the literary stream having the greatashber—seven. The textbook claims to be
communicative, its title are in fact an acronym @wmmunicative English Teaching course
book. The units are designed topically. The teakbaims at preparinghe pre-university
student with material which received a great dgaldating in view ofhe final Baccalaureate

exam.

3.3.2.Unit Organization

In the Introduction the authors provide advice intended for teacbherserning the use of
the book: for the pre-listening, listening, and tgagening, teachers should write the
mentioned tasks on the board in order to enabtiests to listen with their books closed. The
authors state the time allocation per unit andsperam (12 or 13). A special emphasis is put

on Reading: a compilation of passages appearg ath. It also includes:

e 11 Units (pp 8-111),
* Reading passages (112-133),
» Alist of proverbs (pp 134-138), and

» Alist of irregular verbs.
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Unit || Titles of the units Number of Pages
1 Modern Life in English-Speaking Countries* || 7

2 Inventions and Discoveries 8

3 English in the World Today 8

4 Humor and Leisure 9

5 Trade and Development 10
6 Computing* 9

7 Media 11
8 Automation 9

9 Human Rights and Racial Problems 10
10 Business Correspondence 11
11 Great Challenges to Mankind* 12

Total || 104

Table 42: Units (Comet)

The units are structured according to the following

Pre-listening ( warm-up),

Listening (giving the main idea),

Post-listening (Class discussion),

Pre-Reading (guessing),

Reading (the same text used for the listening @&g}iv
Post-Reading (questions around the text),

Writing,

© N o o0 bk~ wDd P

Get Ready (section devoted to the preparationeogthident to the exam),
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9. Time for Song,
10.Reading for Leisure.

3.3.3.Texts

The texts we chose fro@ometto be analyzed are:

» Text 1: Speaker's CornerUnit 1, p. 9 [Situated at ... world revolutions]
Adapted fromModern English International.

* Text 2:ComputersUnit 6, p. 52 [Computers ... processed]. The soigaet
mentioned.

* Text 3:What the Future Might Hold for Use: Pollutiodnit 11, p. 103. [Of the
many ... processed]. Adapted froifopic English,by J. Harrison, N.L.

Morgan, and J.J. Percil.

3.3.3.1Readability Scores

A. Smog
Text 1: 12.0
Text 2: 11.6 SMO&omet= 12.57
Text 3: 13.2

”

This score is according to McLaughlin equivalentiimh school” or “*high school graduate”.

He relates the reading of these texts to readimg Magazin@r New York Times.
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Graph 22 shows the text difficulty starts at aaierlevel, then decreases a little (showing a
less difficult text) then increases again (moviogtmore difficult text). This graph shows that

the distribution is quite abnormal: there shouldenbeen an increase.

14
13
12
11
10

TEXT1 TEXT 2 TEXT 3

Graph 22 : Smog Index Comet)

The dotted line in red shows the normal path tRestehould have gone.

B. Flesch Reading Ease and Flesch-Kinkaid Grade Level

Text 1: 56.7 / 11.4)

Text2:52.0/9.1 ¥ FRE & FGComet=53.6/10.8

Text3:52.2/ 11.%
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Comet

60

40
e FRE

20
e FLE

0

TEXT1 TEXT2 TEXT 3

Graph 23 : Flesch Reading Ease and Flesch-Kinkaidi@de Level (Comet)

C. Fry Readability Estimate

Text 1:
Text 2: FryComet 155.6 / 20.6
Text 3:
Fry Graph for estimating Reading Ages (grade level) Fry Graph for estimating Reading Ages (in years)
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Graph 24: Fry Graph/Grade Level (Comet) Graph 24’: Fry Graph/Ages (Comet)

Graph 24 and Graph 24’ show that the text difficust high: it is the grade level and the age
of English native speakers.

All three scores concord to say that the textgatteer difficult even if the ages correspond.
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3.3.3.2Subject Knowledge

We will analyze the Subject Knowledge with the daling parameters:

Another Academic Subject (AAS)
Student-Contributed Content (SCC)
Language Itself ( LI)

- Literature (Lit)

- Culture (Cult)

- Interesting Facts (IF)

- Learning Itself (Lgl)
- Specialist Content (SpC)
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Topics AAS || SCC || LI Lit || Cult || IF Lgl || SpC
Speaker’s Corner ++80 || +
Transportations +
The English Language || + + + +
Shakespeare’s house + ++ +
Market Research + +
Computers + +
Communication + + +
Robots + + +
Human Rights + + +
Business +
Pollution + +
TOTAL 4 0 2 1 10 6 0 3
% 36% || 0% || 18% || 9% || 90% || 54% || 0% || 27%

Table 43: Subject Knowledge of the topicsGomet)

3.3.3.3Subject Matter

The textbook displays a great variety of topicsyiew of the fact it is intended for

different streams. However, we note that againdite streams do not have much choice as

8 A single plus (+) indicates “General Culture” d¥dtive Culture”, a double one (++) indicates thearget
Culture”.

283



regards the topicsThe present textbook indicates the sources of nests (books,
encyclopedia, newspapers and magazines articlaexts adapted for EFL contexts). There

are some authentic texts, but do not appear as such

As for culture, we find there is no real contentishhmay serve as a window about the
target language culture. There is a funny playetnit 4, aptly entittedHumour and Leisure,

on two tourists visiting Shakespeare’s house.

Finally, it is difficult to assign logical organizan of topics to the textbook since it

was designed for all streams.

The questions related to the texts: the exercisededyelop comprehension and test
knowledge of main ideas, details, and sequenceéezs. There is no exercise related to the

promotion of critical thinking.

There are no illustrations at all.

3.3.3.4Type of Tasks

The following is the amount of tasks devoted tor@raar, Vocabulary, Phonology and

Functions. We show the details in the followingl¢ab
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Unit Grammar || Vocabulary || Phonology || Functions
1 1 3 0 1
6 3 5 0 1
11 3 4 0 1
TOTAL || 7 12 0 3

Table 44: Type of Tasks Comet)

Graph 25 : Type of Tasks Comet)

3.3.3.5The Four Skills

As Table 45 and Graph 26 show Reading takes theshare, with 38% of the tasks. Listening

and Speaking are equally distributed (18%), andiM¢ria weak percentage (15%).
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Unit Listening || Speaking || Reading || Writing
1 3 3 4 2
6 2 2 4 3
11 2 3 7 5
TOTAL || 7 7 15 10
% 18% 18% 38% 26%

Table 45: Balance of Skills Comet)

Listen

Graph 26 : Balance of Skills Comet)

Surveying the content of the previous textbodidy (New Book of English, The New
Midlines, and Comet),one is reminded of Freire's (1970) comment whighgests that, in
literacy materials at least, man is seen as songtithich needs to be ‘filled'. Certainly the

view of knowledge presented in the aforementioeedhing materials, with their emphasis on
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rules, patterns and definite statements of measiegms to rest on what Popper (1972: 61-2,

qguoted by Littlejohn & Windeatt, 1989: 161) hasledh bucket theory of knowledge.

Our mind is a bucket which is originally empty,more or less
so, and into this bucket material enters through senses . . .
and accumulates and becomes digested . . . Thertampo
thesis of the bucket theory is that ... Knowledgeonceived of
as information consisting of things, or thing-ligetities in our
bucket ... Knowledge is, first of afin]® us: it consists of
information which is in us and which we have mawoage

absorb.

For the cultural aspect, we felt what Edward S#ie, Palestinian scholar—when he
was invited to advise the English Department ofatiomal university in one of the Gulf
states—found that the English literature beingistidvas anachronistic, and that English has
been reduced tthe level of a technical language almost totallsipgtd of expressive and
aesthetic characteristics, but also denuded of enitycal or self-conscious dimensididaid,
1990:3, quoted by Phillipson, 1992: 15). We harelsist making an analogy with the cultural
content of the textbooks we analyzed. As FL teachee teach and students learn foreign
culture, whether or not we include it overtly inetleurriculum. This point was made by
McLeod (1976:212) some years ago saying thateaching a language...one is inevitably
already teaching culture implicitlyLanguage codes cannot be taught in isolation becaus
processes of sociocultural transmission are boontet at work on many levels, e.g. the

contents of language exercises, the cultural diseoaf textbooks (Kramsch, 1988), and the

& |n italics in the text.
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teacher's attitudes towards the target culture.vWdieder how authors could design foreign
language books without referring to foreign langriaglture, even if the authorities required

them to do so.

3.4. Comparison between the Textbooks and the Baccalaureate

Exam

In order to see whether the textbook meets the 8agreate exam requirements as far as
the exam is concerned; we analyzed first the tektthe exarff, in terms of the available
parameters: readability, the amount and varietytasks. We could not include all the
readability parameters, since there is only one #here was no ground for the comparison of
the balance of skills, since it proved to be thaeavithin all streams, whether for English as a

second foreign language (FL2) or English as a fimstign language (EFL1):

‘ Skills H Listening H Speaking H Reading H Writing H Total |
Number 0 0 6 7 13
% % % 60% 40% || 100%

Table 46: Balance of Skills EFL 2 (Baccalaureate Eam/All streams)

‘ Skills H Listening H Speaking H Reading H Writing H Total |

Number 0 0 6 7 13

# The exams are found in the appendices section @gipe/I, p. XLIII, onward)
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%

%

%

46%

54%

100%

Table 47: Balance of Skills EFL 1 (Baccalaureate Eam /All streams™)

As a means of comparison for the balance of skilEFL2 exam an€omet

Skills

Listening

Speaking

Reading

Writing

Total

Exam

%

%

60%

40%

100%

Comet

18%

18%

39%

25%

100%

Table 48: Comparison in the Balance of Skills: Exa/Comet (EFL 2)

Unlike Guesbaodlf (1986:45) who considered that there were discreipanbetween what

was taught and what was evaluated (referring tacdlaareate exams in the 1980s), we

consider the balance of skills in the exam appaterion the following grounds:

1. The exams are written and not oral: should we esipbahe written form at the

expense of the spoken form only because there evaluation of the oral skill in

the Baccalaureate exam?

2. There seems to be an adequate balance of skil&liReis given prominence in

both the exam and the textbook, and

8 Although Scientific Streams showed a slight diéfere: both Reading, and Writing: 50%

84 Cf. page 209, in the present chapter.
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3. It depends on the final objective of the Englishcténg: are pupils taught English

in order to learn it or to get prepared for thafiexam?
All exams are built on the same pattern:
I.Reading Comprehension
II.Mastery of Language
[1l. Written Expression.

These are the results of the comparison.

3.4.1.English as the Second Foreign Language (FL2)

3.4.1.1. Foreign Languages and Literature

Time allotment: 3 hours
Title of the text: No title,
Topic: Gandhi.

Source: Not mentioned

A. Readability
.  Smog:8.1

II. Flesch Reading Eas&5.1 /Flesch-Kinkaid Grade Levet.2
B. Tasks

a. Reading Comprehension (7 points)
I.  Indirect quotations

[I.  Scanning exercise
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. Questions on the reading comprehension (answergyiaen,
pupils write the related questions)

IV. Intensive reading

V. Anaphoric referents

VI. General idea of the text (multiple-choice)

VIl.  Synonyms

b. Language Production (Mastery of language) (7 ppints
I.  Punctuation
[I.  Derivations
lll.  Reported/Direct speech, Active/Passive voice.
IV. Sentence connectors (connectors are given)
V. Gap-filling paragraph (in relation to the topic)
VI. Reordering (one sentence)

VIl.  Phonology

c. Written Expression—choice between two tasks (6 ts@in
I.  Composition (outline given)

[I.  Summary.

3.4.1.2. Arabic Literature and Islamic Sciences, and Humaerges

Time allotment: 2 hours
Title of the textHuman Population Growth

Source: Not mentioned

A. Readability
.  Smog:13.7
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II. Flesch Reading Ease8.6 /Flesch-Kinkaid Grade Level:3.64

B. Tasks
a. Reading Comprehension
VIIl.  Choosing a title
IX.  True or false statements
X.  Questions on the reading comprehension
XI.  Synonyms
XIl.  Antonyms

b. Language Production (Mastery of language)
VIIl.  Punctuation
IX.  Derivations
X. Tense
XI.  Reported/Direct speech, Active/Passive voice.
XIl.  Gap-filling
XIIl.  Phonology

c. Written Expression—choice between two tasks:
lll.  Dialogue completion

IV. Summary, essay, etc.

Grammar || Vocabulary || Phonology || Functions || Total

6 5 1 0 12

Table 49: Tasks (Literary Streams—EFL2)
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3.4.1.3. Natural Sciences, Exact Sciences and Technology

Time allotment: 2 hours

Title of the text: No title

Topic: Holidays in America

Source: Not mentioned

A. Readability

.  Smog:13.25

[I.  Flesch Reading Eas46.0 /Flesch-Kinkaid Grade Levell.1

B. Tasks

a. Reading Comprehension

l.
Il.
Il.
V.

V.

Choosing a title

Scanning

Skimming

Questions on the reading comprehension (answersgiaes,
pupils write the related questions)

Synonyms

b. Language Production (Mastery of language)

l.
Il.
Il.
V.
V.
V1.

Punctuation

Derivations

Sentence correction
Connectors

Deleting unnecessary words
Phonology

c. Written Expression—choice between two tasks:
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I.  Composition (outline given)

[I.  Composition (argumentative)

Grammar || Vocabulary || Phonology || Functions || Total

6 5 1 0 12

Table 50: Tasks (Scientific Streams—EFL2)

3.4.1.4. Comparison between the three exams

A. Readability
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EFL2 SMOG Flesch Reading Ease Flesch-Kinkaid Grade Level
Literary 13.7 28.6 13.64

Foreign Ls 8.1 85.1 4.2
Scientific 13.2 46.0 111

Table 51 : Comparison in Readability (Literary/ Scentific Streams—FL 2)

Smog Literary, and SmogsSciences,as the following graph shows, are not much
different: the former being slightly higher thanethatter.
understandable: English is much more importanttiier literary streams. But we are really

perplexed as for the readability scores of Foréigmguages: they are the lowest. The world is

turned upside down!

80
60
40
20

Readability

= FRE

Lit

FL Sces

Smog

FGL

Graph 27: Comparison in Readability (Literary/Foreign Languages/Scientific Streams—EFL 2)

Such a difference is actually
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As for Flesch Reading Ease, the difference appeab® of importance, given that a
score of 28.6 is considered as a rather diffi@dt.tHowever Flesch-Kinkaid Grade Level

for all streams seems to be at the same level.

B. Tasks
There are no differences between the Scientificlaterary exams in terms of the number

of tasks, and their nature. As for the Foreign lLeagges exam, it is all natural that they

differ both in the number and the nature:

Stream Grammar || Vocabulary || Phonology || Functions || Total
Literary 6 5 1 0 12
Scientific 6 5 1 0 12
Foreign Ls 8 5 1 0 14

Table 52: Comparison in tasks (Literary/ Foreign Laaguages/Scientific Streams—FL2)

The results are given in a graph:

TASKS
10
8
6 HLit
4 M Sces
2
0 i ForeignlLs
1 2 3 4

Graph 28: Comparison in Tasks (Literary / Foreign Languages/Scientific Streams—FL2)
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3.4.1.5. Comparison between exams d@bomet

This stage involves the comparison in terms of abddy and tasks between the
textbook of the ¥ Grade in the Secondary Cycl€dgme} and the exams (foreign

languages, literary and scientific).

. Foreign o
Comet Literary Scientific
Languages
SMOG 12.3 13.7 8.1 13.2
Flesch Reading Ease 53.6 28.6 85.1 46.6
Flesch-Kinkaid Grade
10.8 13.6 4.2 11.1
Level

Table 53: Recapitulation of the Readability ScoresComet and Exams)

Graph 29: Recapitulation of the Readability Scores (Textbookand Exam)
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As in the previous comparisons, the FL stream shawsincomprehensible score. The
following graph (designed purposefully startingrfréhe easiest to the most difficult) shows

discrepancies as for the textbook meeting the examsrements.

Flesch Reading Ease
100
80 -
60
40
20
0 T T T 1
LT SCES COMET FL

Graph 30: Comparison in Readability (Textbooks andExams)

We wished we found the results the pupils got dutims exam, as Guesbaoui (1986: 53,
citing Bereski, 1985) did, though only for one @nfin the Western/Centre part of Algeria)
which brought together 8 Wilayate: Mascara, Tiaféssemsilt, Naama, El Bayad, Saida,

Chlef and Ain Defla.

Streams || 0to5/20 || 5,5t0 8/20 || 8.5t09.5 || 210/20

Literary || 52% 33.4% 8% 6.6%

Sciences || 53.3% 31.9% 7.5% 7.3%

Table 54 :Marks obtained in the Baccalaureate Exam in 1985, Adapted from Guesbaoui, 1986: 53)

8 “Foreign Languages” as a stream did not existatime.
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3.4.2.English as the First Foreign Language (FL1)

Although we did not have textbooks of English aBrst foreign language (EFL1), we
nonetheless analyzed the content of the examsg ubie same parameters, namely, the
readability, the amount and variety of tasks. Omn aas to compare these results to the
results of exams of English FL2. In EFL1, Literanyd Foreign Languages streams share the

same exam.

3.4.2.1. Foreign Languages and Arabic Literature

Time allotment: 3 hours
Title of the text:Uthonghati

SourceThe Christian Science Monitadanuary 1986.

A. Readability
.  Smog:10.75

II.  Flesch Reading Easei.3 /Flesch-Kinkaid Grade LeveB.7

B. Tasks

Tasks are built on the same pattern as in the Exan.

Grammar || Vocabulary Phonology || Functions Total

6 5 1 0 12

Table 55: Tasks (Literary Streams—FL1)
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3.4.2.2. Other streams (Scientific)

Time allotment: 2 hours
Title of the text: No title

Source:The Leadership Challengby Jim Kouges & Barry Posner Jossey Bass
Publishers, San Francisco, 1895

A. Readability

.  Smog:10.75

II.  Flesch Reading Easg5.1 /Flesch-Kinkaid Grade Leve®.6

B. Tasks

Grammar || Vocabulary || Phonology || Functions || Total

6 5 0 1 11

Table 56: Tasks (Scientific Streams—FL1)

3.4.2.3. Comparison

A. Readability

¥ We reproduce the title, the authors and publishetthey are written in the examination sheet.
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The difference lies in the Flesch score, showingtlear discrepancy: the text in the

scientific streams is more difficult than in theetary streams.

EFL1 SMOG Flesch Reading Ease Flesch-Kinkaid Grade Level
Literary 10.75 61.3 8.7
Scientific 10.75 55.1 9.6

Table 57: Comparison: Readability in Literary and Sientific Streams

B. Tasks
As in English FL2, we do not note any major diffeze in the amount of tasks and their

variety.

3.4.3.Comparison between exams in English as FL2 andding$ FL1

We compared exams in English as FL2 and FL1 andlifferent streams and obtained the

following results:
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Literary SMOG Flesch Reading Ease Flesch-Kinkaid Grade Level

EFL1 10.75 61.3 8.7

EFL2 13.7 28.6 13.6

Foreign Ls SMOG Flesch Reading Ease Flesch-Kinkaid Grade Level

EFL1 10.75 61.3 8.7

EFL2 9.9 60.6 9.8

Scientific SMOG Flesch Reading Ease Flesch-Kinkaid Grade Level

EFL1 10.75 55.1 9.6

EFL2 13.2 46.6 11.1

Table 58: Comparison between exams in EFL1 / EFL2({l Streams)

The table shows clearly the discrepancies on treetheadability scores: a text intended
for students who studied English for five yearsobefthe exam, is much more difficult than
the text intended for students who have nine ye&rEnglish behind them, whatever the

stream. These results put on a graph give thewolig
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EFL1 /EFL 2

Graph 31: Comparison between exams in EFL1 / EFL2 (Literary 8eams)

The Smog and the Flesch-Kincaid Grade Level linieg, rindicating increasing

difficulty. In the same way, the Flesch Readingeedesclines considerably.

As for the scientific streams, the same resultd@urad, indicative of greater difficulty

on the part of English FL2 exam falling in thatezadry.

EFL1/EFL 2
Scientific

Graph 32: Comparison between exams in EFL1 / EFL2 (Scientifi§treams)

In Foreign Languages exams, the scores are sirhdarever, the same discrepancy

appears for these streams: it is inconceivablsdch different learners.
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EFL1 / EFL2

Foreign Languages

Graph 33: Comparison between exams in EFL1 / EFL2Hpreign Languages Streams)

3.5. At the Crossroads (1 A.S.)

3.5.1.General Presentation

Level of Proficiency: 1 A.S.—1Grade in Secondary Cycle (Fifth year of EnglisiFag)

Number of pages: 155.

In the sectionTo the Teacheithe author (Arab) explains that the textbook isglesd
to comply with the 2005 curriculum, thus applyifgetnew programs in which English is
taught as a second foreign language (FL2) fromfitlse grade (1 A.M") of Intermediate
Cycle. The authors assume that students are thahaiawith the competency-based teaching
and the learner-centered approach. The textbookesded for all streams, though one unit
(Once Upon a Timeis specifically meant for the literary stream. tnsists of five units

distributed on the basis of 20 hours per unit anorganized topically.

At the Crossroads composed of:

87 1ére Année Moyenne
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» Contents (p. II),
* Map of the book (pp HI-VII)
* A note to the teacher (pp VIII-IX)

* A note to the pupil ( pp X-XI)

» Phonetic symbols (pp XII-XIII)
* 5 units (pp 2-155)

» Scripts for listening (pp i-ix).

3.5.2.Unit Organization

Each unit consists of four sequences and includeg tsections:

1.

2.

Sequence 1: listening and speaking,

Sequence 2: reading and writing (These two seqgeaeeof the same
pattern, they aim at producing oral and writtercdisse),

Sequence 3: developing skills. (The students coentkie four skills in
problem-situations),

Stop And Consider (a language reference secti@rcieses based on the
implementation of grammar rules),

Sequence 4: consolidation and extension ( affordombination of
knowledge and know-how),

Project Workshop (guidelines for the realizationaoproject, students
are expected to re-invest functions and skills aedwearlier),

Check your Progress (self-evaluation section).

We detail the units in the following table:
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Unit || Titles of the Topics Number of Pages
1 Getting Through 32

2 Once Upon a Time* || 30

3 Our Findings Show* || 30

4 Eureka! 30

5 Back to Nature* 30

Total 152

Table 59: Units (At the Crossroads)

3.5.3.Texts

We chose three texts from textbook in order toyameathem:
* Text 1: Okonkwo,Unit 2, p. 41 [Okonkwo... he worked daily]. Adaptewrh
Achebe C.Things Fall Apart

* Text 2: Computer UseUnit 3, p. 71 [This report... they usedlhe Times
Saturday 13 September 2004.

» Text 3:Chemical at War against Matnit 5, p. 133. [In the modern world...
increasing numbers]. Adapted from Thacker,Fpular Sciencep. 35, July

2001).

3.5.3.1. Readability Scoring

A. Smog Index
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Text 1:9.0

Text 2:10.7 ¢ SMOGAL the Crossroads: 10.6

Text 3:12.26

The different scores from Text

1 to Text 3 indic#tat difficulty is rising from simpler to

more complex. Smog score indicates that 10.6 qoorets to McLaughlin’s “some High

School” and that the age is 15. Readftghe Crossroads equivalent to readinijewsweek

SMOG

15

At the Crossroads

TEXT 1 TEXT 2 TEXT 3

Graph 34: Smog @At the Crossroads)

B. Flesch Reading Ease and Flesch-Kinkaid Grade Level:

\
Text1:71.8/5.8

Text2:69.6/7.8

> FRE& FGL At the Crossroads: 55.86 / 8.8

Text 3:26.2/12.8

As in Smog, the arrow of Flesch Reading Ease shbatsve are moving from a simpler to a

more complex level of difficulty, from average tiffidult.
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At the Crossroads

&0
—_-_—-\
60
o = F|esch Reading
40 Ease
20 —— Flesch-<incaid
0 Grade Level

Text 1 Text 2 Text 3

Graph 35: Flesch Reading Ease & Flesch-Kinkaid Grae Level @t the Crossroads)

C. Fry Readability Estimate

Text 1
Text 2 Fry At the Crossroadsl51.3/12.8

Text 3

The point of coordination indicates that senterazvedonger and use more words than normal.
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Fry 6raph for estimating Reading Ages (grade level) Fry Graph for estimating Reading Ages (in years)
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3.5.3.2.  Subject Knowledge

The content will be analyzed in terms of:

Another Academic Subject (AAS)
Student-Contributed Content (SCC)
Language Itself ( LI)

- Literature (Lit)

- Culture (Cult)

- Interesting Facts (IF)

- Learning Itself (Lgl)
- Specialist Content (SpC)
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Unit || Titles of the topics || AAS || SCC || LI Lit Cult IF Lgl SpC
1 Getting Through + + + + +

2 Once Upon a Time + + ++

3 Our Findings Show + + ++ + + +

4 Eureka! + + N +

5 Back to Nature + + + + + +
Total 0 4 4 1 5 3 3 4

% 0% || 80% || 80% || 20% || 100% || 60% || 60% | 80%

Table 60: Subject Knowledge of the topicsAt the Crossroads)

3.5.3.3.  Subject Matter

The textbook contains a great variety of topicsere¥f it is intended to interest all
streams. Most texts have their sources indicatedkB, newspapers, encyclopedia). Some of
them show authenticity, and appear as such (fomplkg a mail box). As far as culture is

concerned, we find lots of facts, pictures, andsadins to both foreign and home culture.

lllustrations are numerous and colorful: they censiost of the time of pictures rather than
photos. They are four categoriestecorative, representational, organizational, and

explanative
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‘ Unit || Decorative H Representational H Organizational H Explanative || Total ‘

1 3 4 0 0 7

3 6 3 3 0 12
5 6 6 0 0 12
TOTAL || 15 13 3 0 31

Table 61: lllustrations (At the Crossroads)

Even if most of pictures are decorative, it is Wartentioning that it is the first time we find a

so much illustrated English textbook.

3.5.3.4.

Type of Tasks

We shall see in the table and Graph below that #w “old” textbooks, vocabulary is still

allocated a great deal of time. But unlike othetlieoks, the present one displays a certain

number of tasks regarding all aspects.

Unit Grammar Vocabulary || Phonology || Functions
1 11 17 9 12
3 9 20 6 8

5 20 14 7 14
TOTAL || 40 51 22 34

Table 62: Type of Tasks At the Crossroads)
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At the Crossroads

Graph 37: Type of Tasks At the Crossroads)

3.5.3.5. The Four Skills

As mentioned in thd@o the Teachesection,At the Crossroads a multi-skills syllabus and
therefore covers and integrates both productivealspg and writing) and receptive skills

(listening and reading). However, it does placargdr emphasis on reading and writing.

Unit Listening || Speaking || Reading || Writing
1 9 10 10 10
3 7 6 7 8
5 7 7 10 10
TOTAL || 23 23 27 28
% 22% 22% 27% 29%

Table 63: Balance of Skills At the Crossroads)
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At the Crossroads

Listen

Graph 38: Balance of Skills At the Crossroads)

3.6.Getting Through (2 A.S.)

3.6.1.General Presentation

Level of Proficiency: 1 A.S.—% Grade in Secondary Cycle (Sixth year of EnglisFiaB).

Number of pages: 208.

Getting through as the authors (Riche et al) state in fee the Teachewsection,
complies with the 2005 curriculum designed by theidry of education. It follows the same
procedures used it theCrossroadsand relies on the competency-based approach nibti
mentioned whereas the textbook is designed fostaetlams, but the great variety of topics
leads us to assume that it is. The authors adeashers to use the textbook as a resource book
from which they can choose tasks and drop otheperi#ng on their schemes and their
students’ abilities. It consists of eight units,aneto be completed in 15 hours, each; the units
are organized topically. The students are, asveryetextbook of this series, to prepare

projects after every unit. One new feature to leoduced is the portfolio. A portfolio is
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generally defined as a well-organized, goal-dridecumentation of someone’s professional
growth and achieved competence in the task of begcbr any other related profession.
However, in the context of the textbook in questithre designers see it asuseful means of
monitoring the progress made by each stu@Rithe et al., 2006: VI)This portfolio consists

of supplementary tasks done at home or in classcamected by teachers.

Getting througttonsists of:

« Contents (pp. lI-1),

« A note to the pupil ( pp IV-V),

« A note to the teacher (pp VII-VII),

« Outline of the book (pp VII-XIII),

« 8 units (pp 14-178),

«  Scripts for listening (pp 179-186),

« Grammar Reference (ppl187-207), and
« Acknowledgements (p208).

3.6.2.Unit Organization

Each unit consists of five main parts:

1. Part 1:Discovering Languagéconstituents of the language)

2. Part 2:Developing Skillgstudents build basic language skills and intelialct
skills)

3. Part 3:Putting Things Togethe(project itself)

4. Part 4:Where Do We Go From HeréSelf-assessment)
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5. Part 5:Exploring Matters Furthefextensive reading, acquisition of Vocabulary

and consolidation of Grammar)

The authors add that the first two parts (Discowgtianguage and Developing Skills) are the

main core of the teaching/learning process, andidenthe other parts its benchmarks.

The units are detailed below:

Unit || Titles of the Topics Number of Pages
1 Signs of the Time 22

2 Make Peace* 22

3 Waste Not, Want not || 20

4 Budding Scientist* 20

5 News and Tales 20

6 No Man is an Island 19

7 Science or Fiction 21

8 Business is Business* || 20

Total 162

Table 64: Units Getting Through).

It is worth mentioning that the units contain sect entitledTip Box which consist of

different aspects:

e “Study Skills”: reading strategies (scanning and skimming); lisignstrategies

(general idea and specific information), note-tgkiaind dictionary use.
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» Techniques in Writing: topic sentence, supportiegtence, etc.; different types of

paragraphs (argumentative, comparative, etc.)

» Grammar and vocabulary assistance (some shorteadwiciow to deal with a certain

problem)

» Literature assistance (definition of certain styfes example a “lament”)

All these aim at developing the learners’ autonomy.

3.6.3.Texts

The texts we analyzed in this textbook were:

» Text 1:Matrtin Luther King, the Man of Peactnit 2, p. 48. [Black Americans can do

... former slaves] Newspaper article, no source meet.

» Text 2: A Bag of TricksUnit 4, p. 95. [The first arithmetic ... have beesed as
tricks] Excerpt fromAdventures AheadHarcourt, Brace & World, Inc. 1962, p. 16.

* Text 3: American Women at Worklnit 8, p. 170. [Most American women ... staying
at home]. No source indicated.

3.6.3.1. Readability Scores

A. Smog Index
Text 1:11.22
Text 2:10.75 SMOGGetting Throughk 10.9
Text 3:10.75
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This score is according to McLaughlin equivalentsome high school”, and corresponding to

15 year-students. Reading this text is equivatentadingNewsweek.

