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PREFACE

These guidelines are designed for all the seconsiengol levels; i.e. the common core, the first
year and second year baccalaureate. They havedb@en up in accordance with the principles set
forth in the National Charter for Education and ifirag, and subscribe to a standards-based
approach to the teaching of English as a foreigguage. The guidelines’ main aims are:

to provide further insights into this approach;

to outline practical tips to further enhance owactang;

to stimulate reflection upon ways of maximizingri@ag and teaching.
There are five parts to these guidelines. The fiest includes an overview of the standards-based
approach, outlining the rationale behind its adwopti describing the targeted 5 C's (i.e.
communication, culture, comparison, connections@mdmunities), defining the types of standards
that are connected with them, and suggesting #weirfes of a standards-based lesson. The second
part centres on a series of ways in the teachirteoskills of listening, speaking, reading, wigtin
and language within this approach. The third paok$ at learner training/ learner autonomy and
schematizes effective procedures for managing rcass activities. The fourth part considers
performance-based assessment. The fifth and fiadlipcludes the common core, first year and
second year syllabi. The appendices also includieaisle documents for teachers of English. The
examples of the standards provided throughout theskelines very often relate to the second year
Baccalaureate, due to the importance we try to @ivhis level.

It is hoped that these guidelines will be a usedtérence source to all the parties concerned with

the teaching of English as a Foreign Language inoktm.

Many thanks are due to regional inspector coordimsaand all the members of the drafting

committee(s).

Central Specialist Coordtren of English
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PART ONE



Standards-based Approach: An overview

The adoption of the standards-based approach sedgeshese guidelines can be justified on thi¥dhg

grounds:

It addresses what learners must know and be afde teith English ( content standards) , and of
how close they are to achieving the aims of thesm( performance standards);

It addresses communication as being not striatly skill, but a mixture of the spoken, written,
auditory skills;

It is based on the premise that cultural underdtgnd essential in language education;
It connects English with other subjects areas sschistory and geography, philosophy, etc;

It is based on the view that argues that compaiycontrasting our own languages and culture(s)
with other languages and culture(s) leads to battderstanding of ours;

It stresses the extension of language learningreqmes from the classroom to ‘the outside world’
It is focused on learner learning(i.e. learner-essd);
It holds all concerned parties accountablé floe outcomes of learning;

It requires performance-based assessment

With these grounds in view, the teaching of Engirshevel Four should address five areas:

1.

Communication----Learners will communicate in both oral and writfenms, interpret both oral
and written messages, show cultural understandimt paesent oral and written information to
various audiences for a variety of purposes .Thmedes of communication are involved here: the
interpersonal interpretive andpresentationalcommunication.

Cultures----Learners will gain deeper understanding ofrtleeiture(s) and other cultures in terms of
their perspectives(e.g. values, ideas, attitudes, etpriactices (pattern of social interactions), and
products (e.g. books, laws, music, etc).

Connections---Learners will make connections with other subjaetaa; and acquire information
and use through English for their own purposes.

Comparisons---Learners will gain awareness of cross-cultsialilarities and differences (in terms
of both language(s) and culture).

Communities---Learners will extend their learning experiencearfrthe EFL classroom to the
outside world through activities such as the usthefinternet .They will therefore be made aware

that we live in a global world.

‘Learner training’ for lifelong learning is omnigent throughout the 5 Cs above. All the curricutd a

syllabi need to target enabling learners to leanw to learn, and be able to carry on learning eyntbelves,

! Accountability is an integral part in the approactiggested. All stakeholders are accountable to ether for the
expected learning outcomes.
2 See the Fourth Part of these guidelines.
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even when they graduate. The areas above desoiideitly the overall content of teaching/learniagthe
four levels. Aligned with these areas are the foiimy types of standards:
Contentstandards— are statements about what learners should kndviba able to do with English.
Performancestandards—show us how the learners have achieved the ststargetedThey refer
to how learners are meetinga standard and show thdearner’'s progress towards meeting a
standard.

Proficiencystandards— these standards tell hew welllearners should perform.

The necessity for having clear, straightforward amdl-articulated standards is self-evident. Thegvire
learners with the opportunity to acquire the knalgke, attitudes, skills, and strategies for betteglih
language learning. An effective attainment of thes@dards requires that teachers should helpdesato:
- develop the ability to think through
Problem-solving;
informed decision-making;
systems thinkingj(focussing on the whole, not the parts, of a paldir issue or system);
critical, creative, and analytical thinkir‘lg;
imagining places, times, and situations differeotf their own;
developing and testing hypotheses;
transferring their English language learning corapeies to other learning situations.
- develop communication skills
constructing and defending an argument;
working effectively in duos/-groups;
communicating plans and processes for reachinggoal
receiving and acting on instructions, plans, andeis
communicating purposefully using the skills acqdire
- be tuned to quality work
acquiring and making effective use of information
- coming up with quality performances (e.g. well-axted presentations / projects in class);
revising their performances for later presentations
Drawing up and pursuing positive and rewarding gjoal
- foster their connections with their community
- being recognizant of their responsibilities andhtégas citizens and acting accordingly;
- being willing to work hard and being long-life lears;

- contributing to the aesthetic and cultural lifetedir community in any way they can;

% systems thinking is a way of understanding rgaliat emphasizes the relationships among thersis{earts, rather
than the parts themselves.