SMOG
Getting Through
11,5 _..-.....----"“""'
W e
| o
10,5
TEXT 1 TEXT 2 TEXT3

Graph 39: Smog Index Getting Through)

Graph 39 indicates a steady line after Text 2 ¢t line). The dashed line, which we added,

indicates the normal path Text 2 should have givam simpler to more difficult texts.

B. Flesch Reading Ease and Flesch-Kinkaid Grade Level:

Text 1:75.1/ 6.8
Text 2:52.3/9.5 FRE & FGLGetting Through61.1 / 8.86
Text 3:55.9/ 10.

As in Smog Index, Flesch Reading Ease shows tlesé tis an irregular trend; but, the two
scores contradict here: Smog index indicates a ntowards easier texts, whereas Flesch
Indices show a move toward more difficulty. Normgalhe line should have continued its
decrease, but here it rises after Text 2, mearagthe level of difficulty is getting simpler.

The same is indicated by Flesch-Kinkaid Grade Level
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Getting Through

- -*’..\"'-----

60 B —

40 e RE

20 e [ (5
¢}

TEXT1 TEXT2 TEXT 3

Graph 40: Flesch Reading Ease and Flesch-Kinkaid Grade LevéGetting Through)

The dashed line shows what level the texts shoal@ hlaken: here it means that Text 2 is too

much difficult according to the other texts.

C. Fry Readability Estimate

Text 1:
Text 2: FryGetting Through155.6 / 20.6
Text 3:
Fry Graph for estimating Reading Ages (in years
Fry 6raph for estimating Reading Ages (grade level) Y orap 9 g Ages (in years)
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Graph 41: Fry Graph/Grade Level (Getting Through)  Graph 41': Fry Graph/Ages Getting Through)
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Fry Graphs (Graph 41) show that:
. The level of difficulty goes beyond the limits dfet average length of sentences,

meaning that sentences consist of very long waoras€ difficult than shorter words).

. The Grade Level indicates 12, which is rather raghfar as foreign learners are
concerned.
. However, the age is more or less corresponding Getting Through

learners’(16/17 years).

3.6.3.2.  Subject Knowledge

The following parameters were used to analyze ubgest knowledge:

Another Academic Subject (AAS)
Student-Contributed Content (SCC)
Language Itself ( LI)

- Literature (Lit)

- Culture (Cult)

- Interesting Facts (IF)

- Learning Itself (Lgl)
- Specialist Content (SpC)
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] Topics AAS || scc || L Lit Cult || IF Lgl SpC
T Life Styles + + +

? Peace and Conflict Resolution + + + +

? Water Resources + + + + + + +
T Science and Experiments + + + + + +
? Literature and the Media + + + + + +

? Disaster and Solidarity + + + + +

? Technology and the Arts + + + + + + +

? Management and Efficiency + + + + + + +
] TOTAL 5 6 5 3 8 8 7 3
[ % 63% || 75% || 63% || 37% || 100% || 100% | 88% || 37%

Table 65: Subject Knowledge of the topics (Getting Through)

3.6.3.3.  Subject Matter

The topics contained iGetting Throughare rich and varied. Most sources are cited, and
most texts are authentic, and appear as such. r€ulamd particularly general culture, is
present throughout the book. At this stage, we didike to recall some questions we wanted

to answer concerning exercises, but we could mat &inswers to in the previous textbooks.
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The analysis ofGetting Throughproved to be fruitful concerning these points,csirthe
answer is positive to three of them.
These are:

1. Do the exercises develop comprehension and textlledgie of main ideas, details and

sequence of ideas? (Sheldon, 1988)r example, in Unit 2 page 39, the authors

referring to a text, in this case on the Unitedidiad Organization, require students to
answer questions on comprehension (the main UN@sTdBe other United Nations
agencies, etc.). In another text we analyzed (BeghAmerican Women at Wotkpage

171, Unit 8, exercise 4, students are requiredfes the main ideas from this very text.

2. Do the Tasks facilitate students’ use of grammégsripy creating situations in which
these rules are needed? (Byrd, 2001; Skierso, 198dud & Celce-Murcia, 1979For

example, page 39, in a section “Grammar Desk” it Pnthe authors referring to a text,

in this case on the United Nations Organizatioguie students to answer questions

and make them infer the meaning of modals andehses related to them (can, could,

was/were able to, will be able to, etc.). Furtheyr page 40, students are asked to match
the modals with their functions (suggestion, apiliequest, warning, etc.).

3. Do the exercises provide practice in different typef written work (sentence

completion, spelling and dictation, guided composj Page 41, in a sentence

completion exercise, students are asked to pravidewords in blanks to complete a
poem denouncing prejudices). Another poem (a lamemsubject to the same task page
148.

4. Do the exercises promote critical thinking? (Skeer$991) We did not find exercises

related to this fourth point. The only exercisetaterl to texts are questions of

comprehension, as in all other textbooks, be thay the old or new programs.

321



| Unit H Decorative || Representational H Organizational H Explanative

2 8 0 0 0
4 4 1 0 4
8 2 1 5 0
TOTAL 14 2 5 4

Table 66: lllustrations (Getting Through)

lllustrations (pictures) are very present, too {&ble 66).

3.6.3.4. Type of Tasks
Unit Grammar || Vocabulary || Phonology || Functions
2 8 5 6 4
4 8 5 3 5
8 8 6 2 6
TOTAL 24 16 11 15

Table 67: Distribution of Tasks Getting Through)

We see that Grammar takes the lion’s share witartetp the number of tasks devoted to

it, as it is shown in the graph below:
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Graph 42: Distribution of Tasks (Getting Through)

3.6.3.5.

This is how the four skills are distributed in tieetbook:

The Four Skills

Unit Listening Speaking Reading Writing
1 4 5 4 8
4 3 5 7 5
8 4 3 6 10
TOTAL || 11 13 17 23

%

17%

20%

27%

36%

Table 68: Balance of Skills Getting Through)

We see here that Writing Skills is given a greataount than the other skills.
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Graph 43: Balance of Skills Getting Through)

We note that in comparison with the textbook of liheer grade At the Crossroads
the present textbook shows tendencies toward flagafriting Skills. This is possibly due to

the forthcoming year where learners would get pregpéor the final exam: the Baccalaureate.

At the Crossroads /Getting Through

Graph 44: Comparison in the Balance of SkillsAt the Crossroads/ Getting Through)

ATC: At the Crossroads / GT: Getting Through
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3.7 Fit between the Curriculum and the textbook

As we said earlier, the curriculum we found doesgive such a detailed account on the
approach, method, etc. This document (Ministry dfiéation, 2005) clarifies the content and
the objectives of the new program. It defines tesush as competency-based method,
learning to learn, learner autonomy, functional affdctive knowledge, tasks. While helping
pupils to give meaning to their learning, the cotepey-based method provides them with
intellectual competences and enables them to devedwied processes necessary to the
assimilation and use of this knowledge. It enalihespupils too to be aware of the resources
that they develop and teaches them to reinvedtandarning acquired at school in view of
problem-situations met outside school. Consequetily document explains that this new

approach drives new roles, and new learning stiegeg

The following table presents the most importanhfoi

Teacher’s role

Previously Now What has changed

- Guide / helper

- knowledge provider - Attitude less authoritative
- Counselor ) _
- omnipresent in class - Open to discussion, and
- Facilitator negotiation
- decided everything
- Co-learner - takes into account pupil’s
- authoritative anxieties and interests

- seeks pupils’ participation
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- teaches individually (when
necessary)

- develops learning autonomy

Table 69 :Teacher’s Role. (Ministry of Education, 2005: 10)

As far as the approaches and the learner’s roleareerned:

Learner’s Role

Current Approach

New Approach

What has changed

- knowledge recipient

- teacher dependent

- applies models

Motivation based on marking,
examination, and parental
pressure.

The learner wants to know
what s/he learns

Is responsible for her/his
learning

learns better
action

through

s/he builds her/his own
strategies

defines her/himself the
processes s/he will make
use of when working

strengthens  skills  into
problem-solving

s/he learns due to and
through action

increases her/his
intellectual potential

improves her/his
memorization process

has a positive attitude
toward learning

Table 70 :Learner’s Role. (Ministry of Education, 2005: 12)
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As for skills, the document insists on the inteigratof the four skills. It stresses the

importance of including learning English within temg.

Since our area of predilection was the study xfistewve picked up the details relative

to them from the document. This is what it says:

It is important to select texts with a view to detee the meaningful units, i.e. notions
and functions to keep for each kind of text. Thiecen of texts is done according to the

following principles:

1. Link with the previous classes (intermediate cycle)

2. Use as many functions and notions likely to appeaa given type of text. This
organization favors recycling and consolidation.

3. Respect learners’ interests and needs.

4. Consider language as a means of communication kgcating its use in the
appropriate contexts through the presentation skstavhich would respond to a
need of authentic or near authentic communication.

5. Emphasis on comprehension in relation to produdtipemphasizing listening and
reading and avoiding monotonous and recurrent esex.c(Ministry of Education,

2005: 21-22)

327



4. Comparative Summary

This section is meant to be a kind of recapitulatid the most important aspects analyzed
in the textbooks, and aims at comparing the teX¢doo terms of their inputs. While doing
this comparison, we were fully aware that such mparison cannot be made, since the
textbooks consider different situations and therdatifferent levels. Nonetheless, we
maintained the comparison, in order to see if t& ourriculum would be in adequacy with

the university curriculum.

4.1 Readability of Texts

Textbook SMOG FRY Flesch Reading || Flesch-Kinkaid
Ease Grade Level

My New Book of English

TEXT 1 7.33 85.4 4.0
138.3

TEXT 2 10.07 77.8 5.8
7.33

TEXT 3 9.42 71.1 6.2

New Midlines

TEXT 1 5.45 86.1 3.7
147.3

TEXT 2 7.74 76.5 8.8

6.6

TEXT 3 12.75 34.8 12.7

Comet

TEXT 1 12.08 155.6 56.7 11.4
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TEXT 2 11.66 20.4 52.0 9.1

TEXT 3 13.25 52.2 11.9

Table 71: Readability Scores (The Former Textbooks)

When we look at the Smog Index, we note that tletektbooks lack continuity and
progression. It is quite understandable when wenkimowhich conditions these textbooks
were designed. For instance, Smog of Text@yNew Book of Englisis 9.42, and Smog of
Text 1 inThe New Midliness 5.45, which is much too low. We should haveested here a
score around 8 or 9 to be in concordance with ttevipus textbook. However, there is
continuity between Text 3'te New Midlingsand Text 1 Come} where Smog is respectively
12.75 and 12.08. As for Fry, if there is certadmtinuity in the first score, the second score on
the other hand indicates different grades, andvér@ation between them is too big. As for
Flesch Reading Ease, the scores obtain€bmetindicate that there is not progression in the

level of difficulty; the score is the same throughthe textbook: 5.3, on average.

Textbook SMOG FRY Flesch Reading || Flesch-Kinkaid
Ease Grade Level

At the Crossroads

TEXT 1 9.0 71.8 5.8
151.3

TEXT 2 10.7 69.6 7.8
12.8

TEXT 3 12.26 57.1 8.9

Getting Through

TEXT 1 11.22 155.6 75.1 6.8

TEXT 2 10.75 20.6 52.3 9.5
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TEXT 3 10.75 55.9 10.3

Table 72: Readability Scores (The New Textbooks)

There are some discrepancies concerning the neahotaks, too. First, Smog Index of
Getting Through(GT) is lower thanAt The Crossroadq4ATC) Smog score: all three texts
(GT) have a lower score than Text 3 (ATC). Thisved@ lack of continuity between the two
textbooks. The same is indicated by Flesch scaeor®l, Fry score displays different grades:

12.8 (ATC) and 20.6 (GT), indicating a too big aion.

The following table concerns the comparison of fitiener and new textbooks; with
their respective scores (we calculated the meare $oo each). As expected, there is a great
difference between them. The difference is markatiqularly on the level of grades: Flesh-
Kinkaid Grade Level (FGL) and Fry (second scoré)sdems they are not designed to the
same age range observed in the learners. The sddter@nce concerns the texts themselves
which appear to be more difficult than the textghia old textbooks. We are aware that the
levels differ (for the new textbooks, learners hawere years of English), however, the
difficulty remains high. McLaughlin (1987) warnsaagst the cognitive overload in SL or FL
reading: cognitive overload can lead SL/FL readersxperience frustration and lose interest

in SL/FL reading because it becomes too time-comsgiiend too laborious.

SCORES Former Textbooks New Textbooks
SMOG 8.79 10.75

FRE / FGL 71.9/7.2 58.8/8.8
FRY 142.8/ 6.9 153.4/16.8

Table 73: Comparison of the Readability Scores (Foner and New Textbooks)
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4.2.Subject Knowledge

My New Book of Englisand The New Midlinegonsist each of 16 unitét the
CrossroadsandGetting Througtconsist respectively of 5 and 8 units. So we could
not compare them in the total number related tt e@spect, but in the percentage
allocated to it. We differentiated between thentarms of “Former Textbooks”
(Former Tbks) and “New Textbooks” (New Tbks). (AABnother Academic
Subject; SCC: Student-Contributed Knowledge; LI:nggaage Itself; Lit:
Literature; Cult: Culture;

IF: Interesting Facts; Lgl: Learning Itself; SpGpaeSialist Content).

Textbooks AAS SCC LI Lit Cult IF Lgl SpC
My New Book of English || 0% 0% 7% 7% 42% 78% 0% 0%
The New Midlines 37% 0% 0% 0% 56% 87% 0% 12%
Total % 18.5 0 3.5 3.5 49 82.5 0 6

At the Crossroads

0%

80%

80%

20%

100%

60%

60%

80%

Getting Through

63%

75%

63%

37%

100%

100%

88%

37%
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Total % 31.5 77.5 || 143 715 100 80 74 58.5

Table 74: Comparison of the Subject Knowledge (Forer Textbooks / New Textbooks)

Graph 45 shows clearly the differences:

® Old Tbks
* New Thks

Lit Cult

Graph 45 : Comparison of the Subject Knowledge (Former Textboks / New Textbooks)
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4.3. Tasks

We then compared the number of tasks dealt in thetlold textbooks and the new ones. We

reached the same conclusions as in the Subject lk€dge section.

Textbooks Grammar || Vocabulary Phonology Functions
My New Book of English 5 6 0 4
The New Midlines 12 8 0 11
TOTAL 17 14 0 15
At The Crossroads 40 51 22 34
Getting Through 24 16 11 15
TOTAL 64 67 33 49

Table 75: Comparison of Tasks (Former Textbooks / Blv Textbooks)

™ New Thks
™ Old Tbks

Graph 46 : Comparison of Tasks (Former Textbooks / New Texthaks)
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4.4, Balance of Skills

Textbooks L S R w
My New Book of E. 0 1 10 5
The New Midlines 7 5 13 7
TOTAL 7 6 23 12
At The Crossroads 23 23 27 28
Getting Through 11 13 17 23
TOTAL 34 36 44 53

Table 76: Comparison of Balance of Skills (Former &xtbooks / New Textbooks)

(L: Listening; S: Speaking; R: Reading; W: Writing)

* New Thks
™ Old Tbks

Graph 47: Comparison of Balance of Skills (Former Textbook$ New Textbooks)
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4.5. lllustrations

We said earlier in this chapter that illustratiaare regarded as main components of
textbooks. We remind th&@omethad no illustrations at alMy New Book of Englishad only
ten (decorative) pictures throughout the bodke New Midlinegontains 16 visuals in total.
As for the “new” textbooks, we could not count tbal number, there are so many. However,
we counted them per unit analyzed, as it has beeae th the other textbooks. The graph

below displays the results of the analysis in teofmfiustrations:

lHlustrations

Graph 48: lllustrations in the Textbooks (Former Textbooks/ New Textbooks)
[My New Book of Englis(MNBE) / The New Midline{TNM)/ At the CrossroadgATC)/ Getting Through

(GM]

The other graph (Graph 49) displays the resulthefcomparison between the old textbooks

(FormerTbks) and the new ones (New Thks).
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Hlustrations

Graph 49: Comparison of Illustrations (Former Textbooks / New Textbooks)

Conclusion

The analyses we have undertaken in this chaptex Baabled us to situate some of the
shortcomings we believe are behind the problemsieriered by learners. On this basis we

came to the following conclusions:

 The process of textbook design and renewal, as aglthe syllabus design and
renewal, are not based on objective consideratibnsddition, we note a lack of
coordination and cooperation between teams of t@ktluesigners and the result is a
non-coherent series (as far as the former textbasksoncerned). The new textbooks,
although having the same team of designers, appeaffer from some limitations on
the difficulty of texts, the length of the textbagland the cognitive overload, notably.
Given the time allocation of English in the secaydachool we wonder whether

teachers could have time to finish the programs.

336



* In terms of the content of the texts, we notedipaldrly the lack of foreign culture in
the textbooks. Moreover, the texts do not show meaniety and interest as the new
textbooks contents. However, in both programs,nieeth and scientific texts are given
preponderance on purely literary and cultural te¥fe wonder why these aspects of
foreign language learning are banished, or if by lack they appear, they are
"relegated to literary streams”, as stated by #hdbboks designers. The lack of
illustrations is a serious drawback as regardagjeeof the learner and the nature of the

subject.

* As regards language skills, we note that thereoidbaance in terms of distribution.

The new textbooks, however, do seem to have a tmlagtween the different skills.

* Inrelation to language systems, we note that tiseme balance in terms of distribution
of tasks which are devoted to them. The numbensKg is not high, neither. Unlike
the old textbooks, the new ones display a gredetaof tasks, though we note here

too their overload.

Finally, in relation with all these points we magsart that the textbooks—the former
ones, since these were the textbooks which ourl pEnstudents experienced—do not
match the learners’ requirements and needs in tefnt®ntents, tasks, and balance of

skills.
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Lying at the heart of this chapter is a concernduor first hypothesis which is that
whether the university and the school curriculaiar@dequacy. The following chapter will

confirm or invalidate our hypothesis.
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Introduction

We put forward the hypothesis that performancenglih had declined. This experiment
aims to test this hypothesis. Our original plan waseek ten to fifteen-year old papers—
written expression and grammar exams, for instannethe archives of the English
Department and to compare them to more recent oRegrettably, the Department, due to a
lack of space, does not keep such old records. Mga turned to our Magister Thesis
(Lakehal-Ayat, 1997), in which students were suleditto a proficiency test in order to

correlate their performance with their socio-cutuyackground.

In 1997, we put forward the hypothesis that stusleinbm a higher socio-cultural
background perform better: the results of our studglicated that the socio-cultural
background played the most important role in praaic proficiency in foreign language
learning in the university context. Of the variableelonging to the socio-cultural background,
it was the educational level of the mother, andfdet that she had an occupation, together
with the student’s habit of reading in French teamerged as the sub-factors that best

differentiated the students.

This is the same test we used to test studerdsder to know whether, according to our
hypothesis, the standards had dropped. This peofigi test will enable us to differentiate
between two populations of learners: those we kated in 1996, and the ones we tested in
2006. While turning to 1996 tests, we decided ® the same sociological questionnaire, too.

The fact of associating the questionnaire and thadigeency test ensures that the two
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populations are receiving the same treatment. Heweve did not use all the questions we
had asked in 1996, the objectives of the studyediffirst, the 1996 questionnaire aimed at
making correlations with the socio-cultural backgrd, whereas 2006 questionnaire’s aim is
to relate the proficiency to what students knowtloé structure of English, and to the
comparison of their scores to 1996’s students. pbeshe fact that the original test had its
weaknesses, there was some justification in retginiiin the form it had in 1996. On the other
hand, the student questionnaires administered alithghe test were modified and adapted to
new contexts. Indeed, the very philosophy of thesent approach is to provide indications

about students’ performance and attempt comparisons

1. ADMINISTRATION OF THE QUESTIONNAIRE

1.1. Choice of the Sample

The first testing took place in May 1996 on studeaot the first year of English. The
second took place in September 250h students of the first year of English too. Tie
experiences were carried out on the same pattémaifalysis of 2006 and 1996 questionnaire
will be given at the same time; more emphasis hélon the differences between the two

populations.

# We intended to submit students to our test in AQ®S, but a national teachers’ strike preventes! tMe did it
in September after the fall exams.
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The number of students enrolled in 2006 was"%00e chose randomly 120 students, but
only 81 gave back fully answered papers. The opaers were really lacking important
items, so we chose not to take them in consideratde considered this number to be
representative since in terms of percentage itOk,2i.e. 1/5 of the population, a standard
proportion required in Human and Social Sciencesl996, our population amounted to 61
students, equally representing 20% of the totad (@0dents). We insisted during the session
on two points: the first is that students answetrathfully as possible; and second, that the
papers were anonymous—we showed them that therenwaspace left for writing their
names—and we were firm on that point. It took thelents an average of 30 minutes to fill in
the questionnaire. We insisted on the fact thatwaated them to answer as sincerely as
possible, and during the session we did everythingnsure test-takers were at ease and not

stressed.

A variable of crucial importance—the repetitiontbé year—Iled to the elimination of the
students being tested: our aim was to test firat gaudents, i.e. who enrolled for the first time

in the English department; repetitive students wdave biased our study.

1.2. Choice of the Variables

1.2.1.Streams

Question 4 Baccalaureate: Year of Achievement: 20..... Stream:

8 In fact, at the beginning of the academic year528006, there were 450 students enrolled. But kyethd,
there remained 400.
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For some years now, students enrolling in the Bhgllepartment come from different
streams; English is no longer the preserve ofditestreams. (Foreign Ls: Foreign Languages;

Islamic Sces: Islamic Sciences)

Stream Foreign Ls Sciences || Literature || Islamic Sces || Economy || Total
Number of Students 10 33 30 4 4 81
% 12% 41% 37% 5% 5% 100%

Table 77: Streams (2006)

The following graph displays the different categeri

Islamic Foreign
Sciences Streams Languages
5% 12%

Economic

5%

Graph 50: Streams

We note that scientific streams represent the lofilkhe student body, even if the
literary streams remain well represented. On therohand, the Foreign Languages stream,
which is the most qualified to enroll, is rathewlgonly 10). As we said in Chapter Five, the
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most qualified to enroll are the least representilhre and more “scientific” students enroll
in the Department.

In 1996, this feature was not included in our goesiaire because it was not as
important as it is nowadays. It seems that tholgiet were “scientific” students enrolled in

the English department, this fact had not reachedame proportions.

1.2.2. Scales of Occupations

Question 6 AXour father’s profession:

As in 1996° we classified the professions according to theedibn socio-
professional scale. The following professional gatees were encountered in the students’
parents.

01. Liberal occupations (Medicine doctors, lawyetgemists and entrepreneurs).

02. High-ranking occupations—public sector (mewkcidoctors, veterinarians,

architects, engineers with university degrees, stegjes, and university teachers).

03. Middle-ranking occupations—public sector:

- In the field of education (teachers and directrsecondary schools).
- In the field of administration (directors of amhistrations).

04. Employees in the administration (employeegublic administration, public

services, army, teachers and directors of middiepaimary schools).

05.  Workmen (team leaders, sea-men, factory womnkamel cooks).

% The late Pr. Adel Faouzi (lecturer in the Departmef Sociology and former director of Insaniyat—a
sociological/ anthropological journal) helped us time design of the socio-professional scale and the
questionnaire.
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06. Handicraftsmen, small tradesmen and smalldesm
09. Retired people.

10.  Unemployed people.

In 1996, we withdrew the category “Retired Peomer"the grounds that it did not help to find
out the cultural background. In 2006, too, studem&se required to supply the original
profession.

The following table represents the number and peage of students according to the father’s

socio-professional scale.

Scale 01 02 03 04 05 06 10 Total
Number of students 2 7 7 16 28 14 7 81
Percentage 2% 9% 9% 20% || 35% || 17% 8% 100%

Table 78: Scale of Occupations (2006)

Scale of Occupations

30

20

10

O_Li,i,i Iil
1 2 3 4 5 6 7

Graph 51: Scale of Occupations (2006)

We note that Scale 05 (workmen) represents thesagoportion of students.
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Graph 52, below, summarizes the differences betwkentwo groups. In 1996, Scale 06
(handicraftsmen, small trades and small farmezesented the largest proportion. We note,
however, that Scale 01, 02, and 03 were betteresepted with a percentage of 31% as
opposed to 2006s percentage of 20. This meansiénadcratization has really taken place, at

least in relation to the English Department.

Scale of Occupations

30
20
M 1996
10 e
M 2006
0

Graph 52: Scale of Occupations (1996/2006)

1.2.3.Educational Level of the Father

Question 5 (A Parents’ highest level of education:

(A) Father
1. Primary education O
2. Middle education @)
3. Secondary education (0]
4. University education (0]
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The educational level was divided into five catégmr superior for parents who hold a
university degree; high relates to the secondamgiecymiddle, to the intermediate cycle;
primary relates to the primary cycle, and finallgpne means the parents did not have

education at all.

Level Sup High Mid Prim None Total
Number of students 16 26 7 27 5 81
Percentage 20% 32% 9% 33% 6% 100%

Table 79: Educational Level of the Father (2006)

We see here that two levels emerge: “high” (32%) ‘@nimary” (33%).

Educational Level (Father)

30

20

10 j

0 L — N
SUP HIGH MID PRIM NONE

Graph 53: Educational Level of the Father (2006)

Whereas in 1996 the “Superior” level is the beptesented (32%).
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Graph 54: Educational Level of the Father (1996/208)

1.2.4.Educational Level of the Mother

Question 5 (A):

Parents’ highest level of education:

(B) Mother
1. Primary education (0]
2. Middle education @)
3. Secondary education (0]
4. University education 0]

The same categories were applied to know the eiduedievel of the mother (ELM):

Level Sup High Mid Prim None Total
Number of students 10 14 6 40 11 81
Percentage 14% 17% 7% 51% 11% 100%

Table 80: Educational Level of the Mother (2006)
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Concerning the mother, the largest category is ghenary school level (half the
population). If we merge it with the “none” categowe reach a very high percentage (62%),

more important than the level of the father (39®rimary: 33% and None: 6%).

Educational Level (Mother)

50
40
30
20

lgjiﬁli

SUp HIGH MID PRIM NONE

Graph 55: Educational Level of the Mother (2006)

As for 1996, the “high” level is the largest propon (36% in 1996 vs. 17% in 2006)

ELM

50
40
30
20
10 H 2006

M 1996

Sup High Mid Prim None

Graph 56: Educational Level of the Mother (1996/206)

1.2.5. Mother Active

Question 6 B.: Your mother’s profession:
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In 1996, scores which made the difference had thae@bles: the educational level of
the mother, the fact she had a profession, andiRgadhis is why we invited students to
answer the question. The number of mothers haviprgpf@ssion is not important, as Table 81

and Graph 57 show.

Mother Active Yes No Total
Number of students 9 72 81
Percentage 11% 89% 100%

Table 81: Mother Active (2006)

Mother Active

80
60
40
20

YES NO

Graph 57: Mother Active (2006)

It was also the case in 1996, where only a smalbgntion of mothers work, however
in terms of number and percentage, it was more iitapt (In 1996 14 students’ mothers were

active— representing 23%).
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Mother Active

1996

80
60
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20 ENO
0
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Graph 58: Mother Active (1996/2006)

1.2.6.Geographical Environment

Question 3What is your place of residence?

Our main concern through this question was to kile& geographical environment

students live in. As we see, 62% come from a rom&l. The number of students coming from

the Wilaya of Constantine was 35 (43%). It willinéeresting to correlate these students with

their scores to see whether they reach a higherAmee found out in Chapter Five, students

from the Wilayd" of Constantine did not uddy New Book of Englisbut continued using

New Lines.

Geographical

.g P Urban Rural Total
Environment
Number of students 31 50 81
Percentage 38% 62% 100%

Table 82: Geographical Environment

1 A Wilaya is an Algerian territorial division.
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Geographical Environment

URBAN

Graph 59: Geographical Environment (2006)

As we can see in Graph 60 the ratio is reversed986, there were more students coming
from urban areas (82%) than from rural areas (18%4onfirms what Guerif (2001:34)

stated about the new student composition.

Geographical Environment
60
40
H Urban
20
H Rural
0
1996 2006
Graph 60: Geographical Environment (1996/2006)
1.2.7.Age and Sex
Question 1Gender: O Male O Female

2 This was dealt with in Chapter 2.
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Question 2What is your birthday: Year: 19

The average age is 20. As for sex, we already notd®96, that there are far fewer
males than females (8 male students, represen8fg@.1The same is found in 2006, with
exactly the same percentage: 13% of male vs. 87%rmoéle students). It reinforces the
tendency that girls are more interested in langsiagethat languages are less prestigious in
2006. An interesting feature is emerging nowaday4996 we encountered only one, is that
more and more students (male and female) are edriollthe English department preparing at
the same time two degrees, the other being in sfoefields. In 1996, one male student was
preparing computer sciences, and English. In 2@@6encountered four students, two males

and two females (Medicine, Pharmacy, Computer $eigrand Architecture).

Age 18 19 20 21 22 >22 Total
Number of 11 24 25 10 6 5 81
students

Percentage 14% 30% 31% 12% 7% 6% 100%

Table 83: Age of Students (2006)

19-year old students mark the bulk of the age énsdimple.

Sex Female Male Total
Number of students 70 11 81
Percentage 87% 13% 100%

Table 84: Sex of the students (2006)
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Sex
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20 H Female
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Graph 61: Sex of the Students (1996/2006)

1.2.8.English as the First Choice

Question 4 BWas English your 1% choice?

Since 1990, orientations are computerized, baseth®@marks students obtained in their
baccalaureate. Students are required to indicatie fpineferred subject choices, on a paper
delivered by the university administration. On thaper, choices are included ranking from 1
to 10 which the students fill in according to hesAvishes. We aimed through this question at
finding out whether students were motivated to wtidglish, by indicating that English was
their first choice. We observe that one third (3%fo3tudents did not choose to study English;
this fact alone may be a cause of lack of intemest motivation. Paradoxically, this question
is not included in the 1996 questionnaire, degbigesame administration restrictions, thus we
could not know whereas in 1996 students chose &nglraightaway. Due to this, there is no

comparison available for this variable.
357



English 1% Choice Number of Students Percentage

Yes 53 65%
No 28 35%
Total 81 100%

Table 85: English as the First Choice (2006)

English 1st Choice

Graph 62: English as the First Choice (2006)

1.2.9.English as the First Foreign Language

Question 9When did your start learning English?

Primary School 0 Middle School O
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As we saw in Chapter Five, since 1993, student® lstirdied English as a first foreign
language (FL1). This variable would be very impottan the result of the proficiency test.
Students belonging to this category are expectestaoe higher than the others. As for 1996,

it is obvious that no question was related to Eafghs FL1.

English Number of Students || Percentage
FL2 69 86%
FL1 12 14%
Total 81 100%

Table 86: English FL1 (2006)

We wanted then to know which stream (question 48y came from: most are from

scientific streams.

Stream Foreign Ls || Sciences || Literature || Islamic Sces || Economy || Total

Number of Students 0 6 3 0 2 11

Table 87: Streams of FL1 Students. (2006)

1.2.10Attitude and Motivation

Question 11Do you like the English language?

O Very much O Rather like it O Indifferent O Not very much O Not at all

We were expecting a better percentage of studesitive attitude toward the English

language, but in view of what preceded (English &5Choice), this is quite understandable.
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Attitude Target Language || Positive || Intermediate || Negative || Total
Number of students 64 5 12 81
Percentage 79% 7% 14% 100%

Table 88: Attitude and Motivation towards English 2006)

Question 12Do you like the English speaking countries culture?

O Very much

O Rather like it

O Indifferent O Not very much

Attitude Target Culture

Positive

Intermediate

Negative

Total

Number of students

45

10

26

81

Percentage

55%

13%

32%

100%

O Not at all

Table 89: Attitude towards English-speaking countrés Culture (2006)

It is strange to find that those students who had@ative attitude towards target culture
were among the ones who showed great motivatiorpastive attitudes towards the English
language. Generally speaking, the attraction ong maae to a foreign culture incites her to
learn its (their) language(s). Otherwise, studenégjative attitude may be due to the political
events taking place in Palestine and the Middld,Eesich students relate to the USA. In all
of these landmarks (Palestine conflict, Iraq’s whe After World Trade Center) of modern
Arabs history, the role of foreigners, and most omgntly the U.S.A., has been seen by

Algerians, whether rightly or not, as both promihand hostile to their culture. English is
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perceived as the language of power, progress, geglige and at the same time the language

of intervention in the Arab culture and politicéfaars.

Question 13How important is it for you to know English?

O Very important O Not at all important O Rather important

It is clear from the table below, that students enaldifference between the English language

and its culture.

Importance of English Very important Rather important || Notimportant Total
Number of students 77 2 2 81
Percentage 95% 2.5% 2.5% 100%

Table 90: Importance of knowing English (2006)

In 1996, on the other hand, we obtained 100% oitigesattitudes both for the language
and the culture. We wonder, given some of the laréienmentioned earlier (except for the
After World Trade Center), how the 1996 students hat reacted in a similar way as those in

2006.
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1.3. Students’ Prior Learning

Through these questions, we aimed at knowing tlypieseee and organization of

English classes. Naturally, these answers are toeb&ed with caution, since they express the

feeling students have of them. Some classroom wvhisen studies have suggested that there

is far less concordance than expected among whaahees claim to be doing and what

actually occurs in the classroom.

This part of the questionnaire was not treated3861students, our objectives were not

similar. The graphs represent proportions of answethe questions.

Question 14During the English classes, how often were the following used? Mark with

an ‘X' the option that best matches your situation.

Often Sometimes Never

1.3.1.The English Classroom (Organization)

1.3.1.1. New ThingsFirst

Question 14 A.:On starting a lesson your teacher first explained the new

concepts/words/grammar in it and then she/he organised appropriate activities in

order to put this into practice.

Generally speaking, teachers start courses by iexpanew concepts, grammar or

vocabulary points, and then they organize apprtpriasks. We obtained the answers

displayed in the graph below:
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New things first

Graph 63: New Things First (2006)

1.3.1.2.  Progression of the Textbook

Question 14 B.She/he followed the progression of the textbook.

Our question aims at knowing whether teachers viahb the progression of the textbook

as designed by the authors.

Progression of the Text-book

sometimes
10%

Graph 64: Progression of the Textbook (2006)
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The answepftenmakes up the bulk of the answesametimesndnevermake up only 35%

of the total answers.

1.3.1.3. Role-Playing and Simulations

Question 14 C.S/he used role-plays and simulations to create almost authentic

communicative situations in the classroom.

We saw in the textbooks that there were no actwitdevoted to role-playing and
simulations. However, as we see in the graph bebwertain number of teachers (33%)

improvise and incite the students to perform.

Role-Playing and Simulations

Graph 65: Role-Plays and Simulations (2006)

1.3.1.4.  Encouragement to Communicate
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Question 14 D Did she/he encourage the pupils to communicate in English when

they speak about their own learning, school work and other personal matters?

In Chapter Five, we dealt with the balance of skiti textbooks, and saw that very few

activities were devoted to Listening and Speakillg.remind below the percentages:

Textbook My New Book of English [ ] The New Midlines Comet
Skills Listening Speaking ] Listening Speaking Listening || Speaking
Percentage 0% 6% 1 22% 15% 18% 18%

Table 91: Balance of Skills in the Secondar_y Schodkxtbooks.

Contrarily to what one might think, some teachenseytare not so many, according to

students —nonetheless, devote some activitiesactipe communication, and thus listening

and speaking. The answatenis present in 57% of the students’ answers.

Encouragementto
Communicate

Graph 66: Encouragement to Communicate (2006)
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1.3.1.5. Essentials of Culture

Question 14 EDid s/he teach the pupils the essentials of the socio-cultural context

of the countries where English is spoken?

We saw in Chapter Five that the textbooks lackeal ititegration of foreign culture.
However, depending on teachers, such aspect mengrbduced, explained, and given its own
right. We see in the graph below that almost hadf teachers do so. We expected a larger

proportion because, as we said in the previoustehdpnguage cannot be isolated from its culture.

Essentials of Culture

Graph 67: Essentials of Culture (2006)

1.3.2.The English Classroom (Resources)

Question 15Which of the following resources were used in your English classes?

Audio-cassettes  Newspapers/ Magazines Books
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(How often?)

often sometimes never

Through these questions, our objectives were tavkiwbether students were immersed in
the language they were studying, by dint of someougces, such as audio-cassettes,
newspapers and magazines, and books. We seefolltdveing graphs that these resources are

subject to variation.

1.3.2.1.  Audiocassettes

Question 15 A:

In this question, we wanted to know whether stuslemtre exposed to the listening to
native speakers, even though, texts devoted tenlisgy were performed by their teachers

themselves: half the teachers do so.

Audiocassettes

Graph 68: Use of Audio-Cassettes in Class. (2006)

1.3.2.2.  Newspapers and Magazines
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We saw that most texts provided in the textbooksewmot authentic. We made the
hypothesis that teachers themselves would filhis gap. Regretfully, only 22% of teachers
provide students with newspapers and magazinesglhio their defence foreign press is rare

in Algeria, particularly the British and Americane

Newspapers, Magazines
often
4% sometimes
18%

Graph 69: Use of Newspapers and Magazines in Clag2006)

1.3.2.3. Booksfor Extensive Reading

The texts in the textbooks were in majority inieting, at least for Literary and
Foreign Languages students, as we saw in Chapter Graph 70 shows that most teachers

supplied students with books to gain their interest
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Books

sometimes
31%

Graph 70: Use of Books for Extensive Reading (2006)

2. Administration of the Tests

Unlike 1996, this study was carried out in oncedibtesting; there was no pre-testing and
no pilot study. The main reason for this rough seatly way of conducting a research was our
limited objectives. The first objective was the guarison of the two scores (2006 and 1996
students). One way to ensure that the two populatieceive the same treatment is to attempt
to present them with the same test, and underatime £onditions, the main distinction is that
there are 10 years in terms of cohort differencesedond objective we had is that unlike in
1996, we did not want to make a proficient test amdcorrelate it to the socio-cultural
background of the learners; our aim was to compiadwo populations in order to find out

whether the standards are falling.
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The test-taking lasted 45 minutes on average. Bestarting the session, we introduced

the aim and objectives of the study, insistinglenfbllowing points:

1. That the papers were anonymous, and thus teststaould not be recognized,

2. The papers were not going to be marked, and wesg¢ by no means compromising

their future,

3. That, however, we wanted them to work seriowslythe questions, as if they were

sitting for an exam. We made them aware of the majpoe of their help to our study.

The specificationcontent of the tests we administered to the stsdevere quite
straightforward due to the availability of the Uaisity ' Year syllabus which lists the
grammar points to be taught. The testing of gramimane of the mainstays of language
testing. While such tests test the ability to eitrecognize or produce correct grammar and
usage, they do not test the ability to use thedagg to express meaning. However, it can be
argued that a basic knowledge of grammar undettiesability to use language to express
meaning, and so grammar tests do have an impgé&anhto play in language programs (Rea-

Dickins, 1997).

The first grammar test had a multiple choice formdiich consisted of fifteen partial
sentences that had to be completed with one wopghi@se chosen among four options. The
second grammar test was an editing task test (semteorrection test): the students were
given fifteen sentences containing a number ofrermbgrammar. The grammar items were of
the same type of those in the first test and tbhdesits had to identify the incorrect item. In
order to make the tests reliable and valid, weutketl a Cloze test to measure the students’
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ability to understand the English Structure as wieksearchers as Fotos (1991), Bachman
(1985, 1990), Stubbs & Tucker (1974), Oller (1978)erson (1979), and Skehan (1988,
1989) have demonstrated the concurrent validityvafious cloze tests forms, and also
evidence in support of their predictive validity the degree to which the learner’s cloze test

scores can predict linguistic performance on tadisinistered subsequently.

2.1.The Structure Test

The format of the structure test was a multipleiobh@uestion which consisted of verb
tense, form of adjective, subordinate clause, passbice, preposition and prepositional
phrase, article form, etc. All these grammaticaim$ were tested. Their classification as it

appears on the students’ test is as follows:

Simple past tense.

Subject-verb agreement (plural form).
Present perfect progressive.

Preposition.

Comparative.

Countable.

Simple present tense (third person singular).
Adjective.

© ® N o g s~ 0N R

Preposition and prepositional phrase.
10.Article.

11.Subject-verb agreement (singular form).
12.Subordinate clause.

13.Preposition and prepositional phrase.
14.Passive voice.

15.Present perfect.
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2.1.1. Results and Analysis

These are the results we obtained: (C.A.: Cormesivars)

Item Number 1 2 3 4 5 6 7
Number of C.A. 58 42 29 60 48 64 63
Item Facility 71 .51 .35 74 .59 .79 77
Item Number 8 9 10 11 12 13 14 15
Number of C.A. 29 20 4 42 55 72 62 62
Item Facility .35 .24 .04 .51 .67 .88 .73 .73

Table 92: Rate of Correct Answers (Sentence Structe Test)

The item analysis showed that for the sentencetsireitest, items 3, 8, 9, and 10 have
the lowest rate, their Item Facility (IF) was undg®d, and items 2 and 11 are slightly above.
The grammar points related are Present Perfectréssige, Adjective, Preposition and
Prepositional Phrase, Article, namehgve been examiningem 3),worthy (item 8),despite
(item 9), and to a greater degreéitem 10). The others were Subject-verb agreen@otd]
form) and Subject-Verb agreement (singular forrspegtively,attracts (item 2) andetrieves

(item 11). The items in questions were:

Item 3:For years experts the effect...
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(a) are examining (b) had been examined

(c) have been examining (d) having been examined

Item 8:Art tends to be more after ...
(a) price (b) worthy
(c) worth (d) value
Item 9: the light rain, the base-ball...
(a) Despite of (b) although of
(c) in spite (d) despite
Item 1Q California, more populous state than any ...
(a)a (b)itis a
(c)that a (d)is a
Item 2:Florida’s long coastline and warm weather swimmers....
(a) attracts (b) attract
(c) they attract (d) is attracted by
Item 11:Either the goal-keeper or one of the players the ball fromthe goal.
(a)retrieving (b) retrieval
(c) retrieves (d)retrieve

After analyzing the errors, we used the distributiorredifiency to classify the errors from the

most frequent to the least frequehable 93 shows the results:
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Order Error Errors Percentage
1 Article 95%
2 Preposition and prepositional 75%

phrase
3a Adjective 64%
3b Present perfect progressive 64%
5a Subject-verb agreement (plural 48%
form)
5b Subject-verb agreement 48%
(singular form)
7 Comparative 41%
8 Subordinate clause 32%
9 Simple past tense 28%
10 Preposition 26%
11 Countable 24%
12a Passive voice 23%
12b Present perfect 23%
14 Simple present tense (3rd person 22%
singular)
15 Preposition and prepositional 11%

phrase

Table 93: Order of Errors (Sentence Structure Test)
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2.1.2. Comparison in Sentence Structure Test

2.1.2.1. In 2006

The following table shows the distribution of anssve

Item (a) (b) (c) (d) Omission || Total
Item 3 19 29 28 0 5 81
Item 8 3 29 10 35 4 81
ltem 9 43 10 6 19 3 81
Item 10 5 5 4 67 0 81
ltem 2 27 42 2 10 0 81
Item 11 13 0 42 21 5 81

Table 94: Distribution of Answers (Sentence Structte Test) (2006)

The correct answer is bold-typed. The most frequeatrrect answer is red.

The following table shows the distribution of anssve

2.1.2.2.In 1996

Item (a) (b) (c) (d) Omission || Total
Iltem 3 13 23 20 2 3 61
Iltem 8 8 24 8 19 2 61
Item 9 23 23 5 18 2 61
Item 10 18 3 11 29 0 61

Table 95: Distribution of Answers (Sentence Structre Test) (1996)
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The correct answer is bold-typed. The most frequeatrrect answer is red.

2.1.2.3.Comparison

The table below shows the most incorrect answensnoan to both groups: what is
surprising is that not only both groups had a higie of incorrect answers, but also had the

same incorrect ones.

Item 2006 1996 Wrong answer

Item 3 Answer (b) 29 Answer (b) 23 For years experts *had been examined
Item 8 Answer (d) 35 Answer (d) 19 (art tends to be) *value

Item 9 Answer (a) 43 Answer (a) 23 *Despite of

Item 10 Answer (d) 67 Answer (d) 29 *itisa

Table 96: Comparison (Sentence Structure Test)

2.2. The Sentence Correction Test

The Sentence Correction Test consisted of fiftemns based on the same grammar points

as the Structure Test, but the order was modifiadhg:

16.Preposition and prepositional phrase.
17.Article.

18.Preposition

19.Countable.

20.Simple present tense (third person singular).
21.Adjective.

22.Comparative.

23.Passive voice.
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24.Subordinate clause.

25.Present perfect.

26.Preposition and prepositional phrase.
27.Subject-verb agreement (plural form).
28.Present perfect progressive.
29.Subject-verb agreement (singular form).

30.Simple past tense.

2.2.1.Results and Analysis

Item Number 16 17 18 19 20 21 22
Number of C.A. || 15 43 35 38 51 24 41
Item Facility .18 .53 .43 .46 .62 .30 .50
Item Number 23 24 25 26 27 28 29 30
Number of C.A. || 46 53 52 58 48 61 55 29
Item Facility .56 .65 .64 71 .59 .75 .67 .35

Table 97: Rate of Correct Answers (Sentence Correction Test) C.A.: correct answers

The item analysis for the Sentence Correction Bastvs that the most difficult items
were (by order of difficulty) 16, 21, 30, 18, anfl. The grammar point related to these items
are: Preposition and Prepositional Phraseause ofitem 16), Adjectivemysterious(item
21), Simple Past Tensghanged(item 30), Prepositiomt which (item 18), and Countabla

few(Item 19).

Item 16:Benjamin Franklin ... becausts predatory nature
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Item 21:Harold Pinter’s... attacked by mysteigrces.

Item 30:Cartographers did not make... the area changesorrectly.

Item 18:The legal age which person...

Item 19:A little drivers realize...

The order of errors was distributed as:

Order Error Item # Errors Percentage

1 16 Preposition and prepositional 81%
phrase

2 21 Adjective 70%

3 18 Preposition 57%

4a 19 Simple past tense 64%

4b 30 Countable 64%

6 22 Comparative 49%

7 17 Article 47%

8 23 Passive voice 43%

9 27 Subject-verb agreement (plural 41%
form)

10 20 Simple present tense (3rd person 37%

singular)

11a 24 Subordinate clause 35%

11b 25 Present perfect 35%

13 29 Subject-verb agreement 32%

(singular form)
14 26 Preposition and prepositional 28%

phrase
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15 28 Present perfect progressive 25%

Table 98: Order of Errors (Sentence Correction Tegt(2006)

2.2.2.Comparison in Sentence Correction Test

2221. In 2006

The following table shows the distribution of anssve

Item A B C D Omission || Total
Item 16 18 17 15 27 4 81
Item 21 17 24 5 24 11 81
ltem 18 35 16 13 14 3 81
ltem 19 38 12 18 6 7 81
Item 30 29 33 9 6 4 81
ltem 11 13 0 42 21 5 81

Table 99: Distribution of Answers (Sentence Correébn Test) (2006)

The correct answer is bold-typed. The most freqirmaatrrect answer is red.

2222 In 1996

Students in 1996 had only one answer where thealé-law, and once again the same
item 2006 students had difficulty with, Item 2kdwise, the most frequent incorrect answer is

the same (B).

Item A B C D Omission || Total
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Item 21 12 13 1 19 16 61

Table 100: Distribution of Answers (Sentence Corre®n Test) (1996)

Otherwise all answers had an IF above .54 (item 30)

2.2.2.3._Comparison

We saw in Table 98 (Order of Errors) that the top frrors were 16, 21, 18, 19, and 30.We

see that for 1996, the top five errors are simtlawugh in a different orderThe other items had an IF

above .67.

Item Number 21 30 16 19 18
Number of C.A. 19 33 37 40 41
Item Facility 31 .54 .60 .65 .67

Table 101: Item Facility (Sentence Correction TestO96)
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2.3. The Cloze Test

The passage was taken from TOEFL tests books (8h&af95: 143) designed for foreign
learners. Following Alderson’s (1979) advice, wel Ipaid particular attention to the selection
of cloze passages. The text we selected was omexaeopic, requiring neither specialized
nor background knowledge (Clapham, 2000) and formelgerent self-contained units of
discourse; it equally suited all the students tgkpart in the experiment. The deleted items
covered a variety of syntactic and cohesive fumstiand were adequately cued in the text.
Rational deletion cloze tests were prepared, witrexzerage deletion rate every 11th word.
This procedure resulted in 22 blanks (14 functiasrds and 8 content words). Chapelle &
Abraham (1990) found that function words were eatsian content words both in the fixed
ratio and rational deletion cloze. Special care walsen to ensure that the text was
standardized with respect to length and difficlétyel. The length of the texts was 254 words;
the average sentence length, 25.2. The Flesch ieé&ditimate, Flesch-Kincaid Grade Level

and Smog readability indices were 48.7, 11.1, ahd fespectively.

We applied both the exact-word and the acceptablelwprocedure whenever
possible. Brown (1980) found the acceptable womtisg method to be more reliable and

valid).

The following results were obtained:
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2.3.1.Results and Analysis

(C.A.: correct answers)

Item Number 1 2 3 4 5 6 7
Number of C.A. 31 22 14 14 30 14 39
Item Facility .38 .27 17 17 .37 17 .48
Item Number 8 9 10 11 12 13 14 15
Number of C.A. 18 78 64 61 47 9 51 23
Item Facility .22 .96 .79 75 .58 A1 .62 .28
Item Number 16 17 18 19 20 21 22
Number of C.A. 60 11 70 a4 45 22 22
Item Facility .74 A3 .86 .54 .55 .27 27

Table 102: Rate of Correct Answers (Cloze Test/20D6

The items where the IF is the lowest are threetfonavords and one content word,(items
3, 4, 13 and 8) namety, and school] andas This is how it appeared in the text:

... Seeking better farm land, they went by coveregbw#o Missouri in 1869, then on
to (3) Kansas the next year, returning in Wisconsin in11&hnd (4) travelling on to
Minnesota....

...... From age thirteen to sixteen, she attended $dq@panore regularly, although
she never graduated...

... Serving a¢13)agent and editor ...etc

382



The exact-word procedure was applied to items 3 Edwhereas the acceptable-word
procedure was used for items 4 and 8: words sutheasvere judged as acceptable in place

of and and for item 8 responses such @dassesinstead ofschool were accepted. The

distribution of responses for these items is ds\i:

* Item 3: the incorrect responses included answeits astheinstead oto, for which we
labeled response (b) in the table and which werprisingly widespread in students’
sheets. The correct answer is (a).

* Item 4: the most distributed (incorrect) answer slasinstead ofand which appears as
(b) in the table. Another very frequent incorreas\aer waghey(10)

* Item 8: the most discordant answers appearedsaptint; we got responses such@as

e Item 13: this item had the lowest rate, only nitedents answered correctly. The
others, though making great efforts, were unablénid the correct answer; the most
frequent incorrect answers were articles (27) aeggsitions (19), shown in the table
as (b).

But there were other items, too, where studentsdifidulty. These words were three content
words and two function words. These are detailéovibby order of difficulty:

* Item 17: the most frequent answer vaae, was, were, igb) in Table 8. Its number
reached 43. The other answers wead, had been, had being.

... they haveemained popular...

» Item 6: answers included words suchcasdition, travelling, voyagestc. the number

of omission was high: 34.

Because of this constant moving
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Item 2:she, havere the most frequent.

Seeking better farm land, thesent ...

Item 21:programme, showandin. As far as the two first words are concerned, the
students’ answers are semantically acceptableybait for “in”?

... a weekly television series

Item 22: surprisingly, the most frequent answer s&se,or was it a case of cheating
because most students, who answeredd®ie did not in the previous item.

... based on the storifi®m the Wilder books.

2.3.2.Comparison in the Cloze Test

2.3.2.1.In 2006
Item (a) (b) Other Omission || Total
Item 3 14 29 18 20 81
Item 4 14 38 25 4 81
Item 8 18 /1! /1] 14 81
Item 13 9 27/ 19 17 9 81
Item 17 11 43 17 10 81
Item 6 14 30 3 34 81
Item 2 22 48 8 3 81
Item 21 22 31 19 9 81
Item 22 22 28 6 25 81

Table 103: Most frequent incorrect answers (Cloze Test) (2006) (The correct answers are boldfaced)
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2.3.2.2.1n 1996

The difficult items were three function words andeocontent word, namel, and
school andas, as in 2006. The same procedure was applied xdet-g/ord for 3 and 13, and
the acceptable-word for items 4 and 8: we hadatswls such athenin place ofand and for
item 8, classesinstead ofschool Oller (1979) found that in cloze tests, learneven when

they falil to find the appropriate item, always gugs grammatical function.

Item 3: Exactly the same range of incorrect answidrsinstead oto, this is (b) in the

table below The correct answer is (a).

« |tem 4: Similar to 2006: the most distributed answas sheinstead ofand which
appears as (b) in the table.

* |tem 8: the most discordant answers appeared aptint, too; we got responses such

asto be the to, a, with, studying graduation etc. Unlike 2006 answers, we could keep

one answer which wag beas (b) in the table.
* ltem 13: it was very interesting to discover thedsints’ answer to this item because
most of them, first, guessed only a function worlild fit (which would “be grist for

Oller's mill") and they ranged frorwith, for, both, byto her andthe Second, because

the wide range of answers showed that the studetsmade an effort to guess the

item. So we labeled (b) the ansvimar andthe Only 17 students obtained the correct

answer.
Item (a) (b) Other Omission || Total
Item 3 8 37(the) 11 5 61
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Item 4 15 20(she) 21 5 61

Item 8 8 12(to be) 30 11 61

Item 13 17 20(her, the) 21 3 61

Table 104: Most frequent incorrect answers (Cloze @st) (1996)

A last point concerns the students of English a%.RlNe said in the beginning that we
wanted to know how they scored. It is natural thatexpected them to score higher since they
had nine years of English when they reached theeusity whereas those who studied English

as FL2 had only five.

Student’s Part Part Part Whole Rank
Number One Two Three Test

3 8 9 14 31 22"
15 6 10 7 23 50"
30 10 14 17 41 4"
36 6 9 8 23 51%
38 8 10 6 24 47"
52 9 12 11 32 20"
61 7 13 11 31 25"
72 11 12 16 39 7"
76 12 11 14 37 11"
77 12 12 12 36 12"
79 5 6 5 16 76"

Table 105: Scores of EFL1 students (the best scorae bold-typed)
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These are the most surprising results so far: lmwwee explain the fact that students who
have less time of exposure to English score bettei?as we supposed in Chapter three, a
politician issue which has not been backed up ljagegical considerations, and as such,
things were not ready to ensure achievement? Inlighe of the results obtained by the

students, we assume that it was the case.

2.4. Overall Comparison

2.4.1. Correlation between scores and student&goacnd

In 1996, we correlated the characteristics of sttgleaving the highest scores:

Highest scores> 40 and Lowest scores: 30

HIGHEST SCORES n= 12 LOWEST SCORES n=13

Educational Level Father High: 6 None: 1 High: 0 None: 3
Scale of Occupations 01/02:5 06/10:1 01/02:1 06/10: 7
Educational Level Mother High: 3 None: 1 High: 0 None: 4

Mother Active Yes: 5 Yes: 0

Table 106: Characteristics of the students (the higest scores and the lowest scores) (1996)

We proceeded to the same correlations with 200ests, but we added the variable “English

First Choice”.

Highest Scores> 36 and Lowest scores:19.
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HIGHEST SCORES n=11 LOWEST SCORES n=16
Educational Level Father High: 3 None: 2 High: 0 None: 0
Scale of Occupations 01/03:4 04/10:7 01/02: 0 06/10: 12
Educational Level Mother High: 3 None: 2 High: 2 None:3
Mother Active Yes: 4 Yes: 0
English First Choice Yes:6 No:5 Yes:7 No:9

Table 107: Characteristicsof the students (the highest scores and the lowestores (2006)

As in 1996, one of the variables which proved tohioghly discriminative was the
variable “Mother Active”. The total of students vdeomother works is 9, when 4 of these
students have the highest score, it means thasubeess rate in 2006 according to this
variable is 44% (in 1996 the percentage was 78%g¢hBiann (2002) found that the mother’s
reading habits reduce the likelihood of grade népaf net of other family background
factors. Thus, the role of the mother in educattoassential. The variable “English as a first
choice”, however, does not discriminate: the pesages are equally divided among either the

highest or the lowest scores.

The number of students in 2006 having a lower stttaa 26 (the mean) is much higher than

the 1996 students, as the following graph shows:
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Scores< 26

Scores> 26

Graph 71: Comparison of scores (2006/1996)

2.4.2. Scores and Streams

Since students in the department come from diftesgrams, we wanted to know which
stream scores better. There are 33 students im&se30 in Literature, and 10 in Foreign
Languages, the other streams revealed to be nodsemative in both scores (highest and
lowest). The percentage is based on the total nuoftstudents belonging to the stream. The
Literature stream is the stream the least repreddntthe category of highest scores. Foreign
Languages stream is the best represented, whiamssgéte natural. The time allocated to the

different streams is shown in the following table:

Stream Sciences Literature Foreign Languages

Number of Hours/week 2/3/3 3/3/3 3/4/4
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Table 108: Time allocated to English in Secondarychools.

The results are on Table 109 and Graph 72 below:

Stream Sciences Literature Foreign Languages Total
Best Total Best Total Best Total Best Total
scores Number scores Number scores Number scores Number
Number of
6 33 1 30 4 10 11 81
students
Percentage 19% 1% 40% 13.5% 100%

Table 109: Correlation Best Scores /Streams

In the graph below, the numbers represent percestagcording to the number of students

having the best scores.

Best Scores

Foreign
Languages
36%

Litera

Graph 72: Correlation between the Best Scores andhé¢ Streams

We applied the same correlation to the studentinpgathe lowest scores. As in the
previous correlation, Literature students have highest representation among the lowest

scores, Foreign Languages students are regretialig/represented too.
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Stream Sciences Literature Foreign Languages Total

Number of students 3 9 2 14

Percentage 22% 64% 14% 100%

Table 110: Correlation Lowest Scores /Streams

We said earlier that the most qualified streamseviiee least represented, referring to the
foreign languages streams’ enroliment in the Ehglispartment. The next most qualified for
the enrollment are the Literature streams. Howethety appear to be the least qualified, with
regard to their scores. This observation ties uj wihat we said in Chapter Two: all in all,
that Algerian pupils are turned towards scientsfieams, which offer more job opportunities
and social prestige. This fact resulted in hugdeasoward this specialty, and the disaffection
and downright vacuum for the literary streams. Tdealization of the scientific streams is
even palpable in the English textbooks: we sawhap@er Five, the great amount of technical
and scientific texts and topics. It emerges froia that even textbook designers feel guilty to
deal with literature and literary culture, and whsnan unfortunate accident a purely literary
text is inserted, they hasten to signal that thxé ieintended for literary streams only. This
disaffection for this important aspect of foreiganguage learning is quite perplexing.
Moreover, pupils who enroll in the literary streamssecondary schools are regarded as non-
eligible for scientific ones: in general, the mekilled students are sent to scientific streams.
In other words, pupils go to literary streams, lbseathey have no choice but accept. It
explains why so many scientific students chooseliEimgnot because they fail to enroll
elsewhere (though some do) but because they areateat to learn it, far removed from these

unfounded considerations.
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Lowest Scores

Other Sciences
%

Foreign
Language
12%

Graph 73: Correlation between the Lowest Scores and the Strees

2.4.3. Mean Score

In a final stage, we calculated the mean scoraci ¢est for each group of students.

2006 1996

TEST ONE 8.7 10.9

TEST TWO 8 10.6
TEST THREE 9.5 13

WHOLE TEST 26.4 34.6

Table 111: Mean Score (2006/1996)

It is unquestionable that students of 1996 scortebin our test than those of 2006.

However, as we saw previously, and as we see drlglen the following graph, it is
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extraordinary and at the same time enlighteningee that students at ten years difference
share so many features, either of easiness oculiffi The curves in the three graphs are

almost parallel.

Sentence Structure Test
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Graph 74: Comparison 2006/1996 (Sentence Structumieest)

Sentence Correction Test
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Graph 75: Comparison 2006/1996 (Sentence Correctiorest)
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Cloze Test
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Graph 76: Comparison 2006/1996 (Cloze Test)

These parallel lines observed in the three grapbgest that there might be a problem of

interference with students’ first language (in ttése Arabic).

The grammar that learners construct is often cdhledtinterlanguage(Selinker, 1972 [1974])
(i.e., a language located somewhere on a continbetween their mother tongue and the
target language) dransitional competencgCorder 1967 [1974]) (i.e., a competence which is
in a state of transition, as it develops in thedion of the target language). However it does
not generally become identical with the target laage, as some non-target features become
fossilized in the learner's grammar. Selinker (193@) coined the term fossilization to refer
to this phenomenon—non-target forms become fixedhm interlanguageln this theory

(variously called thecreative construction hypothesis interlanguage theoly it is usually
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claimed that many of these innate mechanisms am@fgpto language learning rather than of
a general cognitive nature, since the input dodscoatain enough evidence for general
cognitive mechanisms to work on. The input actsnprily as a “trigger” to activate the

mechanisms.

Interlingual transfer (i.e. transfer from the mothe@ngue or any other previously learned
language) in foreign language learning is a magmndive strategy that learners fall back on
when their linguistic means falls short of achigvtheir communicative ends (Odlin, 1989).
Needless to say, the mother tongue is an additismaice for hypothesis formation that the
first language learner does not have. The influexiche mother tongue and the pervasiveness
of interlingual transfer are indisputable, espégiah learning situations where students'
exposure to the foreign language is confined teva fiours per week of formal classroom
instruction. Thus, interlingual transfer is a st that is readily available to the learners to

compensate for the inadequacies when attemptiogrtonunicate in the foreign language.

Deviations resulting from interlingual transfer kaleen recorded at all linguistic levels
(ibid.). The analysis of the errors made by stusléntthe tests enables us to suppose that
students were operating a transfer from their Lledlication, a negative one in this case.
There exist writing difficulties which are mainlyud to differences between English and
Arabic. We saw earlier that students had mostdiiffies (in Part One and Part Two of our
test) with the article, prepositions and preposgiophrases, adjectives, the present perfect

progressive and the simple past (cf. Table 93 a@ilel98).

This is confirmed by Halimah (2001) who states tiat writing difficulties of Arab

learners are mainly due to morphological and syittadifferences between English and
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Arabic in such areas as punctuation, proper udenses, relativization, word order, phrasal
verbs, etc. Most of these studies conclude thaetheiting difficulties could be overcome by
making learners aware of differences between Hmglisd Arabic, that is, by applying the
contrastive analysis approach to the teaching aaining of writing. However, other
researchers (Rababha, 2003) have pointed outhbalifficulties faced by Arab EFL writers
are much more complex and beyond sentential boigsddr.e. mechanical, lexical and

syntactic problems).

Kaplan (1966) attributes these difficulties te tietorical differences between Arabic
and English. In other words, Arab EFL writers origartheir prose differently from the way

English native speakers do.

3. English in the Baccalaureate Exams

Together with the tests submitted to 2006 studemts,wanted to correlate different
Baccalaureate exams, following the same parametersised for the comparison between
textbooks and 2005 exam (readability and tasks).fovad the 1980 and 1985 exams in
Guesbaoui’s thesis (1986). We have to mention, kiewehat the 1985 exam was intended
for scientific streams. We, nonetheless, proce¢dés analysis in order to have a full picture
of the English exams in 1985. The exams of 199524@b were found on the internet site of

the Algerian Ministry of Education.
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3.1. The texts

3.1.1. 1980

Title of the Text:A Kenyan Boy’s Education

Source: not mentioned.

Readability

.  Smog:11.9
[I. Flesch Reading Ease/ Flesch-Kinkaid Grade Le62l3/10.8
3.1.2. 1985

Title of the TextThe discovery of Penicillin
Source: not mentioned.

Readability

. Smog 9.9

[I. Flesch Reading Ease/ Flesch-Kinkaid Grade Le@8l4 / 8.3

3.1.3. 1995

In 1995, there were as many exams as streamseven. Because of the impossibility
to treat them all, we chose the most appropriatasts in relation to English: Foreign

Languages and Literature.

Title of the Text: No title
Topic: Hitchcock

Source: not mentioned
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Readability

. Smog:9.3
Il. Flesch Reading Ease / Flesch-Kinkaid Grade Leé8@B / 9.8

3.1.4. 2005

In 2005, there were streams of which exams weriged. We chose to treat as for 1995,

the Foreign Languages and Literature stream.

Title of the text: No title

Topic: Gandhi

SourceMr Gandhi, An Autobiography, or the Story of my &xment with Truth
(But neither the date nor the place of publicat®omentioned).

Readability

. Smog 8.1

Il. Flesch Reading Ease/ Flesch-Kinkaid Grade Le88l1 /4.2

3. 1.5. Comparison

Readability
As the table shows, there is a great variatiorhédcores, where the easiest exam seems
to be the one in 2005, of which the Grade levetg€h-Kinkaid) indicates a text which is far

too easy (it can be read by 4raders, even though pupils taking the exam areigio
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learners). The most difficult text is then the aiel995 (Flesch Reading Ease is the lowest:

60.6), though 1980 and 1985 Flesch scores areneawy/(respectively, 62.3 and 69.4).

Year SMOG Flesch Reading Flesch-Kinkaid Grade Level
Ease

1980 11.9 62.3 10.8

1985 9.9 69.4 8.3

1995 9.9 60.6 9.8

2005 8.1 85.1 4.2

Table 112: Readability Scores (Exams: 1980/1985/12005)

The following graph which is a recapitulation oktheadability scores of the exams
clearly shows that for 2005, Smog score is har@lipw the others. But for Flesch Reading

Ease it is too far above, indicating an easier. text

399



Graph 77: Comparison of the Exams: Readability (198, 1985, 1995, 2005)

As for the comparison of exams (1995 and 2005,esthey used the same textbooks) to

textbooks, the results are displayed in the folianable:
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Flesch Reading Flesch-Kinkaid
Textbook SMOG
Ease Grade Level
My New Book of 8.9 78.1 53
English
New Midlines 8.6 65.8 8.4
Comet 12.3 53.6 10.8
Flesch Reading Flesch-Kinkaid
Exam SMOG
Ease Grade Level
1995 9.3 60.6 9.8
2005 8.1 85.1 4.2

Table 113: Table of Recapitulation of Scores (Textioks /1995, 2005 Exams).

We note that first both exams’ scores are belowitia textbook Come}, and second

that 2005 is far below the textbook of thiédrade Ky New Book of EnglighThe following

graph shows better how the Flesch line declinesifidy New Book of Englisko Comet

which is the normal curve (from easy to more difig but the same line shows a striking rise

in 1995, and more particularly in 2005.
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Graph 78: Comparison in Readability between Textboks and Exams

3.2. Tasks

3.2.1. 1980

All tasks have a multiple-choice format. Total sc6100 points

a. Reading Comprehension : (30 points)

I.  Scanning / intensive reading (8 questions)

II.  Understanding: inference from the text (8 quesdions

b. Mastery of the language (70 points)

I.  Grammar and Vocabulary (15 points)
a. Grammar: Phrasal verbs (4 questions)
b. Vocabulary Sentence completion (sentence struttste (10
guestions)
II.  Grammar (25 points)

a. Correct tense (10 forms)
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b. Reported speech / Comparatives/ Neither/ Reponpeeh/
Conditionals/ Connectors/Clauses/

c. Written Expression (30 points)
Topic 1: narrative;

Topic 2: argumentative.

3.2.2. 1985

The format of the questions is no longer multig@ice, based more on recognition than
production. It seems that changes in evaluationtwemd in hand with changes in the
teaching methods: with the introduction of the fimwal approach during the 1980s,
evaluation tended to focus on integrative testgpmosed to the previous discrete-point tests

(Guesbaoui, 1986: 48).

Total score / 40 points

a. Reading Comprehension : (11 points)

I.  Scanning (5 questions)

II. Intensive reading (3 questions)

b. Mastery of the language (19 points)

I.  Cloze Test (8 points)
[I. a. Paragraph writing (re-ordering sentences) (idtppo

b. Dialogue Completion

c. Written Expression (10 points)
Topic 1: narrative;

Topic 2: argumentative
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3.2.3. 1995

Total score / 20 points

a. Reading Comprehension (7 points)
[.  Scanning (3 questions)

II. Intensive Reading (4 questions)

b. Mastery of the Language (7 points)
I.  Vocabulary (Synonyms)
[I.  Vocabulary (Antonyms)
lll.  Grammar: Reported speech / Passive voice
IV.  Grammar: Correct tense (Gerund, Future PerfectSamgle
Past).
V. Cloze Test
VI.  Dialogue Completion
c. Written Expression (6 points)
Topic 1: Cause/Effect.

Topic 2: Narrative

3.2.4. 2005

a. Reading Comprehension (7 points)
I.  Indirect quotations
[I.  Scanning exercise
. Questions on the reading comprehension (answergyiaen,
pupils write the related questions)
IV. Intensive reading
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V. Anaphoric referents
VI.  Skimming (multiple-choice format)
VIl.  Synonyms
b. Language Production (Mastery of language) (7 ppints
I.  Punctuation
[I.  Derivations
lll.  Reported/Direct speech, Active/Passive voice.
IV. Sentence connectors (connectors are given)
V. Gap-filling paragraph (in relation to the topic)
VI.  Reordering (one sentence)
VIl.  Phonology
c. Written Expression—choice between two tasks (6 ts@in

Topic 1: Composition (outline given)

Topic 2: Summary.

3.2.5. Comparison

3.2.5.1. Scores

This is how the points are distributed in all tbarfexams:

Part H 1980 H 1985 H 1995 || 2005
Reading Comprehension 30 11 7 7
Mastery of language 40 19 6 6
Written Expression 30 10 7 7
Total 100 40 20 20

405



Table 114: Distribution of Points

In 1980 and 1985, the total scores were respegfivi)0 and 40. In order to make

comparisons, we inverted the scores into percestage

Part H 1980 || 1985 H 1995 H 2005

Reading Comprehension 30% 27.5% 35% 35%
Mastery of language 40% 47.5% 30% 30%
Written Expression 30% 25% 35% 35%
Total 100% 100% 100% 100%

Table 115: Distribution of Points (Percentages)

Thus we note there is no major change in the ptmporgranted to Reading
Comprehension and Written Expression except in 885 exam, where Reading
Comprehension is slightly more important than \WrittExpression. However, the section
“Mastery of Language” takes the lion’s share in3,98here it represents almost half the total
score. In 1980, too, this section is the most irtgrdraccording to the others. But in 1995 and

2005 exams, preponderance was given to Reading @besion and Written Expression.

We then conclude that success in the English exari880 and 1985 depended largely
on language proficiency, and more particularly caingmar and vocabulary. In terms of skills,

success depended on productive rather than reeegkiNs, particularly for 1985 exams.

3.2.5.2. Variety

The second step of comparison concerned the vari¢asks.
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3.2.5.2.1.

Reading Comprehension

1980 [ 1985 |/ 1995 || 2005

Number of Questions 16 7 7 7
Scanning 8 3 3 4
Intensive Reading 8 4 4 3

Table 116: Variety of Tasks (Reading Comprehension)

The results of the number of questions are displaty¢he graph:

Number of Questions

20

15 \\
10

\ m—NUmber
5
0 T T T )
1980 1985 19¢5 2005

Graph 79 : Number of Questions in the BaccalaureatExams

After a sharp decline, from 1985 the number of tjaas remained constant (seven). As

for the type of questions there is a certain badaafter 1980. As we noted in the textbooks
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(former programs) used by the students, and thieast marks a fit between textbooks and
exams, questions related to the texts are mosteofimetextually explicit(Alderson, 1986).
Textually explicit questions are those questionenghboth the question information and
correct answer are found in the same sentence.gAldth this, script-based question@r
scriptally implicit questions) (Alderso& Banerjee, 2002) which require students to integra
text information with their background knowledge &ne rare type. Another equivalent term

used by researchers is higher-order/lower-ordestgpres (Bloom, 1956).

3.2.5.2.2. Mastery of Language

We could not include the exam of 1985 becauseagikst evolved around writing and not as

the other exams around particular vocabulary andfammar points.

A. Vocabulary

1980 Sentence completion: 10 questions.

For exampleWe had seen the flame when we heard the explosion

(a) hard (b) harder (c) hardly (d) lately

1995 Synonyms and antonyms: 6 words or expressions.

For example, find in the text a synonynstecceed irf§ 3)

2005 Synonyms: the aim is to match 4 words with tlsgimonyms:

For example:
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(a) reached (1) allowed

(b) was permitted (2) arrived at

B. Grammar

1980:

1. Phrasal verbs : 4 questions, multiple choice.

For exampleThey lost the battle but refused to give in

(a) to surrender (b) to leave  (c) to give away d) t@ getin

2. Variety of grammar points: Reported speech / Caatpees/ Neither/ Direct Speech/

Conditionals/ Connectors/Clauses: 15 questions

For examplel expected them to remove the furniture before &und

Answer: | expected the furniture .................

1995:

1. Reported speech and Passive Voice: 3 sentences

Correct form of tense: Gerund, Future Perfect,@ingple Past: 3 sentences

For exampleBy the year 2050, the population (to double) peshap
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2. Cloze Test: the topic is on “good manners”.

2005:

Variety of grammatical tasks:

1. Punctuation: Quotation

2. Derivations: find nouns from verbs

For example(a) to free

3. Active Voice, Reported Speech

4. Sentence connectors (given with the sentence)

For exampleBlack people were powerless. They struggled far tights. (Although)

5. Cloze Test: Unlike 1995, here words are givenf(®m which 4 words are to be used.

6. Reordering: 1 sentence (though we see that thersenlacks one word)

The words areffor/ activities/ and / was / to / Gandhi / sefii¢ / ideas

Summary:

In terms of Vocabulary and Grammar, the exam in0188unts the greatest and most
varied questions. It is the only one which displaysh a wide range of tasks. As for 1995 and
2005, the exams appear to be very limited in tesfmgocabulary: students are asked to find

synonyms or antonyms. Concerning Grammar, the mgusstare more varied though they
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involve the same points: Reported and Direct SpeechActive/ Passive Voice. While the

2005 exam appears to be more varied, the gramrhpticds covered are basic.

C. Written Expression

In all the exams, students are given the choicedst two topics which are of course

related to the text. There are different typesis€@urse: narrative, argumentative, etc.

1980:

Topic One:

Topic Two:

1985:

Topic One:

Topic Two:

diseasg

1995:

Topic One:

follow.

Topic Two:

2005:

narrativeRroblems you had during your studies

argumentativePsitive influence of TV programs on educafion

paragraph developed by examplé® (world of discoveries and inventipns

argumentativeNpt all doctors tell their patients the whole trighout their

cause / effedP€ople go less and less to the cingnsudents are given notes to

narrativeA happy event in the childhopd
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Topic One: narrativeMahatma Gandhi‘s biographyStudents are given notes to follow.

Topic Two: summary of the text used in Reading Cahension.

Through the years, we have witnessed a changeeirtyffe of writing proposed to the
students during the exams. Until 1995, the typedisfourse were argumentative, developed
in terms of cause and effect relationship, throegamples, and narrative. In 2005, the first
three types of discourse are no longer on the agemdy the summary survives. However,
changes started as early as 1995, where we seeevbkat though the first topic is on
“cause/effect” relationship, it ileproductive(Nunan, 2001: 62), in the sense that the student
is reproducing language following a model. The s@&rseen in 2005 exam. Students have to
follow the notes given by the exam designers, lgavess and less place to the student’s
imagination or critical thinking; even though in 98 there was still a little room for

imagination.

4. Discussion

Recent and less recent publications in Algeriasatteat the level of students does not
comply with teachers' expectations and that stalsdare declining. The originality of our
research is that despite the much discredited atdadeferred to in literatut? little research
in Algeria has been really, and concretely devdtedhis issue. For De Queiroz (1995),

concerning French standards in schools and unfiessthis question is as old as school itself.

93 Cf. Chapter 3 (Arabization of the educational egst
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In 1989, in France, Baudelot & Establet proposeddfute this thesis by showing that
standards are on the contrary on the up. To thik #rey used two parameters: first, the
university degrees awarded in France from 1969@81and second, the scores obtained by
two generations of conscripts (1967 and 1982) twegs tests devised by the army. For the
first parameter, because of the inflation of dipdmnthey naturally found that the number of
people leaving university with a diploma was geftimgher through the years. As for the
second parameter, they found that the mean scot®6i was 10 and in 1982 it was 13.5.
However, Leger (1992) found some disparities inirtleenclusions founded on a higher
number of baccalaureate holders in 1982. Baudelgst&ablet's conclusion somehow diverges
from their main thesis: the results are on the wipgaps between pupils are getting wider, i.e.,
privileged pupils obtain better results, and thus due to their performance that better results
were obtained. In the U.S.A., debates on theieffiy of education have never ceased. In
1966, theColeman Repotf on education showed that factors external to dehaffected
pupils’ achievement. Later, in 1972, education Wwagly shaken by the publication of Jencks’
et al bookinequality.In 1983, the publication o Nation at Riskoy a group of researchers in
education expressed a merciless diagnosis of this an education in the U.S.A (Baudelot et
al, 2004). The educational systems are evaluagemdcally throughout the world. The
overall reasons are linked to educational faildezording to De Queiroz (1995), since access
to school has been made accessible to more paoglestions on the standards and on failure

have been and still are on the agenda.

% This issue has been discussed in Chapter One.
% We saw in Chapter 2, that democratization proweokta wrong term for the expansion of schools.
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As for Algeria, we saw previously that there wamass failure in the baccalaureate
results. The last evaluation (2000) led to a cotepénd total overhaul of the educational
system. The works undertaken by the commissionRER) highlighted incredible statistics
on university failure and decline (Benramdane, 200fthcoming title). One of the major
points questioned by the reform was whether theausity and high school curricula were

adequately linked. This is the very question weediin advancing our hypothesis.

5. Adequacy of High School and University Curricula

Our main point of investigation in the process omparison of the two curricula will
be on Grammar and Written Expression. The testpsiagarily built on the grammatical items

relating to the knowledge of the students of thglish structure and their performance in it.

5.1. The High School Curriculum

As we analyzed the different textbooks used in tsghool in Chapter 5, several

features emerged:

1. There should be a balance among the skills, artt thesign should follow an
increasing path. It has been mentioned that thibdeks lacked such a balance, and
that the most preferred skill was reading becausth® final exam ultimate goal.
Research has demonstrated that that the skillddhouonger be looked at as separate
entities that target separate aims. Owing to thiitonde of sub-skills they are made of
and which are in connection with other various dtgm realms, the skills are,

nowadays, assumed to be constituting a whole wénezey part is linked to the other
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one and cannot stand on its own. We saw, too,ttleahew textbooks are responding

quite well to this scheme.

2. The selection and grading of the linguistic itesh®uld be in conformity with the
spirit of consolidating the evolving knowledge dfetlearners. They must suit the
learners and respect them in terms of contributntpeir gradual involvement in their
learning process as well as allowing them to rexyhkir acquisitions. Moreover, it
was found that the tasks or activities were notiedaenough to sustain learner’s
interest. One minimal aspect of learning, whickhes use of dictionary, is not covered
at all in the textbook. The grammatical points aged in the textbooks follow a
curious pattern: the present tense (as a teacluoi)ps present everywhere (in the
three textbooks), the conditional tense is taugliore the future, etc. This recurring
pattern which should have helped learners to memagrammar once and for all, in
fact will turn out to be a disservice to them.sltuseless to insist on grammar points as
it was done in the three textbooks, when ways atheng them is unsuitable: rules
lack contexts. Tenses should themselves be giwspeaial treatment, when we know
that Arabie- the Algerian learner’s first language in educatamoes not display so
many tenses as French or English. In addition, téx¢book designers appear too
ambitious at times and less ambitious at othensiestasks seem to be very difficult
while others are of such simplicitythey could be tackled by pupils from lower

grades.

3. As it has been observed in Chapter 5, texts are meeting the learners’

expectations, needs, and interest. We would hapeoted texts by which learners
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would be stimulated. In a nutshell, contents shaaldly motivate learning, and push
learners to be eager to open their books. As ibleas shown in the readability scores,
they are at times too difficult, and at other tinbes easy; this path should have been
gradually of increased difficulty; texts are sommeds authentic (though their
appearance is not), but most of the time unauthe@tiestions related to texts rely too
much on the reproductive style: learners had t& Iback to the texts in order to
answer; the learning experience eventually favoorgine. The creative style was
seldom stimulated. This kind of learning leadsdssilisation: it not only prevents the
fostering of learners but also leads students soedard the language in question. A
group of secondary school, interviewed by Benhd®emaoun (1998), said they never
revise their English lessons on the grounds thr@ida languages were a gift: we either
possess it or not! (This characteristic—not revieyiectures—is equally observed in
many students at the university). The discoursdysisaof texts leads us to conclude
that learners are not presented with the diffensnting varieties: the only style
advocated was narration. Discursive styles as aggtation, for instance, appear in
neither the textbooks nor the English examinationthe baccalaureate. Students in
most Algerian schools are used to what is refeteeth French as "Explication de
Texte" techniques through which a passage is eepldrom the grammatical and
lexical point of view. No attempt to help studedtsselop reading strategies is made.
The methodology adopted is teacher-centered. Reggséing, which is an integral
part of the Algerian system of education, is modede this approach, and therefore

students are indirectly forced to learn, not fag sake of learning, but rather to secure
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passing marks. It is clear that within such an atlanal framework, the learner is a

passive recipient of knowledge.

4. Time allocation of English in high schools: wevsa the previous chapter that time
allocation for English in the different streamsnet given its own right: literature
streams should have more exposure than the saestitams. The new programs,

however, have adjusted the number of hours devtotEaglish.

5.2. The University Curriculum

5.2.1. Grammar in the University Syllabus

The Grammar syllabus, as we mentioned earlier wieipresented the items used in
the proficiency test consists of different featureanging from articles, prepositions,
adjectives, adverbs to the various English tensethe original program, these points were
not taught: grammar consisted in relative, sub@atéinand restrictive and non restrictive
clauses, sentence patterns, conditional and suiadedimoods; modals (should, ought to,
might, dare, etc.) were introduced, too. Changesimed gradually which made teachers
orient grammar towards first the most basic rulkesying the points described previously to a
later stage, stage which never took place. Gramstaught during the first two years and

since most of the time they were not yet mastaesthers had to deal with them again.
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5.2.2. Written Expression in the University Syllabus

We taught Grammar and Written expression in the 7@ and then again in the early 90s.
So it is according to these two experiences thataveenow dealing with the issue. In the
1980s, in written expression modules, students warght analysis and synthesis, summaries,
note-taking from books, book reviews, etc. Whereaasyadays, writing concentrates on
teaching students techniques: from the sententleetparagraph, and from the paragraph to
the essay. The students in the 80s did not nead ttey were already equipped with the
writing techniques, and they needed only some eafients and a deeper knowledge of styles.
In the 1990s and even in the 2000s, students wetaie still taught the different discursive

styles: how to argue, exemplify, compare and csehtaescribe, etc.

The causes of the difficulties students encountéh In Grammar and Written expression
are, according to our point of view, the lack ddding, the lack of writing habits, and lack of
knowledge background. However, these shortcomingsat to be related to English, which
is the third language students learn, but have tipeiunds in Arabic, first. Theoretically,
Algerian students are supposed to be literateair ttl (Arabic) and L2 (French) even before
taking English as a foreign language. However, iptesresearch on Arabic (Taleb-lbrahimi,
1995) and on French (Miliani, 1998) has shown thay do have problems with reading and

writing. It is this “problems heritage” that studeioring with them to English.

» Lack of reading: lack of reading competence isr@wer that has a unanimous support

among university teachéPsAlderson (1984) investigated the question of Wwaeteading in a

% cf. Appendix IV page XXXIV.
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FL is a reading problem or a language problem. foh@er is referred to in the literature as
the Threshold Hypothesiand posits thain order to read in a second language, a level of
second language linguistic ability must first béni@ved(Bernhardt and Kamil, 1995:17). The
latter, however, is termed thenguistic Interdependence Hypothesisd posits thateading
performance in a second language is largely shavéti reading ability in a first language
(ibid.: 17). Alderson dp.cit) has looked into both hypotheses in previousamteand has
come to a tentative finding claiming that readin@iforeign language is both a language and
a reading problem, but it is more a language probler FL learners with low linguistic
proficiency. However, he points out that furthertinoglological measures need to be taken;
particularly providing the missing information obrdrolling the same individuals reading
ability in L1 and L2, and the L2 or FL proficiencyaking this missing information into
account, Carrell (1991) investigates the same puredtarting with the premises of an
equation stipulating that:

L2 Reading = L1 Reading + L2 Language Proficiency

She has confirmed her equation as she writes that:

both first language reading ability and secomahguage
proficiency have significant effects on second legg reading
ability (ibid., :167).

Researchers generally distinguish between two tygdegquestion, lower-order and
higher-order questions (or textually implicit/ exjt). The distinction is made with regard to
the mental operations involved in answering eithiethe two types. Higher-order questions
are thought provoking, whereas lower-order onesanmenon surface-level understanding

(Bloom, 1956). In conjunction with the lack of ar#l thinking, reading assessment in both
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the textbooks and the baccalaureate exams predothyifavored the lower-order questions.
Algerian learners are not trained well enough t&klacomprehension levels beyond the literal

/ lower-order level.

Research has proved that there exists a closerehtp between reading and writing.

« Lack of writing habit®": Krashen (1984) argues that the reading exposuhigh is
not assigned reading, indirectly increases the etemge in aspects of literacy as it enhances
reading comprehension, builds vocabulary, impravesng style, and develops grammatical
competence. He backs up his view with empiricatlistsl which support the role of different
types of reading in the aforementioned aspectsthS(®B83) holds the same point of view
when he writes that .it could be only through reading that writers leaait the intangibles
that they know(1983: 558). Hafiz and Tudor (1989) take Krash€h%89) premises as a
starting point in a research they carried out aedlgroups of learners. These premises posit
that extensive reading for pleasure is consideydxktthe main source of acquiring, rather than
learning, the skills of writing. The two researchéhen validate these premises and have
found that their experimental group significantiytgerformed their two control group peers
after a three-month interval, particularly in wngi This is due to (1) their exposure to lexical
and structural patterns and (2) the positive atéitthey have developed towards the target

language as established by reading for pleasure.

We can say that on the one hand, students in ttendary school system may not have
adequate prerequisites for performing well in wgtiand on the second hand, that they may

even leave university with writing / composing tethproblems.

97 cf. Appendix IV page XXXIV.
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» Lack of background knowledge: pupils in their tigla to Arabic textbooks and books
are deprived of culture (Taleb-lbrahimi, K., 2008p when they encounter English or any
other language, they are not equipped with necgessawledge to comprehend the cultural
contexts of foreign languages, which we saw eaitlietextbook analysis, finally lack. It is
essential that cultural components receive thareslof attention either in English or Arabic.
The Inspector of English of the Wilaya of Constaatifrom whom we picked up much
information, and to whom we told our concern abti lack of culture answered : “Why
should we expect English courses to explain who ®hakespeare, Twain, Achebe, or
Hemingway?” She meant that in the past, pupilsengdneral cultur which allowed them to
know various writers and their books, and when teeayered English classes, they were

already equipped with knowledge of foreign cult(ge

Finally, it turns out that Arabic is not playingststructuring function: the cognitive and
language operations and their linguistic verbalwet-analysis, synthesis, criticism,
demonstration, generalization, reformulation, epatation, etc. — are absent in the Arabic

courses (Benramdane, 2007, forthcoming title).

On the basis of the overall remarks, we can comclhdt there must be a change to be
operated at the level of the syllabuses and tekthobd English. A change has already taken
place with the new reform, and we have noted thatnew programs together with the new
textbooks, though suffering some limitations, appeapromise a better future to English.
However, our concern so far was over the teactgagiing of English but the greatest and

essential change which should take place is witib#s:

% Cf. Appendix IV page XXXV.
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Conclusion

Through the results, we can come up with the camfuthat as regards the investigation
work done, the standards have actually declinednEe, such an assertion must be backed up

by some factors which have shaped the university:

« The dethronement of English from a privileged fiigteign language to a second one, in

intermediate and high schools,

« The population which enrolls in the English Depatim we saw earlier that the largest
proportion is represented by the Sciences streelosgly followed by the Literature streams;

whereas Foreign Languages, though the most quhligieresent only a small proportion,

« The gap between the university and the high schawicula,

« The interlingual transfer: arabized students ndljurafer to Arabic (L1lin education) in the
learning of English. The analysis of the errors enhg students in test enables us to suppose
that students were operating a transfer from fiivsirlanguage in education, a negative one in

this case. There exist writing difficulties andfdiences between English and Arabic,

« The lack of interest for English on the part ofd&nts, particularly those from Arabic
Literature and Sciences streams, whose primaryecanghen they were in high schools was
either Arabic literature and culture for literaryreams or sciences and mathematics for

scientific streams,

422



- The discrepancies observed in the time allocatimtriduted to the different streams:
Literature and Sciences are given three hours & weleereas Foreign Languages are given

four, though English as a university disciplin®sen to everyone, (cf. table 117):

Stream Sciences Literature Foreign Languages

Number of Hours/week 2/3/3 3/3/3 3/4/4

Table 117 :Time allocated to English in Secondary schools (Forer programs). (' Year/ 2" Year/ 3¢
Year)

Time allocation has been adjusted in the new progréo fit foreign language learning

requirements:

Stream Sciences Literature Foreign Languages

Number of Hours/week 3/3/3 4/4/4 4/5/4

Table 118 : Time Allocation to English in SecondangBchools (New Programsj1® Year/ 2™ Year/ 3° Year)

However, we maintain that such an allocation fotetdature streams is still below the

requirements.

«  When students reach university they lack linguisatmpetence (reading, writing, and oral)
and cultural awareness of the foreign languageause of factors such as the textbooks not

responding to their needs, level, and interest,

- The students do not meet their teachers’ expeotgtiparticularly in terms of autonomy

and responsibility, and study skills,

423



« When students enroll in the English Department, liEhgis not necessarily their first

choice; thus some of them may lack motivation.

To these features, we may add the specific unityecsintext which does no comply
with the general norms, as for example, the legroonditions and library facilities. These are

some of the features which combined with each atbetribute to the decline of standards.

Overall, the results we obtained through our ingasibn confirmed our hypotheses which

are:

1. Would secondary school terminal education in Ehghsatch university curricula as it
would appear that students enroll in the Englispadenent without the required
overall language ability?

2. Would high school textbooks meet the students’ irequents and needs in terms of
contents, tasks, and balance of skills?

It would seem that because of the above state fafraf the standards in English at

university are declining.

The results we came to with our field investigatalow us to confirm our hypotheses.
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Pedagogical Recommendations

This study has investigated the scoring of lingaigtoficiency. It has thereby revealed
that the students' weaknesses can in fact be ttmmgdto both language problems and reading
problems. Thus, it is desirable to train studentshe use of effective strategies that allow
them to overcome linguistic problems. It is equalBsirable to introduce some higher order
guestions, mainly from early stages of languageleg. Algerian students, in particular, need

adequate and systematic training to tackle reatiatgrials.

Teachers, together with textbook designers, shoptidor developing learners' abilities
to read critically. Some teachers of English (oe thasis of textbooks) still favor the
supremacy of a text over what it can be used feachers who adopt this model make their
students not only stick to the reading text bub dislieve, though implicitly, in an absolute
meaning of a text. These are teachers who oftéridaask higher order questions. On the
contrary, teachers who do ask such questions gepair students to play their role as active

negotiators of meaning.

It is also important that syllabus designers andenss writers integrate the
rhetorically-oriented aspects of writing and malesiaus aspects of writing their main focus

in materials written for EFL students in general.
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One of the implications of this study is that theteould be co-ordination between
University English teachers and those of secondahools so that learning takes place

between the needs of the school students and dfics@iversity students.

Scientific stream students should be taught Engli€hsame way literature streams
students are, especially when these students dmeusssarily go on to higher scientific
studies (the relatively high proportion of thesadsints in the English department testifies this
assumption)Clapham (2000) argues that EAP (English for Acaddmirposes) testing, based
on the assumption that students will be advantégetking tests in their subject area where
they have background knowledge, is not necessprijffied and she later concludes that
subject-specific reading tests should be replacgdtdsts of academic aptitude and

grammatical knowledge.

The study needs to be replicated in some yearsrderao see whether the new
programs are really aiming at improving the staddaf both the secondary school and the

university students.

Among the shortcomings we observed in the analggishe Algerian textbooks,

greater priority in change should be given to:

- Topic coverage: textbook contents should cover agenlife and interests;
controversial and argumentative issues, up-datémnmation, contextualized
materials with educational values that are relevargociocultural aspects of
teenagers. In a word, they should attract the ststlattention in the sense that

they wantto read them.
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— There must be more activities which encourage bottaive learning, natural
and experiential interactions that help young pedpgl think critically and
personalize.

— Sources of text used in the textbooks should betioresd in order to push
learners to look for the books in question and rémin. We should provide
learners with everything that arouses interesea&ding, particularly since it has
been proved in this research (and many others)lieabackbone of success in
language learning (whether first, second, or farkitakes its roots from

reading.

At the end of a program, we need to evaluate whetioe objectives have been
achieved. The program must be evaluated intermaltgst whether it taught what it set out to
teach. It must equally well be evaluated extern@lget the learner's feedback. Here we check
whether the program was useful in that it met daerer's needs, and whether it improved the
learner's language proficiency. Both the learraant the teacher's feedback are significant for

they can lead to remedial work and, thereforehoitnprovement of the teaching program.

Clearly formulated objectives that are known tohbi@acher and learner will facilitate
the EFL teaching/learning task. To this effect, Bt objectives must be constantly revised

and improved, especially after the evaluation eftdaching program.

- Adequate teacher training must be organized ddymre competent teachers who will
ensure competent class teaching. Further trainingt tme introduced to enable the teacher to

develop their teaching skills in the light of reteteas and methods in ELT.
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- The ELT officials must help the teacher to haveess to the necessary information
about the new developments in the contributory igises. Moreover, the teacher must

basically show great interest in the learner.

Any model of ELT cannot succeed unless it is cdesiswith the educational planning
which specifies the ELT objectives and the way tdesching programs can be implemented.
There should be a certain harmony between the Hijéctives and the system of exams.
There is undoubtedly no ideal model or programIof Bbut we do believe that if the essential
conditions for success are met, i.e., if we havlingilearners, well-trained and devoted
teachers, and assistance from the educational ritteephigher learning achievement can be

obtained.

The last suggestion has to do with the outcomesest#arch which should not go
unnoticed in the teaching performance. Unless Adgeteachers and designers of English
textbooks take into account the findings of redeastudies conducted in Algeria, and

elsewhere, the effectiveness of their teachingandomes will be severely compromised.
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Conclusion

We started this thesis with an overview of varig@ssies in relation to education and
the interplay between the philosophical, psychaalgiand sociological foundations and
language teaching. We saw that language teachihgtler first or foreign) is closely linked
and influenced by the evolution of educational theso There have been attempts to
crystallize the theoretical views of language, ation, and language education into
prescribed teaching materials and strategies, ¢hods. The abundance of methods derived
from different theoretical standpoints. Linguistind language pedagogy have been swept by
crusades in which one teaching and/or testing agpr@r goal is argued to be inherently
superior to all others, to the exclusion of allesth It emerged from this chapter (Chapter One)
that most new approaches are rediscoveries of ettlads, as it has been shown with the new
technologies used in language teaching, for examfes methods, programs, curricula,
syllabuses, and textbooks are shaped by the ednahtiheories. We attempted to show,
subsequently, the application of these to the lgoakexts of education: the structure of the
Algerian university which took its roots in the onlzing France but which moved from the
status of a colonized to an independent country anduch developed its own view of
education and gave it an Algerian personality (@&ragwo). However, the educational
system did not develop without difficulty: diffidigs mainly related to the language of

education, Arabic; arabization did not prove toefffecient, French is still much present in the
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educational scene (Chapter Two). The theoreticdllp@ the ground for the practical details

presented in the two last chapters.

We, then, moved to the analysis of the textbooksdus English in the Algerian
educational system. Our further step consistedaiiheging data on students enrolled in the
Department of English Language to whom we submidtgelstionnaires and tests in order to
compare them to their counterparts from 1996. Hsalts we obtained from these chapters
have provided the background from which we prop@sedt of pedagogical implications. The
analysis of textbooks together with the field woslke carried out enabled us to draw

conclusions in the direction of our hypotheses.

Lying at the heart of our research was a concernafaiscontent on the part of
university teachers with the standards of studentsring the English department. To address

this problem, we have sought to put forward théofeing hypotheses:

1. Would secondary school terminal education in Ehghsatch university curricula as it
would appear that students enroll in the Englispadenent without the required
overall language ability?

2. Would high school textbooks meet the students’ irequents and needs in terms of

contents, tasks, and balance of skills?

It would seem that because of this state of affélwes standards in English at university are

declining.

In Chapter Five, we have come to the conclusioh ttiea process of textbook design

and renewal, as well as the syllabus design anéwan are not based on objective
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considerations. In terms of the content of thesewte noted particularly the lack of foreign
culture in the textbooks. In relation to languagstems, we noted that there was no balance in
terms of distribution of tasks which are devotedhiem. Furthermore, the questions relating to
texts showed to be of the reproductive type premgrthe development of creativity within

learners either in the reading or the writing peses.

Through our investigation (Chapter Six), we weréedb put to test our main concern
of the present research: the standards of studantdling in the English Department. It turned
out that our concern was really grounded despientiany limitations our experiment may
have entailed. The students enrolled in 2005 ngakthe population of our research proved
to score less than their 1996 counterparts. Thepacative study (scores in each of the tests,
the item facility, and the overall comparison) skdwconsistent gaps between the two
samples: both groups of students found easinedgfimulty in the same items, even though
the 1996 students scored much better. The anailf/siee errors made by students in the tests
enabled us to suppose that students were operatirensfer from their native language, a
negative one in this case, and to suggest thailifag®n has taken place in their learning

process. The error analysis should be taken imsideration in the design of the syllabuses.

In addition to these results, the present studyatss indicated that the new programs
and textbooks, beside the fact that there was repapatory pilot study to their

implementation, require some adjustments, espgdraterms of cognitive overload.

The weaknesses of Algerian learners of Englishdanegal and the students of the
English department more specifically can be atteduto various factors: lack of pertinent

information on the part of school graduates whay tjoin university; gap in the school and
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the English department curricula, lack of the targmguage environment (newspapers or
magazines related to students’ interests) andedwnérs’ lack of motivation. The continuing
dissatisfaction with the performance of students Bnglish courses suggest meager
development of productive skills, a low input oketheceptive skills, lack of background

knowledge and inadequate learning strategies &etsity level.

The size of the class does have an impact on feetedf learning and teaching. The
average number of students in classes is betweean8548° both in high schools and
university. The circumstantial factors like clasgesand limited teaching hours not only
negatively affect students’ learning but have asompact on the usage of a well-designed
textbook. Large class size is an urgent problent tieeds to be solved by educational

authorities.

Finally, as some researchers in different fieldsehamphasized, English is not the
only discipline where change should take placeDfebbar (1996) states, the first change to
be brought concerns the teaching of Arabic andnibslernization in terms of contents and
culture. We saw in Chapter Five and Chapter Six shadents reach university deprived of
what represents the core requirement of foreigguage: reading, writing, and background
knowledge and thus culture. This picture is to beatlened to every language learning, from

Arabic, through French, to English. As Lacheratipently remarked:

When books begin to play their part ... and circuléte
blood through the veins, and when the school #rike

tirelessly at ignorance and lingering superstitiprieen

**In 2006/07, it was found that groups in the firsayof English were made up of 50 students.
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the society can aspire to the upper forms of celtur
schooling education all out literacy work, givinggple
some idea however elementary, of the modern wartt a
in particular, its underlying spirit —these are serof the
paths that lead more surely to cultufgacheraf, quoted
by Skandel’®, 1972).

Reading is of paramount importance in any languegming. The Algerian learners,
because of the design of the educational progratishwhave until now disregarded the
cultural contents of textbooks (be they in firgcand, or foreign language), prove to be poor
learners, mostly because of a lack of reading (hakd@yat, 1997) and an inadequate

knowledge of vocabulary (Laraba, 2007).

In addition to these issues, there remain a langmber unresolved regarding the
effects of instruction and classroom interactiondearners. If one conclusion is to be drawn
from the research is that much more research rentairbe conducted to determine how
language learning may improve in the classroomoigin our study, we tried to take into
consideration the curriculum and the textbook,thate exists a hidden curriculum that ought
to be given total substance (being more importaan the curriculum itself), in a classroom
observation, for instance. L.M.D. programs, cudacand syllabuses were conceived in order
to better respond to the students’ needs andltm fihe lack of correspondence between the
secondary and the tertiary cycles. However, upstresome adjustments were implemented
too. In 2010, students who followed the renewedesygswould be candidates to university.

Would there be a complete match or would we witreggher conflict?

100 skander fails to mention the references in retetioLacheraf.
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Our research remains open to any further developrtieat would deal with the
evaluation of the new programs along with the ogtion of the experiment in the

forthcoming years.

BIBLIOGRAPHY

Achour, K. & Salmi, M. (2003)The New MidlinesAlgiers: National Institute of Education.
Adams, Sir John. (1912)he Evolution of Educational Theoyondon: MacMillan.

Alderson, J. C. (1979). The Cloze Procedure andidrenocy in English as a Foreign
LanguageTESOL Quarterly, 13219-227.

Alderson, J.C. (1984). Reading in a foreign langua§y reading problem or a language
problem? In Alderson, J.C. & A.H. Urquhart (EdRgading in a Foreign Languag@p 125-
135). New York: Longman.

Alderson, J.C. (1992). Guidelines for the Evaluaind Language Education. In Alderson, J.C.
& Beretta, A. (eds).Evaluating Second Language Educatidpp 274-304).Cambridge:

Cambridge University Press.
Alderson, J.C. (2000Assessing ReadinGambridge: Cambridge University Press.

Alderson, J.C. & Banerjee, J. (2002). Languageingsand assessment (Part Ranguage
Teaching, 3579-113. Cambridge University Press.

Alexander, L.G. (1967).Developing Skills: An integrated Course for presimediate

studentsLondon: Longman.

Alexander, L.G. (1967)Practice and Progress: An integrated Course for-jmermediate

studentsLondon: Longman.

Allwright, R.L. (1981). What do we want Teaching tdaals for?ELT Journal.lssue 36/1, 5-
18. Oxford: Oxford University Press. (Reprinted Rossner R. & Bolitho R. (Eds) (1990)
Currents of Change in English Language Teachiwford: Oxford University Press).

434



Allwright, R.L. & Lenzuen, R. (1997). Exploring mtéce: Work at the Cultura Inglesa, Rio de
Janeiro, BrazilLanguage Teaching Researdh(1), 71-79.

Alptekin C. & Alptekin M. (1984). The Question ofuture: EFL teaching in non-English-
speaking countrie€LT Journa) 14-20. Oxford: Oxford University Press.

Alptekin, C. (1993). Target-language culture inLERaterials.ELT Journal47/2, 136-143.
Oxford: Oxford University Press.

Arab, S.A. (2005)At the CrossroadsAlgiers: National Institute of Education.

Arab, S.A., Ameziane, H., Khouas, N., Louadj, K. R8che B. (2005)Spot-light on English

3. Algiers: National Institute of Education.
Arab, S.A. & Riche, B. (200610n the MoveAlgiers: National Institute of Education.

Auerbach, R.E. (1995). The politics of the ESL stasm: Issues of power in pedagogical
choices. In James, W. Toffelson (E®Ppwer and Inequality in Language Educatid¢pp 9-

33). New York: Cambridge University Press.
Austin, J. (1962)How to Do Things with Word€ambridge MA: Harvard University Press.

Bachman, L.F., 1985. Performance on Cloze Testls Ritted-ratio and Rational Deletions.
TESOL Quarterly, 19p 535-556.

Bachman, L. (1990)Fundamental Considerations in Language Testi@xford: Oxford
University Press.

Bailyn, B. (1960).Education in the Forming of American Societyniversity of North
Carolina Press.

Barkat, M. (1980)L’Orientation, 'Echec et la Réussite des Etudiadts £ Année dans
'Enseignement Supérieur a I'Université de Congtaat Unpublished Magister thesis.

University of Constantine.
Baudelot, C. & Establet, R. (198%e Niveau MonteEditions du Seuil.

Baudelot, C., Leclerq, F., Chatard, A., Gobille, B. Satchkova, E. (2004). Les effets de

I'éducation. Ecole Normale Supérieure, Paris.

435



Belkaid, M., Belgaid, N., Belhouchet, F.Z., Boualaf, Guedjoudj, W., Kaci, F., & Rabet, L.
(1984).Spring OneAlgiers: National Institute of Education.

Belkaid, M., Belgaid, N., Belhouchet, F.Z., Boualaf, Guedjoudj, W., Kaci, F., & Rabet, L.
(1984).Spring TwoAlgiers: National Institute of Education.

Bencheikh, J. (1977). Ecriture et idéologlees Temps ModernedN° 375 bis, 355-377.
(Quoted by Grandguillaume, 1983).

Benghabrit-Remaoun, N. (1998). Rapports a l'inbtu scolaire chez les lycéens de
terminalesInsaniyat, Vol. 1l/3.Centre de Recherches en Anthropologie Sociale kti€lie
(CRASQC).

Benghabrit-Remaoun, N. (2003tléments de Réflexion sur I'Enseignement Supérssur
Algérie.Réunion du Comité Scientifique Arabe. Le Caire-143Mai 2003.

Benhassine, M.L. (1998). Relations pédagogique eetretherche. Examen critique d’une

pratique, a partir de I'enseignement d’éconorbigniversité aujourd’hui 113-140.

Benrabah, M. (1999).angue et Pouvoir en Algérid¢listoire d'un traumatisme linguistique.

Paris, Séguier.

Benrabah, M. (2002). Ecole et Plurilinguisme enékig: un exemple de politique linguistique

négative Education et Sociétés Plurilingues, . 73-80.

Benramdane, F. (2001). Le marché des langues darlgges du marché ? Eléments pour une
méthodologie du projetMondialisation et enjeux linguistiques: quelles daes pour le
marché du travaiActes de la Journée d’Etudes organisée le 5 A@dI12au CREAD, Alger.
155-164.

Benramdane, F. (2007, forthcoming title). Représt@émts, partenariat des langues et question

de pédagogie en milieu plurilingue : le cas du Magh

Benson, P. & Voller, P. (Eds) (1997Autonomy and Independenddarlow Honk Kong:

Longman.

Benson, P. (2001)Teaching and Researching Autonomy in Language limgripplied

Linguistics in Action Series. London: Longman.
436



Benzian, A., Bouakkaz, H. & Hadjidj, B.S. (199Qomet. Algiers: National Institute of

Education.

Bereiter, C. & Engelmann, S. (1966)eaching disadvantaged children in the preschool
Englewood Cliffs, NJ: Prentice Hall.

Bereski, K.E.S. (1985). Statistiques : Bac 1985REI’Anglais. (Cited by Guesbaoui, 1986).
Bereski, K.E.S. (1998My New Book of EnglistAlgiers: National Institute of Education.

Bereski, K.E.S. (1993 until 2001My Book of English 1, 2, 3, 4, 5, 6, 7, 8, Algiers:

National Institute of Education.

Beretta, A. (1992a). Evaluation of language edocatian overview. In Alderson J.C. &
Beretta, A. (Eds.),Evaluating Second Language Educatjon(pp 5-24) Cambridge:

Cambridge University Press.

Beretta, A. (1992b). What can be learned fromBhegalore Evaluation? In Alderson J.C. &
Beretta, A. (eds.) (pp 250-271).

Bernhardt, E. B. & Kamil, M. L. (1995). Interpretjnrelationships between L1 and L2
reading: Consolidating the Linguistic Threshold atige Linguistic Interdependence
HypothesesApplied Linguistics, 16,115-34.

Bernstein, B., (1971a)Class, Codes and Control, Volume Ohendon: Routledge and Paul

Kegan.

Bernstein, B., (1971b). On the classification &maghing of educational knowledge. In Young
M.F.D., (pp 47-69).

Bernstein, B., (1973).Class, Codes and Control, Volume Twondon: Routledge and Paul

Kegan.

Bernstein, B. (1975)Class, Codes and Control, Volume Threendon: Routledge and Paul

Kegan.

Bloom, B., Engelhart, M., Furst, E., Hill, W., Kratohl, D. (1956) Taxonomy of Educational
Objectives: Cognitive DomainNew York: Longman. (Cited by Sosniak, L.A. 1994.

437



Educational Objectives: Use in Curriculum Developtmén The International Encyclopedia
of Education (pp 1800-1804).

Bobbit, F. (1918).The Curriculum.Boston: Houghton Mifflin. (Cited by Pratt D. & Shor
E.C., 1994).

Boubekeur, F. (1999). Evaluating University edumati graduates give their views’,
ProspectsVol. XXIX (2), 281-296.

Boudellia-Greffou, M. (1989)."'école algérienne de Ibn Badis a Pavléger, Laphomic.

Bouhadiba, F. (2004). La question linguistique dgéfie: quelques éléments de réflexion
pour un aménagement linguistique. In DakhliaTdames de Langues: Usages et métissages

linguistiques dans I'histoire du Maghrefpp 497-507)Paris: Maisonneuve et Larose.

Bourdieu, P. (1966). L’école conservatrice. Lesgalités devant I'école et la cultuRevue
Francaise de Sociologi&(3), (pp 325-347). [197@ontemporary Research in the Sociology of

Education.London: Methuen]

Bourdieu, P. & Passeron J.C. (1970).reproduction : éléments pour une théorie duesyst

d’enseignemenParis, Minuit.

Bourdieu P. & Passeron J.C. (197Rgproduction in Education, Society and Cultlrendon
and Beverly Hills: Sage.

Bourdieu P. & Passeron J.C. (197%he Inheritors, French Students and their Relation
Culture. The University Chicago Press. Published originaly.es Héritiers, les Etudiants et
la Culture.1964. Paris : Les Editions de Minuit.

Bowles S. (1972). Equal education and the reproglucif the social division of labour," in
Martin Carnoy (ed.),Schooling in a Corporate Societypp. 36-64). New York: David
McKay, Inc.

Braik, S. (2003). Le Francais en Algérie : élémedgsréflexion pour la mise en place d’'un
observatoire. Irsituation et Politiques linguistiques et Educativ@sganisation Internationale
de la Francophonie (Beyrouth, Liban, 9-11 Décen2i@3). 37-54.

438



Breen, M. P. & C. N. Candlin (1987). Which matesialA Consumer’s and Designer’s Guide.
In Sheldon, L. E. (ed.) 1987ELT Textbooks and Materials: Problems in Evaluatemd
Development. ELT Documents 1263-28. London: Modern English Publications and the

British Council.

Breen, M.P. (1987). Contemporary Paradigms in By#aDesign (Part Two)Language
Teaching20/3. Cambridge: Cambridge University Press.

Broughton, G. (1969)Coursebook One, Success with Englislarmondsworth: Penguin

Books.

Brown, J. D. (1980). Relative merits of four methotbr scoring cloze testdModern

Language Journal, 6311-317.

Brown, J. D. (1995).The Elements of Language CurriculufBoston: Heinle & Heinle

Publishers.

Brumfit, C.J. & Johnson, K. (Eds) (1979he Communicative Approach To Language

Teaching Oxford: Oxford University Press.

Buchmann, C. (2002). Getting ahead in Kenya: Socmpital, shadow education and
achievement. In Fuller, B. & Hannum, Bc¢hooling and Social Capital in Diverse Cultures.
(pp 133-159). Oxford: Elsevier Science Ltd.

Byrd, P. (2001). Textbooks: Evaluation for selectiand analysis for implementation. In
Celce-Murcia (Ed.);Teaching English as a Second or Foreign Languddnerd Edition (pp
415-427). Boston: Heinle and Heinle, Thompson Lieayn

Cameron, K. (1999) Introduction. In K. Cameron JedCALL: media, design and
applications(pp. 1-10). Lisse: Swets & Zeitlinger. (Cited byuBa, P. 2004)

Canale M. & Swain M. (1980). Theoretical Bases anunicative Approach to Second
Language Teaching and Testidgplied Linguistics 11-47.

Carrell, P. L. (1991). Second language reading:dReaability or language proficiency?
Applied Linguistics, 12, 2L59-179.

439



Chapelle, C. A., & Abraham, R. G. (1990). Cloze Imoet: What difference does it make ?
Language Testing, 121-146.

Chomsky, N. (1966). Linguistic theory, in R.C. Meddd.), Reports of the Working

CommitteeNortheast Conference on the Teaching of Foremmguages, New York.

Clapham, C. (2000). Assessment and testmgual Review of Applied Linguistics,, 2647—
61.

Clarke, D.R. (1989). Materials and Adaptation: Wéave it all to the teacheELT Journal,
43/2, 133-141. Oxford: Oxford University Press.

Coleman J.S., et al, (1966tquality of Educational OpportunityWashington, DC: U.S.

Government Printing Office.

Coleman, H. (1985). Evaluating Teachers’ Guides:tBachers’ guides guide teachers? In
Alderson G.C.Lancaster Practical Papers in English Language Eadion 6 : Evaluation.
Oxford: Oxford University Press. (Cited by Cunnimgsth, A. & P. Kusel, 1991).

Colonna, F. (1975).Instituteurs Algériens, 1883-1939Alger: Office des Presses

Universitaires.

Commission Nationale de la Réforme de I'Educatit®/(Q).Rapport de la Sous-commission
Démocratisation de I'Enseignemef’ Juillet 1970, pp 10-26. (Cited by Kadri, A. 1992).

Commission Nationale de la Réforme du Systeme Edlu¢@NRSE). (2001)Les Langues,
pp 115-127. Unpublished document.

Cook, V. J. (1983). What should Language TeachmgtoutZELT Journal 373). 229 -234.
(Cited by Littlejohn, A. & Windeatt, S., 1989)

Corder, S. P. (1974). The significance of learn@sbors. In Richards, J.C. (Edgrror
Analysis pp 19-30. London: Longman. Reprinted fréRAL, Vol. V/4, 1967

Cremin L. (1976)Public EducationNew York: Basic Books. (Cited by Halls W.D., 1994)

Cummins, J. (2002). The potential of ICT to promatademic language learning. In A.
Dimitrakopoulou (Ed.)Proceedings of the 3rd International Conferenceféhmation and

Communication Technologies in Educatio(pp. 55-64). Rhodes: University of the Aegean.

440



Cunningsworth, A.(1984). Evaluating and Selecting EFL Teaching Materialondon:
Heinemann.

Cunningsworth, A.(1995Xhoosing your Coursebookxford: Heinemann.

Cunningsworth, A., & Kusel, P. (1991). Evaluatiegthers’ guide€LT Journal. 45/2128-
139. Oxford: Oxford University Press.

Daoud, A.M. & Celce-Murcia, M. (1979). Selectingdaevaluating textbooks. In Celce-
Murcia, M. & Mcintosh, L. (Eds.Teaching English as a second or foreign langugue302-
307).New York: Newbury House.

Davies, F. (1995). Introducing reading series. lart€, R. & D. Nunan (Eds)Penguin
English Applied Linguistic?enguin Books Limited.

De Corte, E. (1989). Acquiring and Teaching cogsitskills: a state-of-the-art of theory and
research. In Drenth P.J.D., Sergeant J.A., Takeds (Eds).European Perspectives in
Psychology; Vol. 1. Theoretical Psychometrics: Paaity, Developmental, Educational,
Cognitive, Gerontological. Wiley: ChichestéCited by Knoers, 1994)

De Queiroz, J.M. (1995).’Ecole et ses sociologieRaris: Nathan.
Dendrinos, B. (1992)The EFL Textbook and Ideolagdthens: N.C. Grivas Publications.

Derradji, Y. (2002). Vous avez dit Francais Langtiangére en AlgérieDes langues et des
discours en questioiGahiers du SLAAD, JActes des journées scientifiques, Constantine, 21,
22,23 Décembre 2002.

Dilthey, W. (1890)Selected WritingsEdition, translation and introduction by Rickm&tans
Peter.

(Dilthey) Hodges H.A. (1952)Selected Readings from his Works and an Introdaodb his

Sociological and Philosophical Workondon: Routledge and Paul Kegan.

Djebari, Y. (1998). L'Ecole de la FracturBéflexions: I'Ecole en débatlger: Casbah
Editions. 67-87.

441



Djebbar, A. (1996). Science, culture et patrimagneAlgérie,Alliage, issue 24-25Available
for consultation on websitéhttp://www.tribunes.com/tribune/alliage/24-25/djemn. [April
2004]

Djeflat, A. (1992). Algeria, in Burton, R. C. & ®leave (Eds)The Encyclopedia of Higher

Education.Volume One: National Systems of Higher Educatipp. 12-17). Pergamon Press.
Docking, R. (1994). Competency-based curriculdre-tig pictureProspectVol. 9/2 8-17.

DuBay, W.H. (2004). The Principles of Readabili®a August 2004. All Rights Reserved.
[August, 27 2006]www.impact-information.com

Dulay, H., Burt, M., & Krashen, S. (1982)anguage TwoNew York: Oxford University
Press.

Duncker K. (1935). On Problem Solvingsychological Monographs8 (5): 1-113. Cited by
Knoers A. (1994).

Durkheim E. (1956)Education and Sociologyranslated by Sherwood D. Fox. Glencoe, lll.,
Free Press.

Durkheim E. (1990)L’Evolution Pédagogique en Frandearis : PUF. (1938 °f Edition).
Durkheim, E. (1922). Education et Sociologie. PdidF.

Duru-Bellat, M. & Van Zanten, A. (20065o0ciologies de I'EcoleParis : A. Colin. (Third
Edition)

Duru-Bellat, M. (2002)Les Inégalités Sociales a I'Ecol@enése et mytheBaris: PUF.

Ellis, K. & Low, B. (1985).A Review of the Teaching Process in the Adult MigEducation

Program.Canberra: Department of Immigration and Ethnicak#.

Ellis, R. (1997). The empirical evaluation of laiage teaching materialELT Journal51/1,
36-42. Oxford: Oxford University Press.

Ennaji, M. (1988). Language planning in Morocco ahénges in ArabicThe International
Journal of the Sociology of Language, 2439.

442



Ennaji, M. (1991). Aspects of Multilingualism ingiMaghreb.The International Journal of
the Sociology of Language, &#25.

Entelis, J.P. (1981). Elite political culture andcmlization in Algeria: Tensions and
discontinuities".Middle East JournalVol.25,197-207.

Fishman, J. A. (1987)Language Spread and Language Policy for the Endaube

LanguagesGeorgetown University Round Table.

Fishman, J.A., Cooper, R.L.,, & Conrad, A.W. (197The Spread of EnglishRowley

(Massachusetts) Newbury House Publishers.

Flesch, R. F. (1948). A New Readability Yardstid&urnal of Applied Psychology, 321-
233. (Cited by McLaughlin, 1974)

Flieller, A. (1999). Les compétences et les perforoes cognitives dans I'évaluation scolaire,
in Bourdon, J & Thelot, CEducation et Formation. L’Apport de la Recherche &olitiques
Educative. (pp 187-200). Paris: Editions CNRS.

Florent, J. and C. Walter. (1989). A better roleMomen in TEFLELT Journal 43/3.15-24.

Oxford: Oxford University Press.

Fotos, S.S. (1991). The Cloze Test as an Integratileasure of EFL Proficiency: A

Substitute for Essays on College Entrance ExanangflLanguage Learning, 40/11-21.

Freire, P. (1970)Cultural Action for FreedomLondon: Penguin Books. (Cited by Littlejohn,
A. & Windeatt, S., 1989)

Freire. P. (1985)The Politics of Education: Culture, Power and Liagon. South Hadley,

Mass.: Bergin-Garvey.

Fries C.C. (1952)The Structure of EnglishAnn Arbor, Michigan: The University of

Michigan Press.

Fry, E. B. (1968). A Readability Formula That SaV¥@se, Journal of Readingl1. 513-516.
(Cited by Johnson, C. K. & Johnson, R. K., 1987)

443



Fry, E.B. (1977). 'Fry's readability graph: clarétions, validity and extension to level 17/,
Journal of Reading, vol. 21, School of Educationpe® University. Available for

reproduction fromhttp://justen.blogspot.com/2006/01/reproducibledrgphs.html
Fry, E. B. (1989) ‘Reading formulas— maligned balid’, Journal of Reading32, 292-297.

Gallagher, C.F. (1968). North African problems gmdspects: Language and Identity. In
Fishman, J.A. & Ferguson, C.ALanguage Problems of Developing Natio(1%129-150)

New York: John Wiley and Sons, Inc.

Garinger, D. (2004). Textbook evaluatidiEFL Web Journal, IRetrieved March 28, 2004

from http://www.teflweb-j.org/vinl/garinger.html

Gearing, K. (1999). Helping less Experienced TeecteEvaluate Teachers’ Guid&sd.T
Journal53/2, 122-127. Oxford: Oxford University Press.

Gilmore, A. (2007). Authentic Materials and Autheity in Foreign Language Learning.
Language Teaching0/2, 97-118. Cambridge: Cambridge University Press

Goblot, E. (1930)La Barriére et le NivealRaris: Alcan.

Gordon D.C. (1978)The French Language and National Identiiouton Publishers, The

Hague, Nederland.

Gramsci A. (1967). In search of the educationah@ple. (translation)New Left Review.
(Cited by Young, 1971)

Grandguillaume, G. (1979). Langue, identité et welt nationale au MaghrelReuples

Méditerranéens, 9B3-28.

Grandguillaume G. (1983)Arabisation et Politique Linguistigue au MaghreParis:

Maisonneuve et Larose.

Grandguillaume, G. (1984). L'Arabisation au Maghetkau Machrek. Les relations entre le
Maghreb et le MachrelGahiers du GIS, n°6CNRS, Université de Provence

Grandguillaume, G. (1995). Comment a-t-on pu eivarta ?Esprit, 208.Avec I'Algérie. 12-
34.

444



Grandguillaume, G. (1997). Le Multilinguisme dares ¢adre national au Maghreb, in
Colloque plurilinguisme et identités au Maghreb32Bublications de l'université de Rouen.
13-19.

Grandguillaume, G. (1998). Langues et représemstidentitaires en Algérie2000 ans
d'Algérig dir. J.J. Gonzalés. (pp 65-78).Carnets Séguais P

Grandguillaume, G. (2002). Les enjeux de la quaddies langues en Algérie, in Bistolfi, R. &
Giordan, H. Les Langues de la Méditerranéépp 141-165). Paris: Les Cahiers de
Confluence, L’'Harmattan.

Grandguillaume, G. (2004). Policy of Arabisation Fnimary and Secondary Education in

Algeria. (Unesco report)wivw.granguillaume.free fi{June 2005]

Grandguillaume, G. (2006). Langue Arabe en Algéiea Mayotte. Communication au
colloque sur le Bilinguisme a Mayotte, 20 au 24 $12006. On consultation from website:

www.granguillaume.free.fr [May 2006]

Gray, J. (1997). The ELT coursebook as a culturigfact: how teachers censor and adapt.
ELT Journal 54/3 274-281. Oxford: Oxford University Press.

Gregg, K.R. (1984). Krashen’s Monitor and Occaméz®,Applied Linguistic®, 79-100.

Gruba, P., 2004. Computer Assisted Language Leg{@ALL), in Davies & Elder (EdsJhe
Handbook of Applied Linguistic§p 623-648). Malden, MA: Blackwell.

Guerid, D. (1998). L'Université entre I'état etdaciété.L’'Université aujourd’hui.Centre de

Recherches en Anthropologie Sociale et Cultur2be36.

Guerid, D. (2001). Société Algérienne et Sciencesnbdines.Naqd, Mouvement Social et
Modernité, 13-43. (Special issue in tribute to Sakdkhi)

Guesbaoui, Z. (1986)Evolution de I'Enseignement de I'Anglais dans lecddel Cycle
Algérien. Unpublished Thesis, under the direction of Holec, Whiversity of Nancy I
(France).

Gunning, R. (1952)The Technique of Clear WritinlcGraw-Hill, N.Y. (Cited by Johnson,
C. K. & Johnson, R. K., 1987)

445



Haddab, M. (1983). Stratificatisnsociales et enjeux culturels dans la société Adgée.
Centre de Sociologie de I'Education et de la Caltu

Hafiz, F.M. & Tudor, I. (1989). Extensive Readingdathe development of language skills
ELT Journal, 43, 4-13.

Halimah, M.A. (2001). Rhetorical duality and Aralspeaking EST learner&nglish for
Specific Purpose20. 111-139.

Halliday, M.A.K. (1978).Language as Social Semiotimndon: Edward Arnold.

Halls, W.D. (1994). Contemporary History of Eduoatiin Husen T. & Postlethwaite T.N.
(Eds), The International Encyclopedia of Educatidpp 1056-1064). UK, Elsevier Science
Ltd.

Harbi, M. (1994). L'Algérie prise au piege de sastdire, Le Monde Diplomatique, Mai
1994 p. 3.

Hayane, O. (1989 ’Enseignement de la Langue Anglaise en Algériaudep962.Algiers:
Office des Publications Universitaires.

Haycroft, J. (1998)An Introduction to English Language Teachibhgngman.

Helot, C. (2002). First and second language legrimnearly bilingual education. Cognitive

theories and their implications for teach&tducation et Sociétés Plurilingues, 2333.

Heyns, B. (1986). Educational Effects: Issues imé&&ptualization and Measurement. In John
G. Richardson (Ed.}{andbook of Theory and Research for the Sociotdggducation,(pp
304-340). London: Greenwood Press.

Holec, H. (1979)Autonomy in Foreign Language Learnir@xford: Pergamon Press.

Holec, H. (1981). J. Vol.VI, No.11, Nov. 2000. Caogyt (C) 1995-2001 by The Internet
TESL Journalteslj@ge.aitech.ac.jp

Hopkins, D. (1989)Evaluation for School Developmemilton Keynes: Open University
Press. (Cited by Rea-Dickins, P. 1994).

Hullen, W. (2006). Foreign language teaching — @eno building on historical foundations

International Journal of Applied Linguistic¥ol. 16, No. 13-15. Blackwell Publishing Ltd.
446



Husen T. (1997a). Research Paradigms in EducatiorKeeves John P.Educational
Research, Methodology, and Measuremépp, 16-21). Cambridge: Cambridge University

Press.

Husen, T. (1997b). Educational research and poléyny In Saha, L.J. (Ed.),The
Encyclopaedia of the Sociology of Educatipp 872-878). Pergamon Press.

Hutchinson, T. & Torres E. (1994). The TextbookAagent of ChangeELT Journal. 48/4
315-328. Oxford: Oxford University Press.

Hutchinson, T. & Waters, A. (1987 nglish for Specific Purposes: A Learning Centred
Approach Cambridge: Cambridge University Press.

Hymes, D. (1972). On Communicative Competence, .Bv Pride & J. Holmes (eds.),

SociolinguisticsHarmondsworth, UK: Penguin Books.

James, W. (1898)lalks to Teachers on Psychology: And to Studentsoome of the Life’s

Ideals.London: Longmans Green.

Jencks C., Smith M., Acland H., Bane M.J., Cohen@ntis H., Heyns B., and Michelson S.
(1972).Inequality: a Reassessment of the Effect of Faamly Schooling in AmericdNew
York: Basic Books. (Cited by Halls W.D. 1994)

Jensen, A. (1969). How much can we boost IQ andol8stic Achievement™arvard
Educational Revien39. 1-123

Jerad, N. (2004). La politique linguistique dand laisie coloniale. In Dakhlia JTrames de
Langues: Usages et métissages linguistiques daistoire du Maghreb(pp. 525-544). Paris:

Maisonneuve et Larose.

Johnson, C. K. and Johnson, R. K. (1987). Readgliichool Science Revie239, 68 565-
568.

Johnson, R.K. (Ed.) (1989)The Second Language Curriculur@ambridge: Cambridge

University Press.

447



Jolly, D. & Bolitho, R. (1998). A Framework for Maials Writing. In Tomlinson, B. (Ed),
Materials Development in Language Teachimp 90-115). London: Cambridge University
Press.

Jones, J. (1995). Self-access and culture: Retgeittm autonomyELT Journal, 4€3), 228-
234.

Kaci, T. (2001). Systeme éducatif, enseignementlaegues étrangeres et mondialisation.
Mondialisation et enjeux linguistiques: quellesdaes pour le marché du travafctes de la
Journée d'Etudes organisée le 5 Avril 2001 au CREXger. 21-65.

Kadri, A. (1992).L'Enseignement du Droit et le Droit a 'Enseignetmé&mpublished thesis,

under the direction of J.C. Passeron. Paris VHinEe.

Kadri, A. (1993). Le systeme de I'enseignement gapé Algérien dans la décennie 80. Les
réformes dans la réforme : des contournementsésblaqd, 5 Culture et Systéme Educatif
74-90.

Kaplan, R. B. (1966). Cultural thought patterns imer-cultural educationlLanguage
Learning 16(4), 1-20.

Kara, S. (2002)An Evaluation of the English Syllabuses and Texboao the Algerian
Educational SystemUnpublished Doctoral thesis under the directidnFo Abderrahim,
Constantine (Algeria).

Keating, R.F. (1963)A Study of the Effectiveness of Language LaborgoNew York:
Institute of Administrative Research, Teachers €y#l (Cited by Beretta, A. 1992.)

Kemmis, S. (1986). Seven Principles for Prograniwmaluation in Curriculum Development
and Innovation. In E.R. House (Ed.) (pp 117-14Qjtgd by Rea-Dickins, P. 1994).

Kinkaid, J.P., Fishburne R.P., Rogers, R.L. & ChisdB.S. (1975).Derivation of new
readability formulas (Automated Readability Indé&3qg Count and Flesch Reading Ease
Formula) for Navy enlisted personpn&esearch Branch Report 8-75, Millington, TN: Nava
Technical Training, U. S. Naval Air Station, MemphiTN. (Cited by Johnson, C. K. &
Johnson, R. K., 1987).

448



Kincaid, J. P., J. A. Aagard, J. W. O’'Hara, andKL.Cottrell. (1981). Computer readability

editing systemlEEE transactions on professional communicatidviarch.
Kisserli, A. (1981) New LinesAlgiers: National Institute of Education.

Kisserli, A. (1991). Is learner centredness possihl the Maghrebi classroom? English
Language Teaching in the Maghreb: Focus on thenearProceedings of the Xlith MATE
Annual Conference, 22-26 December 1991 in Tetoudn-42. Available for consultation:

www.mate.org.ma/general_info.htf@pril 2007]

Kitao, K. & Kitao, S. (1997). Selecting and Devadlup Teaching/Learning Materialhe
Internet TESL JournalVol. 1V, N° 4. Website: www.aitech.ac.jp/-iteslj/Articles/Kitao-
Materials.html [August 2006]

Klare, G. R. (1974-1975) ‘Assessing readabiliB&ading Research Quarterdy) (1), 62-102.

Klare, G.R. (1976).A Second Look at the validity of Readability ForasulJournal of
Reading Behavior, 8.29-152.

Knoers A. (1994). Instructional Psychology. In Huse & Postlethwaite (Eds), 1994he
International Encyclopaedia of EducatioNol. 5. (pp 2880-2884). London: Routledge and

Kegan Paul Limited.

Knowles, M. S. (1975)Self Directed Learning: A Guide for learners andagdleers Chicago:
Association Press.

Kramsch, C. & Anderson, R. (1999) Teaching text ematext through multimedidanguage
Learning and Technology, 31-42.

Kramsch, C. (1988). The Cultural Discourse of FgmeiLanguage Textbooks. In A.
Singerman (Ed.),Towards a New Integration of Language and Cultupp 63-68.

Middlebury: Northeast Conference.

Kramsch, C. (1993). Context and Culture in Langu&gaching. Oxford: Oxford University
Press.

Krashen, S.D. (1984)Writing: Research, Theory and Applications. Laredo: Bgudills.

449



Krashen, S.D. (1989).anguage Acquisition and Language Educatiblew York: Prentice
Hall International.

Krashen, S.D. & Terrell, T.D. (1983The Natural Approach: Language Acquisition in the

ClassroomOxford: Pergamon.

Labed, N. (2007). Learning to learn and learninghiok: Investigating compensatio®2
Year's learning capacities at the University of €@antine. Unpublished doctorate thesis

under the direction of H. Saadi. Constantine.

Labov, W. (1972). Thé&tudy of Non Standard English, in Labov, W. (Hdanguage inthe
Inner City. (pp 201-240). Philadelphia: University of Pennaylia Press.

Lado, R. (1957)Linguistics across Culturedichigan University of Michigan Press, Ann
Arbor.

Lakehal-Ayat, K. (1997)Correlation between the Performance in English d@he Socio-
Cultural Background.The case of the first year students of English. ubtphed magister
thesis, under the direction of J. Humbley. Congtant

Lakhdar Barka, S.M. (2003). Les langues étrangéred\lgérie: Technologies de pouvoir.

Insaniyat, Revue Algérienne d'anthropologie etderees sociales, 2¢0l.VII, 3. 87-103.

Laraba, S. (2007)Developing Vocabulary Strategies in Learners of Ishgat University
Level: First Year L.M.D. StudentSinpublished doctorate thesis under the co-dwactf J.

Humbley and H. Saadi. Constantine.

Lardjane, O. (1993). Le statut du sujet dans lesums de philosophie algérien8lAQD, 5.
45-56.

Laroussi, F. (2003). Quelles politiques linguisggudans I'état nation? GLOTTOPOL yevue

de sociolinguistique, Rouen, 1, 1-10.

Laroussi, F. (2004). Aménagement linguistique augiab, in Revue d’Aménagement

Linguistique (formerly Terminogramme), 1Q%s publications du Québec.

Leger, A. (1992). Analyse critique de I'ouvrage @eBaudelot et R. Establet, “Le Niveau
Monte”. L’Année Sociologique, 4256-459.

450



Lewy, A. (Ed.) (1977)Handbook of Curriculum Evaluatiohondon: Longman.
Lieury A. & De La Haye F. (2004)sychologie Cognitive de I'EducatioBaris: Dunod.

Little, D. (1996). Strategic competence and thenegs strategic control of the language

learning procesd.anguage Teaching, 294-97.

Little, D. (2006). The Common European FrameworkReference for Languages: Content,
purpose, origin, reception and impadtanguage Teaching, 39167-190. Cambridge:

Cambridge University Press.

Little, D. (2007). Language learner autonomy: sdimmedamental considerations revisited.

Innovation in Language Learning and Teaching, 14-29.

Littlejohn, A. & Windeatt, S. (1989). Beyond Lan@gea Learning, in Johnson, R.KThe
Second Language Curriculurfpp 155-175). Cambridge: Cambridge University Bres

Littlewood, W. (2000). Do Asian students really wam listen and obeyEnglish Language
Teaching Journal, 5431 — 36.

Littlewood, W. (2004). Second language LearningAlrDavies & C. Elder (Edsfiandbook
of Applied Linguistics(pp: 501 -524). Malden, MA: Blackwell PublishingolL

Lynch, B.K. (1996).Language Program EvaluationTheory and Practice Cambridge:

Cambridge University Press.

Madi, M. (1997). Langue et identité: de la margjsadion a la résistanc®éeflexionsl, Elites

et questions identitaired\lger: Casbah Editions. 109-127.

Manheim K. & Stewart W.A.C. (1962)An Introduction to the Sociology of Education.

London: Routledge and Kegan Paul Limited.

Marsh, C. & Willis, G. (1995)Curriculum: alternative approaches, ongoing issues
Englewood Cliffs, NJ: Merrill.

Marton F. (1981). Phenomenography: Describing Cptiaes on the World around us.

Instructional Science 10§2177-200. (Cited in Marton, F. 1994).
451



Marton F. (1994). Phenomenography. In Husén, T. P@&stlethwaite, T.N. (edsThe
International Encyclopedia of Educatiorsecond edition , Volume 8. pp. 4424 - 4429.

Pergamon
Mayer, R. E. (2000Multimedia LearningCambridge, UK: Cambridge University Press.
Mazouni, A. (1969)Culture et Enseignement au Maghré&aris: Maspéro.

McDonald, B. (1973). Rethinking Evaluation: noteonfi the Cambridge Conference.
Cambridge Journal of Educatids’2, 74-82. (Cited by Rea-Dickins, P. 1994).

McDonough, J. & Shaw, C. (1993Materials and Methods in ELT: a Teacher's guide

Blackwell.

McDonough, S. H. (1999) Learner strategiesnguage Teachindg32, 1-18. Oxford: Oxford

University Press.

McLaughlin, H. G. (1968). Proposals for British deility measures, in Downing, J. &
Brown, A.L. (Eds).The Third International Reading Symposiur6-205.

McLaughlin, H. G. (1969). 'SMOG grading - a newdaaility formula’,Journal of Reading
22, 639-646.

McLaughlin, H. G. (1974). Temptations of the Flestistructional Science?2. 367-384.

Elsevier Scientific Publishing Company, Amsterdam.
McLaughlin, B. (1987)Theories of Second Language Learnibgndon: Edward Arnold.

McLeod, B. (1976). The relevance of anthropologyatoguage teachin.ESOL Quarterly,
10(2).147-163.

Menasseri, H., Alim, S., Boufedj, G., Chirk Belhal}, Hakiki, F.Z., & Mederreg, M. (1998).

New SkillsAlgiers: National Institute of Education.

Menasseri, H., Taharbouchet, S., Asselah, Y., KRdiHamdad, N. (1988Midlines.Algiers:
National Institute of Education.

Merazga, L., Achour, K., Ameziane, H., Bouhadibg, Guedoudj, W., Mekaoui, O., Riche,
B., & Tamraber, L. (20045pot-light on English JAlgiers: National Institute of Education.

452



Merazga, L., Bouhadiba, F., Guedoudj, W., Torche,(2004). Spot-light on English 2.

Algiers: National Institute of Education.

Miliani, M. (1991). Self-access learning: it takessourceful learners to be autonomous. In
English Language Teaching in the Maghreb: Focudhmnlearner.Proceedings of the Xlith
MATE Annual Conference, 22-26 December 1991 in Uiato 68-71. Available for

consultationwww.mate.org.ma/general_info.htif@pril 2007]

Miliani, M. (1998). Le Francais dans les écrits dgseens. Langue étrangere ou sabir ?
Insanyat, N° 17-18, Vol. VI, 2-3. 79-95.

Miliani, M. (2003). La dualité Francais Arabe ddesysteme éducatif AlgérieRducation et
Sociétés Plurilingues, 18.7-31.

Ministere de I'Education Nationale (1969irculaire n° 1V-69-364 du 28 Aolt 1969 :
Instructions relatives a I'enseignement des Languesntes.Paris. (Cited by Hayane, O.,
1989).

Ministére des Enseignements Primaires et Secorsddt®75).Let’'s Learn English: Andy in
Algeria. Algiers: Institut Pédagogique National.

Ministere de I'Education Nationale. (199%yllabuses for EnglistDepartment of Secondary

Education.

Ministere de 'Education Nationale. (199%emoranduminstitut National de Recherche en

Education.

Ministére de 'Education Nationale (200B)ocument Accompagnant le Programme d’Anglais
de lére Année Secondairevailable for consultation on web site: www.medtion.dz. [April
2006]

Ministere de 'Education Nationale. (200Pxogramme d’Anglais de 1ére Année Secondaire

Ministere de L’Education Nationale. (2006Programme d’Anglais de 2éme Année

Secondaire.

Ministere de 'Education Nationale. (Baccalaurdatams) http://www.onec.dz

453



Ministére de 'Enseignement Supérieur et de la Regtte Scientifique. (198®)université en
chiffres

Mishan, F. (2004). A task-based approach to Welhoautg for learning languages. In
Chambers, A. et al. (pp 121- 144). Birminghamroingham University Press.

Moatassime, A. (1974). Le bilinguisme sauvage: &fclinguistique, sous-développement et
coopération hypothétique, I'exemple maghrébin, dasMaroc, Tiers-Monde Education et
DéveloppemeniXV, 59-60, pp. 619-670.

Moatassime, A. (1992)Arabisation et Langue Francaise au Maghrelun aspect

sociolinguistique des dilemmes du développemeatis : P.U.F. coll. “Tiers Monde.

Moatassime, A. (1993). Arabisation et langue FremsgeEntretien avec Ahmed Moatassime,

Confluences Méditerranée, 865-173.

Moatassime, A. (1996). Islam, Arabisation et Fraiamie, Confluences MéditerranééO.
69-84.

Morrow, K. (1977). Authentic texts and ESP. In Sld€n (Ed.)English for Specific Purposes
(pp- 13-17) London: Modern English Publications.

Mostari, H. (2004). A Sociolinguistic perspective arabisation and language use in Algeria.
Language Problems and Language Planning, 2&8%5-44. John Benjamins Publishing
Company.

Mostari, H.A. (2005). The Language question in &rab world: Evidence from Algeria,
Journal of Language and Learning, Vol.3,36-52.

Mouhsine, O. (1995). Ambivalence sur le discounsl'@rabisation. International Journal of
the Sociology of Languagé5-61.

Mucchielli, R. (1978).Communications et Réseaux de Communicatiamis : Les Editions
ESF.

Munby, J. (1978)Communicative Syllabus Desigdambridge: Cambridge University Press.

Myers-Scotton, C. (1993). Elite closure as a powddnguage strategy: The African Case.
International Journal of the Sociology of Languaj@3.25-42.

454



Naiman, N., Frohlich, H., Stern, H., & Todesco, @995 [1978]).The Good Language

Learner.Clevedon, UK: Multilingual Matters.

Newmeyer, F.J. (1986)Linguistic Theory in AmericdSecond Edition) San Diego, CA:

Academic Press.

Nilsen, A.P. (1977). Sexism in children’'s books agldmentary classroom materials. In
Nilsen, A.P., H. Bosmajian, H.L. Gershuny & J.Par8y (Eds),Sexism and Language(pp
161-179). Urbana, lll: National Council of Teachef€nglish.

Nunan, D. (1988)Syllabus DesignOxford: Oxford University Press.

Nunan, D. (1989).Designing Tasks for the Communicative Classroddambridge:

Cambridge University Press.

Nunan, D. (2001). Syllabus design, in Celce-Murtla,(Ed.), Teaching English as a Second
or Foreign Language,Third Edition (pp 55-65). Boston: Heinle and Heinle, Thompson

Learning.

Odlin, T. (1989).Language Transfer: Cross-Linguistic Influence innbaage Learning

Cambridge: Cambridge University Press,

O'Malley, J. & Chamot, A. (1990) earning strategies in second language acquisition.

Cambridge: Cambridge University Press.

O'Neill, R. (1982). Why use textbook&2. T Journal.lssue 36/2, pp.104-110xford: Oxford
University Press. Reprinted in Rossner R. & BolifR. (Eds) (1990Currents of Change in

English Language Teachin@xford: Oxford University Press.
Oller, J.W. Jr, 1979.anguage Tests at Schodl Pragmatic Approach. London: Longman.

Oxford, R. (1990)Language Learning Strategies: What Every Teacheulshknow Rowley,
MA: Newbury House.

Pattanayak, D.P. (1994). Multilingual Perspectives.R.E. Asher (Editor in Chief)The
Encyclopedia of Language and Linguistigg 1959-1988). ElsevidPergamon.

Phillipson, R. (1992Linguistic ImperialismOxford: Oxford University Press.

455



Phillipson, R. (1997). The Politics of English Laragje Teaching, in Wodak, R. & Corson, D.
(Eds),Encyclopedia of Language and Educatidolume Onelanguage Policy and Political

Issues in Educatior{pp 201-209). Kluwer Academic Publishers.

Piaget J. (1964Development and Learnintn Ripple R.E., (Ed.) 1964&Readings in Learning

and Human Abilities: Educational Psycholofdew York: Harper and Row.

Piaget J. and Inhelder B. (1969he Psychology of the childondon: Routledge and Paul
Kegan. (' Edition, 1966, P.U.F.)

Popper, K. (1972).0Objective Knowledge An Evolutionary Approach Oxford: Oxford
University Press. (Cited by Littlejohn, A. & WindgaS., 1989. Beyond Language Learning,
in Johnson, R.K.The Second Language Curriculugpp 155-175). Cambridge: Cambridge

University Press).
Porecca, K.L. (1984). Sexism in current ESL texkso®ESOL Quarterly, 18 (4).05-724.

Prabhu, N. (1987)Second Language Pedagogy: A Perspect¥eford: Oxford University
Press.

Pratt D. & Short E.C. (1994). Curriculum ManageméntHusen, T. & Postlethwaite, T.N.
(Eds). International Encyclopedia of Educatio(Second Edition), (pp 1320-1325). Elsevier

Science Edition.

Prodromou, L. (1988). English as a cultural actiebT Journal.42/2, 73-83. Oxford: Oxford

University Press.

Prost, A. (1986) [1992]L’Enseignement sera t-il démocratisd”@ris : Presses Universitaires

de France.

Rababha, G. (2003). Communication problems facingbAearners of Englishlournal of

Language and Learning, Vol. 3/180-197.

Rahal, S. (2001). La Francophonie en Algérie: Mytheréalité. Journées de réflexion et
d'échanges. Initiatives Available for consultation on website:

www.initiatives.refer.org/_notes/sess603/Hpril 2004].

Rapport du Premier Plan Quadriennal, 1970. Docui@éat by Kadri, A. (1992).

456



Rea-Dickins, P. & Germaine, K. (199Fvaluation.Oxford: Oxford University Press.

Rea-Dickins, P. (1994). Evaluation and English Leage Teaching. State of the Art Article.
Language Teaching7, 71-91. Cambridge: Cambridge University Press.

Rea-Dickins, P. (1997). The testing of Grammar g@eond language. In Clapham and Corson
(Eds), The Encyclopedia of Language and Educatidolume 7:Language Testing and
Assessmerfpp 87-97). Kluwer Academic Publications.

Remaoun, H. (1993). Sur I'enseignement de I'histeir Algérie ou de la crise identitaire a
travers (et par) I'écol®&AQD, 5.57-64.

Remaoun, H. (1997). Ecole, Histoire et enjeux fngtinnels dans I'Algérie indépendante.

Réflexions: Elites et questions identitair83:105.

Richard, P.M. & Hall, W. (1960)Anglais Seconde LangueClasse de Quatriéme. Paris :

Hachette.

Richard, P.M. & Hall, W. (1961)Anglais Seconde LangueClasse de Troisieme. Paris :
Hachette.

Richard, P.M. & Hall, W. (1962L'Anglais par la Littérature: Classe de Seconde. Paris :
Hachette.

Richard, P.M. & Hall, W. (1963)L’Anglais par la Littérature: Classe de Premiére. Paris :
Hachette.

Richards, D.C. (1974). Non Contrastive ApproaclEtoor Analysis in Richards, J.C. (Ed.),
Error Analysis pp 172-188. London: Longman. Reprinted frdamglish Language Teaching
Journal, 25 204-219, 1971.

Richards, J. C, Platt, J. & Platt, H. (199Rpngman Dictionary of Language Teaching and
Applied Linguistic{Second Edition). Longman UK Limited.

Richards, J.C. & Schmidt, R. (Eds) (200Rpngman Dictionary of Applied Linguistics and

Language TeachingThird Edition). Harlow: Longman.

Richards, J.C. (1998Beyond Training: Perspectives on Language Teaclueic&ion.New
York: Cambridge University Press.

457



Riche, B., Arab, S.A., Bensemane, M., Ameziane,&HHami, H. (2006). Getting Through.

Algiers: National Institute of Education.

Rosskopf M.F. & Fey J.T. (1971). Psychology of ltag Mathematics, in Deighton, L.C
(Editor in Chief),Encyclopedia of Educatiofpp. 90-96). New York: Macmillan.

Rowlinson, W. (1994) The historical ball and chdmA. Swarbrick (ed.)Teaching Modern
Languagegpp. 7-17). London: The Open University.

Rubin, J. (1975). What the good language learneteach usTESOL Quarterly 941-51.

Saha, L.J. (1997). Sociology of education: an oesryin Saha, L.J. (Ed.Encyclopedia of
the Sociology of Educatiofpp 106-117) Pergamon Press.

Schachter J. (1997). Linguistic Theory and Reseaheiplications for Second Language
Teaching. In Tucker G.R. & D. Corson (Eds) 19®ifernational Encyclopaedia of Language
and Education(pp 11-19). Kluwer Academic Publishers.

Schelsky H. (1957)School and Education in the Industrial Soci€fyranslation)

Scherer, G.A.C. & Wertheimer, M. (19647 Psycholinguistic Experiment in Foreign
Language TeachingNew York; McGraw-Hill. (Cited by Beretta, A. 1992).

Sebaa, R. (1999). Arabisation in Algeria: a negatd “self"”? Transeuropéennes, 14-15,
Politiques de la Langue. 81-91.

Sebaa, R. (2001). La langue et la culture frangdases le plurilinguisme en Algérie. Journées
de réflexion et d'échangeslnitiatives Available for consultation on website:

www.initiatives.refer.org/_notes/sess603/H#pril 2004).

Selinker, L. (1974) Interlanguage, in Richards,. JE2.), Error Analysis pp 31-54. London:
Longman. Reprinted frodRAL, Vol. X/3,1972.

Selz O. (1924)Die Gesetze der produktiven und reproduktiven @sigtigkeitCohen, Bonn.
(Cited by Knoers A. 1994).

Sharpe, P.J. (1995RBarron’s Practice Exercises for the TOEFL TeNew York: Barron’s

Educational Series Inc.

458



Sheldon, L. (1988). Evaluating ELT textbooks andemals. ELT Journal,42/4, 237-246.
Oxford: Oxford University Press.

Shirai Y. (1997). Linguistic theory and researchplications for second language teaching. In
Tucker G.R. & D. Corson (Eds) 199Tnternational Encyclopaedia of Language and

Education pp 1-9. Kluwer Academic Publishers.
Siari-Tengour, O. (1998). Ecoles coraniguasaniyat, 6, Vol. I, 385-95.

Skander, O. (1972). Strategies for directing emgsteducational systems toward life-long
Education: What Algerian experience has to contebWNESCO: Conference in Paris, 4
September 1972. 1-19.

Skehan, P. (1988). Language Testing: State-of-ttieA#ticle. Part 1.Language Teaching,
211-221.Cambridge University Press.

Skehan, P. (1989). Language Testing: State-of-tieAAicle. Part 2.Language Teachind.-
13.Cambridge University Press.

Skierso, A. (1991). Textbook selection and evatmatin Celce-Murcia, M. (Ed.Jeaching
English as a second or foreign langugge 432-453). Boston: Heinle & Heinle.

Skinner B.F. (1953)Science and Human Behavidéew York, MacMillan Inc.
Smith, F. (1983). Reading like a writklanguage Arts, 60,5258-567.

Smith, P.D. (1970)A Comparison of the Cognitive and Audio-Lingual Aggehes to Foreign
Language Instruction: The Pennsylvania Foreign Lsage ProjectPhiladelphia: The Center
for Curriculum Development, Inc. (Cited by Berei#a,1992).

Spolsky, B. (1998)SociolinguisticsOxford: Oxford University Press.

Stern, H.H. (1975). What can we learn from the gmodjuage learner Canadian Modern
Language Reviey@1, 304-318.

Stern, H.H. (1983)Fundamental Concepts in Language Teach®xgford: Oxford University
Press.

Stubbs, J. & Tucker, G., 1974. The Cloze Test Measure of English Proficiencilodern

Language Journal, 5&39-241.
459



Stufflebeam, D.Let al. (1971).Educational Evaluation and Decision-makirigpaca, lllinois:
Peacock. (Cited by Rea-Dickins, P. 1994.)

Sultana, R. G. (1999). Higher education in the Madanean: the University between tradition

and modernityMediterranean Journal of Educational Studies, Vi@.4-35.

Taleb-lbrahimi, K. (1993). A propos de I'école Algéne de Ibn Badis a Pavilov, de M.
Boudalia-Greffou, Réflexions sur les pratiques didpes de l'enseignement de la langue

arabe dans le systéme éducatif algerldAQD,5 : Culture et Systeme Educatif. 65-73.
Taleb-lbrahimi, K. (1995)Les Algériens et leur(s) langw3( Editions El Hikma.

Taleb-lbrahimi, K. (1997). L'Arabisation lieu derdlits multiples, Réflexions 1. Elites et
guestions identitaires. Alger: Casbah Editions639-

Taleb-lbrahimi, K. (2000). L'Algérie : langues, tules et identitél’Algérie, histoire, société

et culture ouvrage collectif sous la coordination de H. Reuma 63-72.
Thorndike E.L. (1903)Educational Psycholog\Wew York: Scientific Press.

Thorndike, E.L. (1921).The Teacher's Word BoolNew York: Bureau of Publications,
Teachers College, Columbia University. (Cited bar€l G.R., 1976)

Tomlinson, B. (Ed.) (2003).Developing Materials for Language Teachingtondon:

Continuum.

Tudor, I. (1993). Teacher roles in the learner-essd classroonELT Journal47/1. 22-31.

Oxford: Oxford University Press.

Tyler, R. (1949).Basic Principles of Curriculum and InstructiorChicago: Chicago
University Press. (Cited by Beretta, A. 1992).

van Bruggen, J.C., 1994. Curriculum Developmentt&snin Husen, T. & Postlethwaite,
T.N. (Eds),The International Encyclopedia of EducatiqSecond Edition), (pp 1272-1278).

Elsevier Science Edition.

van Ek J.A. & Alexander, L.G. (1975)he Threshold Level Englis@xford Pergamon Press.

460



van Lier, L. (1997). The Teacher as Educationagulist. In Tucker G.R. & D. Corson (Eds)
1997, International Encyclopaedia of Language and Edwwati(pp 163-172). Kluwer
Academic Publishers.

Vermeren, P. (1999). La Formation des Elites pandeignement Supérieur au Maroc et en
Tunisie au XXéme Siecle. Unpublished doctoral #hesnder the direction of R. Gallissot.

Institut Maghreb-Europe, Université Paris VI, kca.
Viratelle G. (1970)Un Enseignement Inadapt@uoted by Grandguillaume, G. 2002)

Vygotsky, L.S. (1978).Mind and Society: The development of higher meptatesses
Cambridge, MA: Harvard University Press.

Waller, W. (1932)The Sociology of Teachinew York: Wiley.

Wenden, A. (1991).Learner Strategies for Learner Autonomiondon: Prentice Hall

International.

White, R.V. (1988).The EFL Curriculum: Design, Innovation and Managemexford:
Blackwell Publishers Ltd.

Wilkins, D. (1976).Notional Syllabused.ondon: Oxford University Press.

Williams, D. (1983). Developing Criteria for Texto Evaluation.ELT Journal,37/3, 251-
255. Oxford: Oxford University Press.

Williams, R. (1976)Keywords: a Vocabulary of Culture and Sociéfyndon, Fontana.

Yalden, J. (1987)Principles of Course Design for Language Teachi@@ambridge:
Cambridge University Press.

Yoloye, E.A. (1986). The relevance of educationahtent to material needs in Africa.
International Review of Education, XXXII,(Zited by Van Bruggen, J.C., 1994.)

Young, D.J. (1999). Linguistic simplification SL aging material: effective instructional
practice?The Modern Language Journal, &50-366.

Young, M.F.D. 1971Knowledge and ControNew directions for the Sociology of Education.
London: McMillan.

461



Zughoul, M.R., (2003). Globalization and EFL/ESLdBgogy in the Arab Worldlournal of

Language and Learning/olume 1 Number 2.

Relevant websites

http://www.tribunes.com/
http://www.teflweb-j.org/
http:/MWwww.granguillaume.free.fr
http:/Mww.mate.org.ma/
http:/Mww.meducation.dz

http://www.onec.dz

462



APPENDICES

463



APPENDIX |

STUDENTS’ QUESTIONNAIRES
AND TESTS

464



IS THE EDUCATIONAL SYSTEM WEAKENING?

An Investigation of the High School Curricula and their Adequacy

with the University Curricula

FIRST YEAR STUDENTS OF ENGLISH

SURVEY CARRIED OUT BY K. LAKEHAL-AYAT
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DATE:

Gender: O Male O Female

What is your birthday : Year: 19

What is your place of residence?

(A) Baccalaureate: Year of Achievement : 20........ (B) Stream:

N

(A) Year of your 1% enrolment at university: 20...... Did you repeat a year?
(B) Was English your 1* choice?
(C)If no, what was your 1* choice?

5. Parents’ highest level of education:

(A) Father (B) Mother
1. Primary education 0 0]
2. Middle education O @)
3. Secondary education 0 0
4. University education 0 0

6. (A)Your father’'s profession:
(B) Your mother’s profession:

7. When did your start learning English? Primary School 0 Middle School 0

8. Did you learn any other foreign language than En  glish? If so, specify.
O Yes O No O Other language:

9. Do you like the English language?

O Very much O Rather like it O Indifferent O Not very much O Not at all

10. Do you like the English speaking countries cult ure?

O Very much O Rather like it O Indifferent O Not very much O Not at all
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11. How important is it for you to know English?

O Very important O Less important

O Not at all important O Rather important

12.During the English classes, how often were the
following used? Mark with an ‘X’ the option that best

matches your situation.

Often

Sometimes

Never

A. On starting a lesson your teacher first explained the new
concepts/words/grammar in it and then she/he organised

appropriate activities in order to put this into practice.

B. She/he followed the progression of the textbook.

C. She/he used role-plays and simulations to create almost

authentic communicative situations in the classroom.

D. Did she/he encourage the pupils to communicate in English
when they speak about their own learning, school work and other

personal matters?

E. Did she/he teach the pupils the essentials of the socio-cultural

context of the countries where English is spoken?

13. Which of the following resources were used iny  our English classes? How

often?
Often sometimes
a. Audio cassettes O @]
b. Video cassettes O @]
c. Newspapers, magazines,
Comics O (@]
d. Books for extensive reading O (0]

14. Do you feel satisfied with the handouts given by your teachers?

Yes O No O

O

never
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15. Would you prefer a textbook format? Remember a textbook is a book that you
have in your possession throughout the year.

Yes O No O

16. Would you like to add any comment?
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LANGUAGE TEST

PART A

DIRECTIONS:QUESTIONS 1-15 ARE PARTIAL SENTENCES. BELOW EAGCHISECE,
YOU WILL SEE FOUR WORDS OR PHRASES, MARKED (a)clihOR (d). SELECTHE

ONE WORD OR PHRASE THAT BEST COMPLETES THE SENTEN{EN UNDERLINE
IT.

EXAMPLE:
Drying flowers is the best way them.

(a) to preserve

(b) by preserving

(c) preserve Correct answer: (a)
(d) preserved

NOW BEGIN THE TEST:

1. Jean Fragonard was a French artist portraits of children.

(a) whose paintings
(b) who has painted
(c) who painted

(d) whose painted

2. Florida’s long coastline and warm weather swimmers to its sandy
shores.

(a) attracts

(b) attract

(c) they attract
(d) is attracted by

3. For years experts the effect of preparatory courses on test scores.

(a) are examining

(b) had been examined
(c) have been examining
(d) having been examined
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. Language dialects in the inner cities are different those in the
suburbs or the countryside.

(a) than
(b) of
(c) from
(d) on

. The divorce rate is in the United States than in almost any country.

(a) high

(b) very high
(c) the highest
(d) higher

. Only birds inhabit the Arctic region year round.

(a) fewer
(b) fewer than
(c) as few as
(d) afew

. Refrigeration food spoilage by keeping temperatures near or below
freezing.

(a) prevention
(b) prevents
(c) it prevents
(d) is prevented

. Arts tend to be more after the death of the artist, but most

literary works tend to decrease in value when the writer dies.

(a) price
(b) worthy
(c) worth
(d) value

the light rain, the base-ball game will not be cancelled.

(a) Despite of
(b) Although of
(c) In spite

(d) Despite
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10.

11.

California, which more populous state than any other of its Western
neighbours, has greater representation in the House.

(@) a

(b) itisa
(c) that a
(d) isa

Either the goal-keeper or one of the players the ball from the
goal.

(a) retrieving
(b) retrieval
(c) retrieves
(d) retrieve

12. When consumers cannot have everything they want, they have to choose most _

(a) they want what
(b) what they want
(c) they want it

(d) that they want

13. The final step in a research process is to draw conclusions based

14.

of the results.

(a) of the analysis
(b) on the analysis
(c) the analysis

(d) in the analysis

Museums of natural history by special interest groups created for that
purpose.

(a) owned and operated

(b) they own and operate
(c) owning and operating
(d) are owned and operated
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15. City planners in St Paul models for building compact towns and
cities.

(a) proposing

(b) have proposed
(c) proposition

(d) proposal

PART B

DIRECTIONS: IN QUESTIONS 16-30, EVERY SENTENCE HAS FOUR WORDS OR
PHRASES THAT ARE UNDERLINED. THE FOUR UNDERLINED PORTIONS OF EACH
SENTENCE ARE MARKED A, B, C, AND D. IDENTIFY THE ONE WORD OR PHRASE
THAT SHOULD BE CHANGED IN ORDER FOR THE SENTENCE TO BE CORRECT THEN.
PUT A CROSS BESIDE THE LETTER THAT CORRESPONDS TO THE ANSWER YOU
HAVE SELECTED.

Example:

Christopher ColumbuBas sailed from Europdn 1492 and discovered Bew land he
+ A B C

thought to be India
D

(Correct answer A)

NOW BEGIN THE TEST

16.  Benjamin Franklirstrongly objectedo the eagle’s being chosen as the national bird
A B
because its predatory nature.
C D

17.  On October 19, 1781, Cornwallgurrendered his army to General Washington
A B

a gesturdhat signalledend of the Revolutionary War
C D

18.  The legal agavhich a persoris considered to be an adult isusually 18.
A B C D

19. A little driversrealise howmany individual parts ar@decessary to assembla
car. A B C D
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20. The Saudi Arabiareconomy depend largely on the petroleum industry and the
oil production. A B C
D

21. Harold Pintersplays showordinary people being threatened or attackey
A B C

mystery forces
D
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22. Edith Roosevelwas a devoted mothedf five children, as well a gracious
A B C D

hostess.

23. Technology igdefine asthe tools, skills, and methodthat are necessary to
A B C

produce goods
D

24. VeterinaryMedicine is the branch omedical sciencewhere deals with the
A B C
diseases of animals
D

25. Fingerprintswere been employed tddentify criminals, amnesia victims, and
A B C

unknown dead
D

26. Special education is intendéelp both the handicapped and the gifted children
A B
to reach their learning potentials
C D

27. The planieaf has vascular tissug¢gst as thestem and the roodoe€s.
A B C D

28. Before he retiredast April, Mr Thompsonis working as a foreign student advisor
A B

for thirty years at the Community College
C D

29.Beef and dairyiS_major sources of incomén Louisiana wWhich has a mild
A B C D
climate.

30. Cartographers did not make an accurate map betzeipolitical situation in the area

changes so rapidly that they wer@ot able to draw the boundariegorrectly.
A B C D
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PART C

DIRECTIONS: IN THE FOLLOWING PASSAGE SOME WORDS HAVE BEEN DELETED.
FIRST, READ THE PASSAGE, THEN TRY TO GUESS WHAT THE DELETED WORDS
ARE. FINALLY WRITE THE WORD YOU HAVE SELECTED IN THE SPACE PROVIDED.

At the age of sixty-five, Laura Mary Wilder began writing a series of novels for young
people based on her early experiences on the American frontier. Born in the state of
Wisconsin in 1867, she o) her family were pioneers. Seeking better farm land, @

went by covered wagon to Missouri in 1869, then on 3 __Kansas the next

year, returning to Wisconsin in 1871, «) travelling on to Minnesota and

lowa before settling permanently ) South Dakota in 1879. Because of this constant

®) , Wilder’'s early education took place at irregular intervals in a succession

1) one-room schools. From age thirteen to sixteen, she attended ) more

regularly, although she never graduated.

At the age eighteen, she married Almonzo James Wilder. They bought a
ao____farm in the Ozarks, where they remained for the rest wyy _____ their lives. Their only
daughter, Rose, who had become a2 nationally known journalist, encouraged
her mother to write. Serving s agent and editor, Rose negotiated with Harper's
to publish as mother’s first book, Little House in the Woods. Seven as)
books followed, each narrating her early life on @) plains. Written from the viewpoint
of a child, they a7 remained popular with young readers from many nations.
Twenty as) ____after her death in 1957, more than 20 millions qs) had been sold, and

they had been o) into fourteen languages. In 1974, a weekly television 1) _
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Little House on the Prairie, was produced, based on the 2 from the

Wilder books.

Thank you!

APPENDIX I

CORRECT ANSWERS TO THE LANGUAGE TESTS
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PART A

© N o g M W N PE

10.

11.
12.
13.
14.

15.

Jean Fragonard was a French artist who has painted portraits of children.

Florida’s long coastline and warm weather attract swimmers to its sandy shores.

For years have been examining experts the effect of preparatory courses on test scores.

Language dialects in the inner cities are different from those in the suburbs or the countryside.

The divorce rate is higher in the United States than in almost any country.

Only a few birds inhabit the Arctic region year round.

Refrigeration prevents food spoilage by keeping temperatures near or below freezing.

Arts tend to be worthy more after the death of the artist, but most literary works tend to
decrease in value when the writer dies.

Despite the light rain, the base-ball game will not be cancelled.

California, a more populous state than any other of its Western neighbours, has greater
representation in the House.

Either the goal-keeper or one of the players retrieves the ball from the goal.

When consumers cannot have everything they want, they have to choose most what they want.
The final step in a research process is to draw conclusions based on the analysis of the results.

Museums of natural history are owned and operated by special interest groups created for that

purpose.

City planners in St Paul have proposed models for building compact towns and cities.

PART B

16.

17.

18.

19.

Benjamin Franklin strongly objected to the eagle’s being chosen as the national bird
because of its predatory nature.

On October 19, 1781, Cornwallis surrendered his army to General Washington, a
gesture that signalled the end of the Revolutionary War.

The legal age at which a person is considered to be an adult is usually 18.

A few drivers realise how many individual parts are necessary to assemble a car.
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20. The Saudi Arabian economy depends largely on the petroleum industry and the oil
production.

21. Harold Pinter’s plays show ordinary people being threatened or attacked by
mysterious forces.

22. Edith Roosevelt was a devoted mother of five children, as well as a gracious hostess.

23. Technology is defined as the tools, skills, and methods that are necessary to
produce goods.

24, Veterinary Medicine is the branch of medical science which deals with the
diseases of animals.

25. Fingerprints have been employed to identify criminals, amnesia victims, and unknown
dead.

26. Special education is intended to help both the handicapped and the gifted children
to reach their learning potentials.

27. The plant leaf has vascular tissues just as the stem and the root do.

28. Before he retired last April, Mr Thompson was working as a foreign student advisor

for thirty years at the Community College.

29. Beef and dairy are major sources of income in Louisiana, which has a mild climate.

30. Cartographers did not make an accurate map because the political situation in the
area changed so rapidly that they were not able to draw the boundaries correctly.

PART C

DIRECTIONS: IN THE FOLLOWING PASSAGE SOME WORDS HAVE BEEN DELETED.

FIRST, READ THE PASSAGE, THEN TRY TO GUESS WHAT THE DELETED WORDS
ARE. FINALLY WRITE THE WORD YOU HAVE SELECTED IN THE SPACE PROVIDED.

At the age of sixty-five, Laura Mary Wilder began writing a series of novels for young

people based on her early experiences on the American frontier. Born in the state of
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Wisconsin in 1867, she @ and her family were pioneers. Seeking better farm land, othey

went by covered wagon to Missouri in 1869, then on 3 to Kansas the next vyear,
returning to Wisconsin in 1871, @ __then travelling on to Minnesota and lowa before settling
permanently s in South Dakota in 1879. Because of this constant _move, Wilder's early
education took place at irregular intervals in a succession ) of one-room schools. From age

thirteen to sixteen, she attended @ school more regularly, although she never graduated.

At the age « of eighteen, she married Almonzo James Wilder. They bought a aosmall
farm in the Ozarks, where they remained for the rest ay of their lives. Their only daughter,
Rose, who had become a2 a nationally known journalist, encouraged her mother to write.
Serving a3 as agent and editor, Rose negotiated with Harper’s to publish a4 her mother’s first
book, Little House in the Woods. Seven us) more books followed, each narrating her early life

on ae the plains. Written from the viewpoint of a child, they a7 have remained popular with

young readers from many nations. Twenty as) years after her death in 1957, more than
20 millions @9 copies had been sold, and they had been o translated into fourteen
languages. In 1974, a weekly television 1) series Little House on the Prairie, was produced,

based on the 2 stories from the Wilder books.
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COMPARATIVE SCORES
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PART A

ITEM 1
correct answers
incorrect answers

ITEM 2
correct answers
incorrect answers

ITEM 3
correct answers
incorrect answers

ITEM 4
correct answers
incorrect answers

ITEM 5
correct answers
incorrect answers

ITEM 6
correct answers
incorrect answers

ITEM 7
correct answers
incorrect answers

2006

58
23
81

42
39
81

29
47
76

60
21
81

48
33
81

64
17
81

18
99
117

72%
28%
100%

52%
48%
100%

36%
64%
100%

74%
26%
100%

59%
41%
100%

76%
24%
100%

22%
122%
144%

PART A

ITEM 1
correct answers
incorrect answers

ITEM 2
correct answers
incorrect answers

ITEM 3
correct answers
incorrect answers

ITEM 4
correct answers
incorrect answers

ITEMS5
correct answers
incorrect answers

ITEM 6
correct answers
incorrect answers

ITEM 7
correct answers
incorrect answers

1996

52
61
42

19
61

20
41
61

57

61

52

61

54

61

52

61

85%
15%
100%

69%
31%
100%

33%
67%
100%

93%
7%
100%

85%
15%
100%

89%
11%
100%

85%

15%

100%
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ITEM 8
correct answers
incorrect answers

ITEM 9
correct answers
incorrect answers

ITEM 10
correct answers
incorrect answers

ITEM 11
correct answers
incorrect answers

ITEM 12
correct answers
incorrect answers

ITEM 13
correct answers
incorrect answers

ITEM 14
correct answers
incorrect answers

PART B

ITEM 15

correct answers
incorrect answers

29
52
81

20
61
81

77
81

42
39
81

55
26
81

72

81

62

19
81

62
19

36%
64%
100%

25%
75%
100%

5%
95%
100%

52%
48%
100%

68%
32%
100%

89%
11%
100%

7%
23%
100%

7%
23%

ITEM 8
correct answers
incorrect answers

ITEM9
correct answers
incorrect answers

ITEM 10
correct answers
incorrect answers

ITEM 11
correct answers
incorrect answers

ITEM 12
correct answers
incorrect answers

ITEM 13
correct answers
incorrect answers

ITEM 14
correct answers
incorrect answers

PART B

ITEM 15

correct answers
incorrect answers

24
37
61

18
43
61

18
43
61

51

10

61

61

61

57

61

50

11
61

57
4

39%
61%
100%

30%
70%
100%

30%
70%
100%

84%
16%
100%

100%
0%
100%

93%
7%
100%

82%
18%
100%

93%
7%
482



ITEM 16
correct answers
incorrect answers

ITEM 17
correct answers
incorrect answers

ITEM 18
correct answers
incorrect answers

ITEM 19
correct answers
incorrect answers

ITEM 20
correct answers
incorrect answers

ITEM 21
correct answers
incorrect answers

ITEM 22
correct answers
incorrect answers

ITEM 23

81

15
66
81

43
38
81

35
46
81

38
43
81

51
30
81

25
57
82

41
40
81

100%

19%
81%
100%

53%
47%
100%

43%
57%
100%

46%
54%
100%

63%
37%
100%

30%
70%
100%

51%
49%
100%

ITEM 16
correct answers
incorrect answers

ITEM 17
correct answers
incorrect answers

ITEM 18
correct answers
incorrect answers

ITEM 19
correct answers
incorrect answers

ITEM 20
correct answers
incorrect answers

ITEM 21
correct answers
incorrect answers

ITEM 22
correct answers
incorrect answers

ITEM 23

61

37
24
61

39
22
61

41
20
61

40
21
61

52

61

19

42
61

44
17
61

100%

61%
39%
100%

64%
36%
100%

67%
33%
100%

66%
34%
100%

85%
15%
100%

31%
69%
100%

2%
28%
100%
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correct answers
incorrect answers

ITEM 24
correct answers
incorrect answers

ITEM 25
correct answers
incorrect answers

ITEM 26
correct answers
incorrect answers

ITEM 27
correct answers
incorrect answers

ITEM 28
correct answers
incorrect answers

ITEM 29
correct answers
incorrect answers

ITEM 30
correct answers
incorrect answers

PART C

46
35
81

53
28
81

52
29
81

58
23
81

48
33
81

61
20
81

55
26
81

29
52
81

57%
43%
100%

65%
35%
100%

65%
35%
100%

72%
28%
100%

59%
41%
100%

75%
25%
100%

68%
32%
100%

36%
64%
100%

correct answers
incorrect answers

ITEM 24
correct answers
incorrect answers

ITEM 25
correct answers
incorrect answers

ITEM 26
correct answers
incorrect answers

ITEM 27
correct answers
incorrect answers

ITEM 28
correct answers
incorrect answers

ITEM 29
correct answers
incorrect answers

ITEM 30
correct answers
incorrect answers

PART C

45
16
61

46
15
61

56

61

49
12
61

38
23
61

55

50
11
61

33
28
61

74%
26%
100%

75%
25%
100%

92%
8%
100%

80%
20%
100%

62%
38%
100%

90%
10%
100%

82
18
100

54%
46%
100%
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ITEM 1
correct answers
incorrect answers

ITEM 2
correct answers
incorrect answers

ITEM 3
correct answers
incorrect answers

ITEM 4
correct answers
incorrect answers

ITEM 5
correct answers
incorrect answers

ITEM 6
correct answers
incorrect answers

ITEM 7
correct answers
incorrect answers

ITEM 8
correct answers
incorrect answers

ITEM 9

31
50
81

22
59
81

14
67
81

14
63
77

30
51
81

14
67
81

39
42
81

18
63
81

38%
62%
100%

27%
73%
100%

17%
83%
100%

17%
83%
100%

37%
63%
100%

17%
83%
100%

49%
51%
100%

22%
78%
100%

ITEM 1
correct answers
incorrect answers

ITEM 2
correct answers
incorrect answers

ITEM 3
correct answers
incorrect answers

ITEM 4
correct answers
incorrect answers

ITEM5
correct answers
incorrect answers

ITEM 6
correct answers
incorrect answers

ITEM 7
correct answers
incorrect answers

ITEM 8
correct answers
incorrect answers

ITEM9

28
33
61

54

61

53
61

15
46
61

28
33
61

20
41
61

42
19
61

53
61

46%
54%
100%

89%

89%

13%
87%
100%

25%
75%
100%

46%
54%
100%

33%
67%
100%

69%
31%
100%

13%
87%
100%
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correct answers
incorrect answers

ITEM 10
correct answers
incorrect answers

ITEM 11
correct answers
incorrect answers

ITEM 12
correct answers
incorrect answers

ITEM 13
correct answers
incorrect answers

ITEM 14
correct answers
incorrect answers

ITEM 15
correct answers
incorrect answers

ITEM 16
correct answers
incorrect answers

ITEM 17
correct answers
incorrect answers

78

81

64
17
81

61
20
81

47
34
81

72
81

51
30
81

23
58
81

60
21
81

11
70
81

96%
4%
100%

79%
21%
100%

75%
25%
100%

58%
42%
100%

11%
89%
100%

63%
37%
100%

28%
72%
100%

74%
26%
100%

14%
86%
100%

correct answers
incorrect answers

ITEM 10
correct answers
incorrect answers

ITEM 11
correct answers
incorrect answers

ITEM 12
correct answers
incorrect answers

ITEM 13
correct answers
incorrect answers

ITEM 14
correct answers
incorrect answers

ITEM 15
correct answers
incorrect answers

ITEM 16
correct answers
incorrect answers

ITEM 17
correct answers
incorrect answers

59

61

54

61

51
10
61

49
12
12

17
44
61

52

61

26
35
61

50
11
61

26
35
61

97%
3%
100%

89%
11%
100%

84%
16%
100%

80%
20%
100%

28%
2%
100%

85%
15%
100%

43%
57%
100%

82%
18%
100%

43%
57%
100%
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ITEM 18
correct answers
incorrect answers

ITEM 19
correct answers
incorrect answers

ITEM 20
correct answers
incorrect answers

ITEM 21
correct answers
incorrect answers

ITEM 22
correct answers
incorrect answers

70
11
81

44
37
81

45
36
81

22
59
81

22
59
81

86%
14%
100%

54%
46%
100%

56%
44%
100%

27%
73%
100%

27%
73%
100%

ITEM 18
correct answers
incorrect answers

ITEM 19
correct answers
incorrect answers

ITEM 20
correct answers
incorrect answers

ITEM 21
correct answers
incorrect answers

ITEM 22
correct answers
incorrect answers

58

61

49
12
61

48
13
61

27
34
61

29
32
61

95%
5%
100%

80%
20%
100%

79%
21%
100%

44%
56%
100%

48%
52%
100%
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student 70
student 32
student 80
student 30
student 17
student 45
student 72
student 12
student 27
student 55
student 76
student 77
student 2

student 6

student 14
student 19
student 56
student 1

student 9

student 52
student 69
student 3

student 18
student 59
student 61
student 42
student 50
student 67
student 78
student 7

student 54
student 75

PART
A

12
12
11
10
11
11
11
10
11
12
12
12
11

11
12
10
10
10

11
11

13

11

10

12

2006

PART
B

12
13
14
14
13
12
12
13
10
12
11
12

10
10

11

12
10

13

11

11

PART
C

20
17
17
17
15
16
16
14
16
13
14
12
15
17
10
12
11
14
11
11
12
14
12
12
11
8
11
13
12
12
10
10

Total

44
42
42
41
39
39
39
37
37
37
37
36
35
33
33
33
33
32
32
32
32
31
31
31
31
30
30
30
30
29
29
29

student 13
student 10
student 6

student 40
student 29
student 38
student 25
student 3

student 7

student 14
student 23
student 51
student 18
student 19
student 26
student 33
student 5

student 1

student 24
student 42
student 54
student 8

student 30
student 47
student 58
student 9

student 16
student 20
student 34
student 37
student 43
student 49

PART
A

13
11
12
12
13
13
14
12
13
12
12
12
13
13
11
13
11
9
13
11
11
11
12
12
10
10
8
12
12
10
11
10

1996

PART
B

15
15
14
14
13
11
13
14
13
11
12
11
12
12
12
8

11
11
11
11
10
11
11
11
12
9

14
12
10
12
14
14

PART
C

20
21
18
18
16
18
14
14
14
17
16
17
14
14
16
18
16
17
13
15
16
14
13
13
14
16
13
11
13
13
10
11

Total

48
47
44
44
42
42
41
40
40
40
40
40
39
39
39
39
38
37
37
37
37
36
36
36
36
35
35
35
35
35
35
35
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student 8 10 11 7 28 student 53 11 13 11 35

student 39 9 9 10 28 student 17 13 9 12 34
student 62 10 13 28 student 36 10 10 14 34
student 73 10 9 28  student 61 11 11 12 34
student 29 10 10 27 student 2 10 11 12 33
student 34 8 8 11 27 student 12 10 8 15 33
student 46 10 5 12 27 student 28 11 8 14 33
student 66 9 9 27 student 41 8 11 14 33
student 5 7 11 26 student 27 14 8 10 32
student 28 13 5 8 26 student 45 11 10 11 32
student 68 9 8 8 25  student 50 7 13 12 32
student 16 10 6 8 24  student 56 10 9 13 32
student 21 6 9 9 24  student 57 9 10 13 32
student 22 11 8 5 24  student 59 11 12 9 32
student 38 8 10 6 24  student 39 11 9 11 31
student 49 10 10 4 24 student 48 11 10 10 31
student 10 6 10 7 23  student 4 6 8 16 30
student 15 6 10 7 23 student 21 11 8 11 30
student 36 6 9 8 23  student 22 12 8 10 30
student 58 11 7 5 23 student 44 10 9 11 30
student 63 7 7 9 23 student 55 8 9 13 30
student 37 9 4 9 22 student 35 10 11 7 28
student 41 9 7 6 22 student 52 10 9 27
student 57 9 3 10 22 student11 10 8 26
student 40 7 7 7 21 student 15 9 7 10 26
student 48 6 7 8 21 student 46 5 13 26
student 65 7 8 6 21 student 60 11 6 7 24
student 74 8 5 8 21 student 32 11 11 1 23
student 13 9 4 7 20  student 31 11 3 5 19
student 24 8 4 8 20 10,93 10,62 13,05 34,61
student 51 5 6 9 20

student 64 8 7 5 20

student 71 6 2 12 20

student 4 8 4 7 19

student11 8 6 5 19

student 31 8 6 5 19

student 35 8 7 4 19
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student 47 8 5 6 19
student 23 8 5 5 18
student 25 9 3 6 18
student 26 9 3 6 18
student 43 5 4 7 16
student 60 4 5 7 16
student 79 5 6 5 16
student 81 8 5 3 16
student 33 6 5 4 15
student 53 3 5 6 14
student 44 4 4 5 13
student 20 7 4 1 12
8,78 8,01 9,57 26,48

N.B. The lines highlighted refer to students withglish as FL1
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APPENDIX IV

TEACHERS QUESTIONNAIRE
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UNIVERSITE MENTOURI CONSTANTINE

DEPARTEMENT D’ANGLAIS

QUESTIONNAIRE INTENDED FOR TEACHERS OF ENGLISH

AT THE ENGLISH DEPARTMENT

Dear Colleague,

Carrying out a survey for my doctoral dissertation on the students enrolled in the

department of English, | call upon your help and your teaching experience.

You are kindly requested to answer the following questionnaire. Feel free to add any

comment.
The questionnaire won't take you long, so please hand it back as soon as possible.

Thank you for your comprehension.

Mrs Karima Lakehal-Ayat
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R

Gender O Male O Female
Age (In years) .............
What qualifications (academic) do you hold?

How long have you been teaching English (including this year)?

Years.....cccuueee.
5. How long have you been teaching English in the university (English Department) (including
this year)? Years....ccoveeeuenn.
6. Did you choose your university studies with the intention of becoming a teacher of English?
O Yes O No
7. To what extent do you like your profession?
O Very much O Alittle O not at all
8. Do you think society values the teaching profession?
O Not at all O Very little O Reasonably O Highly
9. Do you think your students value your work?
O Not at all O Very little O Reasonably O Highly
10. What are the most significant structural changes since you started teaching?
11. Indicate the challenges which you face as a University teacher of English:
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12. How strongly do you agree with the following? Agrlee | Rather  Rather  Don't agree
completely

agree disagree atall
1. Students tend to depend entirely on their teachers to show them 0 0 0 0
how they should study.
2. Students demonstrate a strong commitment in their studies. (0] (0] (0] (0]
3. Students are involved in the achievement of their tasks. 0] 0] 0 0
4. Students demonstrate passive attitudes in the face of learning. 0 (0] (0] (0]
5. Students demonstrate organizational skills and responsible time 0 0 0 0
management.
6. Students gather information on their own. 0 0 0 0
7. Students show poor learning strategies. 0 (0] (0] (0]
8. For exams, students find it unclear what they should know and 0 0 0 0
remember, and what is irrelevant.
9. Students favour rote learning. 0 0 0 0
12. In your opinion, what is the level of the classes you teach?
(a)Linguistic competence Very low low adequate high very high
(b) If you answered very low, low, or adequate, please answer the following
Listening comprehension Very low low adequate high very high
Reading comprehension Very low low adequate high very high
Writing production Very low low adequate high very high
(c) Cultural awareness Very low low adequate high very high

(d) If you ticked “very low” and “low” in the above question, would you please state the main reasons
behind.

13. What do you think of the new system (L.M.D.)?
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14. Do you think it will improve students’ performance?

THANK YOU VERY MUCH FOR YOUR COLLABORATION, K. LAKEHAL-AYAT

APPENDIX V

TEACHER’S ANSWERS TO QUESTIONNAIRES

495



3. Academic Qualifications

B.A. P.G M.A. PhD Total
3 8 24 5 40
7% 20% 60% 13% 100%

PhD . g s B.A.
13 Teachers' Qualifications .,

5. Intention to be a Teacher

YES 28 70%
NO 12 30%
Total 40 100%

Intention to be a Teacher

NO
30%
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7. Teachers’ Motivation

High Moderate Low Total
33 5 2 40
82% 13% 5% 100%

Teachers' Motivation
Low

8. Society's Consideration

Highly  Reasonably Very little Not at all

5 15 15
10% 47% 32%

11%

Society's Consideration

Not at all
13%

Highly

Reasonably
37%
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9. Students' Consideration

Highly ~ Reasonably Very little Not at all Total
10 21 8 1 40
21% 60% 17% 2% 100%

Students' Consideration Notftall
3%

Very little
20%

————

Reasonably
52%
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12.1. Students tend to depend entirely on their teachers to show them how they should

study.

Lack of Study Skills

agree completely
rather agree

rather disagree
do not agree at all
Total:

29

7

40

72%
18%
10%
0%
100%

Lack of Study Skills

12.4. students demonstrate passive attitudes in the face of learning.

Passivity
agree completely 21 52%
rather agree 13 33%
rather disagree 6 15%
do not agree at all 0%
Total: 40 100%
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Passivity

rather
disagree
15%

rather
agree
33%

do not

agree at all

0%

12.7. Sstudents show poor learning strategies.

Poor Learning Strategies

agree completely 23 58%
rather agree 14 35%
rather disagree 3 7%
do not agree at all 0 0%
Total 40 100%

Poor Learning Strategies

rather
disagree
8%

12.9. Students favour rote learning.

Rote Learning

agree completely 20 50%
rather agree 16 40%
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rather disagree 3 7%
do not agree at all 1 3%
Total 40 100%

Rote Learning o not
ree at all
/ 3%

agree
completely

rather
disagree
7%

50%

13. In your opinion, what is the level of the classes you teach?

a. Linguistic Competence

Very low 9 22%
Low 28 70%
Adequate 3 8%
High 0 0%
Very high 0 0%
Total 40 100%

Linguistic Competence

Adequate
8%

Very low
22%

b. 1. Listening Comprehension

Very low 6 15%
Low 24 60%
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Adequate 3 7%

High 6 15%
Very high 1 3%
Total 40 100%

Very low

High :
L5% Veryohlgh 15%

\

Listening Comp

Adequate
7%

b. 2. Reading Comprehension

Very low 6 15%
Low 23 57%
Adequate 4 10%
High 6 15%
Very high 1 3%

Total 40 100%

High Very high  Verylow
15% 3% 15%

Adequate
10%

Reading Comprehension

b.3. Writing Production
Very low 19 47%
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20 50%

Low

Adequate 3%

High 0%

Very high 0%

Total 40 100%

Writing Production
b.4. Cultural Awareness
Very low 21 52%
Low 17 43%
Adequate 5%
High 0%
Very high 0%
Total 40 100%
Adequate

5%

Cultural Awareness
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C. Main reasons

Most frequent answers:

No reading,

No reading practice in the curriculum,

Poor pre-university learning (both in writing and speaking),

Poor level of students,

High school and University curricula do not match, students come with a poor
command of English,

Poor linguistic and cultural background in the basic and secondary education, lack of
motivation for learning and thinking,

Low input (listening, reading), low social values of education,

Educational system is weak because of the society’s attitude towards learning and
reading,

Students’ level is getting lower and lower. Students reach university without enough
linguistic background,

Lack of practice, absence of authentic English and native English environment; no
newspapers or magazines related to the students’ needs and interests; lack of
practice in writing (teachers focus on theory rather than practice); the lack of cultural

awareness is due to the absence of reading.

14. what do you think of the new system (L.M.D.)?

14. L.M.D.
Adequate 19 47%
Too early to state 5 13%
Inadequate 16 40%
40 100%
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L.M.D.

Inedequate
40%

As for the question 15, which questions whether the L.M.D. would improve students’
performance, twelve teachers, whose answer to the L.M.D. appreciation was “adequate”,

add that it would be so under conditions:

e Questions as for the seriousness of the implementers,

¢ Human and material means are provided,

* The system has to be applied correctly,

e The system depends on staffing and other criteria: availability of books, use of multi-
media,

e The system fits universities where teaching staff is available and the pedagogical means
are sufficient.

e It is rather a political decision which aims at reducing the number of years at university
and the number of students.

Otherwise, most answers were negative to this question.

APPENDIX VI
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BACCALAUREATE EXAMS
ENGLISH

Baccalaureate Foreign Languages EFL2 1995
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Tosatudl Lohljhagall Lisal5all D) spanl
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ENGLISH PAPER

L JOMPR N {7 points)

Read the text carefully then answer the guestions.

"Peopte think that it's fun to be aftaid just as long as they koow that they are, 1 fact, sale,”
said Sir Altred Hitcheock who knew how to mix horrer and humouar.

Hitchrock wias horw in London in 1899, He had been interested in the cinema ever since he
was twelve years uld. He did intend to become am engincer. but found himselt in the (lm indus-
try, starting out as a titles designer for silent films.

Though he begun making films in England in the sarly 1920%, having directed his ficsk [im
in 1925, it was in America that he achieved such masterpicces as "Psyvehn” and "The Birds"
which remain the classics of the geare. In 1937, he became an Amertean citizen.

Hitcheoxk's films are so popular and manage o keep the audience on the edge ol their seats
becanse, though full of suririses, these films are very carefully plansied, down to the last detail.
Hitchcock never improvised. He worked for months with his seroen wriler develuping a shot-
by-shot outiine of a film. using no dialogue whatsoever. When this was done, he knew every
shot aod every comery angle by heart, Tuke lor exumple the famous scene in "Pyyeho® in which
a4 woman 15 murdered in the shower. There s no real dialogue, and wet the effect on the audience
is powerful. Hitcheock had decided s fibm "Psycho™ in black and white. " After @l he poonted
oul, "wher wanis 1o see red blood running down the bathrub™

Hilchcock managed to create a unique kind of suspense. 1le manipulates the spectators in
such a way that they do more than just watch o Hitcheock m: they actuadly take partin it

The Hitlcheock we know and the Hitchoock his family knew were veo different peaple. The
"real” Hitcheack lived in quite an ordinary howse and was maenied o the same woman until his
death for over filly years, He Jidn' wavel much, In real life, he never dared to take the jowmeys
he had planned. He never even leane to drive because he was afraid of gening a cwaffic tcket!

"When [ was four,” b once Lol an interviewer, "my futher sent me to the police station wilt
a note. It must bave been @ punishment of seme sort, since the policeman shut me in a cell tior
aboul five minutes and said that's what they always did o naughey lictle boys. I've been afraid ot
the police ever since "

Answer the following questions according to the text,

1) Was Hilcheock American by birth? Justity your answer.

21 W hen did his inierest in the cinema begin?

3) When do people enjoy being afraid. aceording to Hitchoock?

4} Give words or expressions from the text showing that he planned his films very carefully.
5} What makesx his films so popular?

6} How did his private hie contrast with the situations shown in his films?

71 What do you think were the consequences of the experience he had very early in life?

page 142 PTO
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SECTION TWO - Y OF LANGITA {7 points)
1. Find in the text words, phrases or expressions that are closest in meaning to
the following:

absveeend in (g 3y b} well-known ($ 2) el is killed (§ 2)

2. Find in the text words, phrases or expressions that are opposite in meaning
te the following:
a)indunger{& I b} ending (§ 2) C)same (% 4)

3. Complete the second sentence so that it means the same as the ones given.
al "D not come back too late,” his wife lokd ham.

— His wilc told him ...

b} "Psycha” was filmed in black and white, yet its impact was powerful.

— Although "FPsyeho" |

c} We must do everything carefully,

— Everything ...

4. Supply the correct form of the verbs in brackets.

a) Try 1o solve your problem instead of {to ask) for help.

b By the yeur 2050, the population of Algeria (o double) perhaps.

¢) Thousands of Algerians (to be forced} to leave their homes during the Liberation War,

5. Fill in euch pup with one word,

(Good manners diffec from country to country. Every coltural group has different ways of
behuving in various sociat situations. Some of these arc just conventions .. 1 . are not impor-
Lant i themseives but which de ... 2 .., one soclal group from another, If a person ... 3 ... poes
(e a foreign country .. 4 ... 1o be accepted. he bas t fearn ... 5 ... its social costoms.

6. Dialogue Complelion : Imagine what A says and complete the Following dia-
logue.

A

B : No, [ didn't. What kind of film was it?

AL

B : 1don't like harror films.

AL

B Detective films.

A . :

B L find them more relaxing, especially after a hard day's work,

SECTIIEEY THREE : WRITTUN EXPRESSION {6 poinis)
Choost one of the Tollowing tapies,
Topic One : Lsing the fallowing notes, write a compaosition of about 120 to 150 words.
Prople go less and less to Lhe cinema. Several reasons

— notime

— no or linle mongey

— time taken up by TV

— national production insufficient in quantity and quality

— few pood lilms imported

— cinemas arc neither clean nor comfonable

— insegunty

— How can the problem be solved?

Topic Two : Write a composition of about 120 to 150 words to narrate a happy event from
your childhood.

page 22
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SECTION ONE : READING COMPREHENSION {7 points)

Read the text corefully then da the activilies.

] The train reached Maritzburg, the capital of Natal, at abeut %00 pm. Bedding used to be

provided at this station. A raibway servant came and asked mie it ] wanted onc. “No." said [, I have
one with me.” He went away. Bt a passenper came next and looked mc up and down. [le saw that T
wiae a ‘coloured man'. This disturbed him. Out he went and came in again with two officials. They ali
kept quivt when another official came o me and said. “Come along, you must go o the van
compariment. ™

“T8ut | have a tirst class ticket.” | said,

“That doesn’t matter,” rejoined the other. *1 tell ¥ou you must go to the van compartment.”

“I tell you. | was permiticd to travel in this compartment at Durban, and ! insist on poing on iU

“No, you won't,” said the official. “You must leave this comparlment, ot £lse 1 shall have to call
a constable to push vou oot.™

“Yes, you may. I refuse to go out voluntarily "

The constable came. He wok me by the hand and pushed me out. My luggage was also taken
away, [ refused 1o go to the other compartment and the train stearmed away. I went and sat in the
waiting rovwm, keeping my  handbag with me. and leaving the other luggage wheze it was. The railway
authonvies had taken charge of it
| [ began to think of my duty, Should I fight for my rights or go back to India, or showid | po on
g: Pretaria without minding the insults. and retumn Lo India after finishing the case” It would be cowardice
tip ran back 1o [ndiz without lulfilling my obligation. The hardship v which [ was subjected was
superficial. Onoly the  symplom of the deep disease of colour prejudice. | should wry, if possible, 1o root
i oul the disesse and suffer hardships in the process,

S [ decided w take the next available teain 10 Pretoria.
MK AN An Awtobiasgraphy, oF the Stary of my Experiment with Trek

L. Are there any indirect guetations in the text? If so, how many?
2. Read the text then complete the following table on your answer sheel,
Mame of the passenger: Gandhi His race :

His country of urigin His destination :
His problem on the train :

3. Here are the answers to some guestions related to the text. Write the quesiions.
a) In the waiting room,
b} The railway authorities,
c} My duty.
4. Answer the following questions according ta the text,
a) Why did the passenger retuse to share the st class compariment with Gendhi?
by Did Gandhi go back 1o India or v South Africa afier the incident?
¢} Why was Gandhi travelling to Pretosa?

:t_\_i_-d]it.,l_ﬁ'l z’ﬂ']l_\_i_n.d_“
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3. What do the underlined words — they {§1) and it (§2) — refer to in the text?
& Choose the general idea of the text,

a) Grandhi’s hiopraphy,

b) Gandhi on his way to Pretoria to fight for his rights,

¢} Gandhi’s adventure.
2. Maotck the words and their KPHOM LS.

a) reached 1} obligation

b} wus permined 2 struggle

¢ duty 3y arrived at

d} fight a4y aflowed S
SECTION TWO ; MASTERY OF LANGUAGE (7T points)

1. Supply punctuatien and capitais where necessary.
on the first day of january 1863 all persons held as slaves within any siate shall be forever free
abraham lincoln said
2 Which nouns car be derfved from the following verbs ¥
arto free b} to segregate ) v defend
A Rewrite sentence (5 so that it means the same as senfence fa).
H{a}. Ragtime was played evervwhere in the USA m the carly 1900"s by both black and white
IS ICIUnS.
Tk Both Bluck and wliite . e
21a). I King sad, 1 acecpt this Nobel Prizc with taith in America and faith in mankind.”
by DrRingsald that ... e
4. Join the two sentences inty one using the link word provided. Make any necessary changes.
ay King used non-violent means of action during his struggle. Gandhi used non-vielent meens of
aclion during his strugple. (like)
b) The whites marched behind the black leaders. They bebieved in human rghts. (becanse of}
c) Black people were poweriess. They strugpled for their rights. (although)
3. Fill in the blanks wsing only fonr of the eight words in the foltawing list,
words — sewences - day feast — in - where - looked  warched
President |Lyndon Johnson declared April 9 the day of D King's funeral in Atlanta a national
vl of mourning, Millions of Americans ...2... the funeral on wlevision. King was buried in
Atlama, the city .3, he was born. On his grave stone are carved the .4, _ from his most famous
speceh, “Free ar last! Froe an last! 1 am free a1 last!
. Rearder the following words vo make a cokerent sentence,
{ tor S activities f and ¢ was /o / Gandhi / prison ¢ sent ? his S ideas!
7. Classify the following words according to the pranunciation of their final *ed".
struggled  colontsed — developed  arrested,

SECTION THREE : WRITTEN EXPRESSION (6 points)
Topic One ; Using the following notes, wrile a composition of ebout 150-200 words,

- Mahatma Gandhi's biography - Bomn in Portland {Indiz) in 1369

- Studied Law in London in 1888 - Practiscd aw in India Y] 1893

- Left for South Africa - Back to India in 1915

- Jailed many fimues = Believed in non-viclence and tauth

- Bhot dead by a Hindw in 1948
Topic Two : In no mote than 80 words, write a summary of the reading passage.

i gty 22 iadad i
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SECTION ONE: READING COMPREHENSION {B POINTS)

Read the passage carefully then do the activities.

Not all Ameticans are free to celebrate holidays at all times. Whether they must work or not
depends upon the importance of the hohiday, the demands of seasonal work, holidays agreed 10 in union
contracts and other factors. Many newspapet reporters. radio broadeasters, hospital workers, police. fire
fighters and  workers who proside other egscntial services must work on holidays. Al working
Americans, however. do gct vacation time. Most take their vacations during the summer miaths g is
common in other nations. The amount of vacation time varics preatly. hul maest peeple gel one or twa
weeks a year, after working for the same company for a year or more. More vacation (s given after
lomper periods of wark.

I'his brief description of holidays shuows that for sume of these special times. the customs of all er
most Americans are very much the same. For sthers, however, the customs can vary greatly. Those
who feel stongly about the labour wnions. for example, see Labour Day as a day on which to
demonsirate tabour solidarity in a public way. For others, Labour Day means a day off 10 go lor a nde
in & car, to go for a fina) summer swim ot to Told u family ger-logether.

Activity 1. Choose a title to the text.
a) Amencan Celebrations
by Holidays in America
cy  American Workers

Activity 2. Answer these questions according to the text.
a)  Amenican halidays depend on several factors. Mention two of them.
b1 Do all Americans behave in the same way during Labour Day? Justify your answer.

Activity 3. In which paragraph is it mentivned that in soroe kinds of joha the Americans must
wark during holidays?

Activity 4. Here are the answers to questions about the text. Write the guestions,
a)  During the summer tmonths, (§1)
b}  Muore vacation bme. (§1)

Activity 5. Find in the text words that are closest in meaning to:
a) differs (313 by usual (§1) cl shori {§2) d3 traditions {§2}

A d o alt ...,_L...i1 zl.'lll_ﬂ_'hﬂ_h
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S£e110N Two: MASTERY OF LANGUAGE (8 POINTS)

Activity 1. Supply punctuntion and capitals where necessary.
the american student spends six hours & day five days a week 180 days a year in school children in the
united states start pre-school at the zge of four

Artivity 2, Which adjectives can de derived frem the following nouns?
a}life b length c}child

Activity 3. Every sentence contains one mistake only. Write ihe sentence withont the mistake,
a) Money bring money,
b1 Wowadays. people do not like read.

Activity 4. Combine the following pairs using the connector provided.
a) Reading the newspuper ¢ the telephone {nmg) (while)
b} You got to London ¢ (start) speaking English (4% 500D as)

Activity 5. Read the passage and defete the unnecessary words.
In during their free time. the students spend much time watching TV. Students they also listen to music.

Activity 6. Classify the following werds according to the pronuncintion of ‘ed’.
worked depended reported showed

idl ITY, didd

SECTiON THREE: WRITTES EXPRESSION (4 POINTS)
Choose one of the following topics.

Either Topic One

Using the follewing notes, write a composition of about 80 w 129 words,
- Alperian holidays : mastly in summer
- A few Algerians wark - only necessary services
- They spend halidays : seaside — weddings - with family
- Halidays still expensive fhotels  food )
- A Jol stay al home.

Or Topic Two

b Write a composition of about 80 to 120 words on the following topic.
Do you prefer to spend your surmmer holidays in your country or abroad? Give your reasons.

aTer dnlneeme o -,

4
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Section One : reading Comprebension (07 pts)
Read the following text carefully and de the activities.

Human Population Growth

Popuiation growth is not shmply due to ao increase in births but to the excess of
births over deaths. Improvements io poblic health and medicine around the world
encourage population growth by enabling people to live longer.

Many cconomists say that economic development is the key to slowing
population growth. 1o developing nations, where many people farm for a living,
there is an economic advantage to having several children. When societies hecome
economically and techuoologically advanced, however, modern agricultural
techniques enable the production of the same amount of food using the labor of
fewer people. In such societies, large families are unnecessary. As a result, family
size drops. This so-called demographic transition has helped reduce the growth of
populations in the wealthier, industrialized nations.

Unfortunately, a rapidly expaoding population can by ijtself prevemt a
developing mation from improving its economy., A nation’s people can become
puorer when its population growth is higher than its economic growth.

I - How many indirect quotations are there in the above passage 7
2 — Are 1hese seatements true or false? On your answer sheet write T or F next to the
sentence letier,
a) The population increases because the birth rate is lower than the death rate.
b} People live longer thanks to progress made by public health and medicine,
¢) Many economists helieve that economic development will increase population
growth.
d) Large families are not needed in developed coumiries.
3 — In which paragraph is it mentioned that mechanized farming has helped to
produce more food with less farmers 7
4 — Answer these questions according to the text.
#) Why does the number of births exceed the number of deaths ?
b) How can economic development help slow population growth ?
5 - Find in the text words or phrases that are closest in meaning to the following :
a) caused by (§ 1) b) motivate (§ 1)  c) decreases (§2)  d) quickly (§ 3)
& — Find in the text words or phrases opposiie in meaning ta the lollowing :
a)decline {§ 1)  b) drawback {(§ 2) c)pooreri§2) d)loweri§ 3)

ik a1 A 2/ 14 md_alt
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Section two : Mastery of language (08 pts)
1 — Supply punctaation and capitals where necessary.

overpopulation continues to deplete croplunds fizheries water resomrees and energy

supplies.

2 — Which verbs can be derived from these nouns ?
production — excesa — industry - siarvation

3 - Give the correct form of the verbs in brackets.
a) Couples {desire) to have children since antiguity.

i) They have agreed that when they get married, they (practise} family planping.

4 - Rewrite sentence (2) so that it means the same as sentence {1} ;
a) 1 - The population af the industrialized nations is ageing,” an expert says.
21— An expert says ..
b} 1 - We must draw a clear dwldmg line between centraceptinng and abortion.
2 — A clear dividing Lin€ ....corrvvren
£} 1 - Children are seen as & blessiog In the Third World.

2 -Peuple cconnneenn
d) 1 — An econiamist said fhe medical advances had considerably owered the mortality
rate.
2 — An econobaist aaid, ¥ ... i e s e ,
5 —Fill in each grap with ONE word 3o that the text makes sense.
The human population is ...... {8)..... in many regions simply ..._.. |3 people Inck
awareness of .......(Choerie control or the ability to limit the size of their ... (d).c... .

& = Classify the following wards sgeording to the pronunciation of final © ed ™.
developed — improved - limited — advanced.

I o i ' Ad/

Section three : Written expression { 05 pts)
Choose ONE of the following topics

Either One: This is a4 conversation between A an B Complete what B says.

A : I think getting many children is a gift from God.

i But the sconomic crisis is not going to kst for very long.
E I dom*t agree. When § get older, they will help me.
i If they don't get any job, God will help.
O?t;m :
It about 80 words, write a summary of the reading passage on page 1.
e iy 2/2 iria i "
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| they look to individual and corporate denars for heip. especially scholarships for black students whe
| bave the ability to de well but whose parents do not kave enough money to pay the relarively high ]

SECTION ONE; READING COMPREHENSION (7 poimix)
Read the text carefully then de the activities.

Utkongathi

A lirtle school near South Africa’s wopical sast coast port of [Durban is breaking just aboul every
racial tabou the white government here has enforced previously at local schools. And it seemsto bea
[redl Suceess.

The school is called Uthongathi. a Zulu word meaning “u place of significance™. Fur the staff and
students — who hape it will be an exampie to the rest of the countey — it most certainly is a significant
place. |

/thongathi. built with privace funds, is completeiy and caleulatedly multiracial. Tt was the first |
school set up at the outset to be multiracial, though many other private schoals hay e become sa.
Furthermore, in a country where co-gd schools are the excepton, and sull often regarded as a nsky
experiment. Uthongathi is a co-ed schoel.

The founders of Uthongathi have not even hothered to apply for o government subsidy. Instead.

school fees,

Several biack students intervigwed suid their main reason for wanting to be st Uthongathi was the
high educational standards it encourages. A 13-vear-old black girl sad, however. that the schoo
provided not only s ~good education” but also a “Tovely atmosphere” because of the wayv the srudents
are allowed to mix freely.

Tor the white sludents. thers scems to be a sense of adventure at being here, and a sense that they
are parts of an important educational experiment. One girl said that she enralled “because it's @ new
experience for the whole of South Africa and [ just febt it was the place to be.” She added. “Iv's just like

we'te mot only being tanght school work but alsa abouwt life. " [leadmaster Thompson san s that paneras |

are also benelring from Uthongathi. Schoal events have jriven many af them their first oppactunity Lo
meet socially un equal terms wath people of a different race.
He says he hopes it will serve as a model and as a catalyst to help transtorm apartheid education. 1

know we're just a drop in the ccean. but somebody has to start somewhere.”
Pl Chrissian Sceerce Mosor, doauary {958

I. Is the reading pavsege

aja lener’ b)a poem” ¢) 4 newspaper article”
2. Suy whether the statements below are ‘True’ or 'False’,

a' Fducarion in the new schaal is free.

by The school has been founded 1o fight racism.

¢) Utherguthi is o State school,

3. Answer the folfowing yuestions accerding (o the text O
a) Wh has the new school been opened? U

b1 Where does the money for the school come fram?
¢ s this co-ed school a successful experience?

:t_'h_l._ud'lu,u.m Zflq_n_n_m_ll' i
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A Find in the text words that aré close in meaning is;

a} dangerous (§3) b) permitted (§3)
5, Find in the vext words that are opposite in weaning to:
a) public (§3) bl recedvers (§4}

8. What do the underiined words - it (52) and they (84) - refer fo?

SECTION TWO: MASTERY OF LANGUAGE

1. Supply puncination and capitals where recevsary,

rizht in thy middle of the party barbara had an urge o be alone she had 2 moment of doubts

2. Which adjectives can be devived from the following nouny?

a) adventure 0l racs

3. Rewrire sensence (b} 5o that it means the siume as sentence (ah.

l{a). ©ne girt said that shie bud engolled in Ushor.gathi because she fielt it was the plnn:tn be.
Eby Ome il sald, o e e e

2(a). Co-education js stil] regarded as a nsky experience.
2rb) Peaplestill o,

4. (five the correct forss of the verds in brackes.
wp Lintil fast vear. we nuever (10 113 to Paris.

b1 IET {1 be] President. | would give all voungsiers jobs.

5. Re-order the words below fo make o cokerent sentescr.
are ¢ far 7 they [ altbough ¢ some @ Susiness

¢} {inance

machines ¢

drawbacks / good / have

8. Classify the wordy below according to the pronunciation of the Srmal fed.
hoped / called * enrolled @ wanted - added

(T polnty)

-i-d.‘ iI'l

nid:

SECTION THREE: WRITTEN EXPRESSION

Write a camposition of about 156 - 200 wordy on one of the following topics.

Topic One,

The writer gave an anmple of how racism could be banmed, Would you suggest other solutions to this

preblem which still exists in many parts af the world?

Topic Twa.

Here is part of a conversation. Complete it.

A Du ¥ou think racism may disappear one day?

{6 poinis)
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SECTION ONE : READING COMPREHENSION ( 08 points )

Read the passage carefully, then do the setivities .

At 3:29 PM. on Octoher 15, 1978 . a wam of en women accamplished something that no other
group had ever done . The American Women's Himalayan Expedition was the first American
climbing tearn to reach the summit of Annapurna 1. the tenth-highest mountain in the world . Arlene
Blum was the leader of the expedition . Her stiring account of that adventure in Rer book .
Annapurmna: A Woman's Place . is 1 highly acclaimed story . But why should somecne . man or
womnan want o do something like that 7

= For us . the anywer was much more than  because it s there ™, says Blum .~ We all had !
experienced the ¢xhilaration . the joy . and the warm camaraderie of the heights , and now we were on |

out way to an ultimate objective for a climber - the world s eath highest peak — But as women , we
"

faced a challenge cven greater than the mountain . We had to belive in ourselves cnough to make the ;
amemnpt in spitc of social convention and two hundred years of elimbing history in which wormen |
were usually paid liltle amention”. Blunt talks abot how women had been told for years that they I
were not stromg ehough © carry heavy loads | that they dida’t have the leadership experience and
cmotional stability necessary tw climb the highest mourtains . After a climb of Mount Me Kinley in
1970 , her personal faith in the abilities of women was canfimed . :
From “* The leadersaip Challenge ™ by Jin Kouges '
and Barry Posner Jussey Bass Publishers , San Francisco , 1995 .

1. The reading passage above is :
a/ a newspaper article
b/ an advertisement
¢ an extract from a book .

T Are these statemnents true or false 7 On vour answ e sheet . write the sentence mumber and * T .

or ©* F7 next tu it
a! The expedition started at 3.29 on October 131975
b The ten women-climbers have become famous because they speni the longest time

climbing .
o/ Annapurna ! s one of the ten highest mountains in the world .

daial) 371 Aadad
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3. Answer the following guestions .
a/ Was the heighl of the mountain the only difficuity (he waomen had te face ? Justify
YOMT QINaeT |
b/ What feelings had the weam shared when climbing ?
of How lone have women been underestimated in climbing ?
& When did Arléne Blum start thinking that the Annapuma expedition was possible for
her team 7

4, Choose and wrile the two characteristics which show that Arléne Blum is a true leader -
a ! She believed in the team’s abilities
b f She set objectives for ihe leam .
¢/ She wrote o book about the expedition
d ? She ignored what people think of women climbers

3. Find in the rext words closest in meaning to the following ;
afprased £ § 1%
b poalf 22}

6. Find in the text words oppwsite in meaning to the f
a/sadpess (8 2) b disbelief( §2)

SECTION TWO : MASTERY OF LANGUAGE {08 points )

1 - Supply punerousen and copitulization where necessary :
did swu see those twi ludies over there they were just saying how disappointed they were

2 — Which adijectives can be derived fron these nouns 7

MNuuns Adjectives
&' height -
B adventure -
¢/ attention -
df fuith

3 — Rewnte sentence [ b by so thal it means the same s sentence {a )
1.1 “No womnan has ever attempted to climb the Annapumna”, he declared
b Hedeclared that ..o . .o
2. a! Women's abilities are being confirmed by their successes in different fields
b= Theil sHEQesses -0 oo o o .o ol o
4 — Gap fillings : Till in the blanks so that the text makes sense .
Angela Davies became famous in the early [970s when she campaigned to free three
black prisooces o California .
Ab that tme she ... 1 ... aprofessor of philesophy al California upiversity . She was
... 2 ... wiaterronstin New York in autumn 1970, .. 3 .., supporiers Jaunched a campaign
to tree her . and ... 3 ... Jume 1972, she was found (o be 3.0 5 L of the charges made
against her
. 6 . went on to campaign for other puliticsl prisoners and for racial cquality of all

peoples

§ - Putthe verbs in bracket into the comect tense :
a = They { start ) woek on this building \hree years apo .
b — W { oot see ) each ather for 2 oo time | but he immediately recognized me !
¢ - 1 doubt that be { vun 7 finish ) the work before next holidays .
d — Wi ta hold ) a meeting ahen they broke the news
e — This Factery { to empioy ) more than ewo thousand workers in the past |
F— We shall inform them when they { o amrive

| 3 /2 Aakal
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6 — Classify the fallowing words according to which syllable is stressed
a. campaign h. evervthing C. enjoy d. eombination

1¥ syllable 7 svllable 3 gyitable

L

SECTION THREE : WRITTEN EXPFRESSION {94 points )

Choose one of the fullowing topies |
Either 1 ! using the follawing notes,write a composition of about 80 ko 120 words .

Algeria has many interesting  places which could attract tourists . Choose a place , and
write o description which coudd be published in 2 wounst puide . Include the follawing points

location . histarical backzround . peoele . places where to stay { hotels and youth hostels ), °

armenities . places to visitand why , means of raasport |, special adviee i any |

ar 2 : Write a composition of about 80 to 120 wards on the following topie

Writz a biography of someone vou admire (a sporlsman. a sportswontan, a scientist , an actor
of singer e1¢ ), and say what qualities you admire most in him / her .

Ay 3 /3 akad P
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