* This is a strategy that fosters the learner’sitgtid think methodically Learners should be encouraged to think both
critically and analytically.
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- viewing themselves and their community within thg/eown, country and the world at
large;

- contributing and adapting to change - be it sdientir technological.

Teaching through standards: A lesson plan

A lesson that addresses a particular standardgsirailde the following features:

Goals and rationaleof the lesson [Succinctly describe the generamate for teaching your lesson].

Focus content area [ldentify the one or two major skills/strategietanguage items and
knowledge/information which you will target with yolesson].

The standard(s) addressed[ldentify the standards which your lesson addmessBrovide a brief
rationale explaining how your lesson addresse®thesdards].

Teaching procedure§ldentify the major steps/components of your lesstse this step of the lesson to
think through and plan the flow of your lesson].

AssessmentHow will you determine if your lesson achieved gisals? Include performance indicators

in your assessment plan. An assessment plan noigktike this:

Performance indicators -
Learners e.g:

o listen attentively and recognize when it is appiaprfor them to speak/respond.

o take turns speaking and responding to other peofleas in conversations on familiar themes.

o recognize the kind of interaction appropriate fiffedent circumstances such as pair/group-work and
debates.

0 use appropriate conversation skills.

Sample tasks -

This is evident, for example, when learners:

o take partin pair/group-work ,debates, etc.;

o invite English-speaking visitors to their schoolotassroom and respond to their questions;

0 use a communication device to greet a classmatelimer a message to another speaker of English;
o write an e-mail message or a text message torafrie

o are involved in follow-up activities and tasks (amni-projects).
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PART TWO



THE TEACHING OF THE FOUR SKILLS

Skills within the standards-based framework

The standards-based approach suggested in thabdiges sets relatively high expectations with rdga

the teaching of the skills wéading writing, speaking andlistening. We should work towards creating the
conditions necessary for all learners to meet #@red outcomes. For the teaching of these skillbet
successful, teachers and textbook designers shwald the five standards areas (i.e. communications,
cultures, connections, comparisons, and commuitedsrred to earlier in mind. These skills (i.éeracy)
need to be addressed earlier with a view to hell@agers (i) meet the standards set forth foleakls and

(ii) help learner gradually develop their commutii@competence. This encompasses:

o0 Grammatical competencethe mastery of the language code itself.

0 Sociocultural competence the ability to understand and use utterancesogpiately in
different sociolinguistic contexts depending onteatual factors/ clues.

o Discoursecompetencethe ability to combine grammatical forms and megsito achieve
a unified or coherent spoken or written text ifetiént genres.

0 Strategic competence The ability to make use of verbal and non-verb@nmunication
strategies (a) to make up for breakdowns in comaatitin and (b) to boost the

effectiveness of communication

Listening and speaking

Within this standards-based approach, the aimHertéaching of English in our schools goes beyted t
learners’ ability to know its linguistic componertts encompass its authentic real-life uses, asbleas
mentioned earlier. This aim can only be achievebuth prioritizing their listening and speaking
competencies. These two skills are tightly inteted and often function interdependently and/
simultaneously in real life situations. A systeroatind principled integration of the two is an asset
fostering effective oral communication. Such insggm reflects real-life and purposeful communicatilt

is advisable that particular focus be laid upondinategies that are inherent to each of them.t@&ehing of
speaking and listening should aim at training #erders for real life communication through helpihgm
enhance the competencies that are essential toutbeiof English in differerearning or ‘real’ situations
confidently. We should ensure that as learners naderg the levels of the English language coutsey t
gradually acquire the necessary language knowledgé competencies that are crucial in effective and

purposeful communication. A systematic and reas@pmmtoach to the teaching of listening and speaking

® (See Canale and Swain 1980, and Canale, 1982).

® Our dealing with these two skills first is of nigmificance whatsoever. Equal importance is gitethe other two
skills.

" Both declarative knowledge (what to know) and prhaal knowledge (know how) are complementary rathen
mutually exclusive within this approach.
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requires that they should be treated as procesdherrthan products. Incidental spoken Englishhia t

classroom should be exploited as a further valuiaiplet.

The two coming sections will try to focus on thstéining and speaking skills in isolation for pedsgal

reasons.
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Teaching listening

Within the standards-based approach adhered tde#nhing of listening is given priority on thel@ling
grounds:
It is the most frequently-used skill;
It provides the aural input that serves as a preraisd a necessary ingredient for language
learning;
It provides learners with the opportunity to interen spoken communication;
Language learning is highly dependent on listeniing. listening to teachers, to peers, to
recordings, etc.);
It aims at extracting meanings/messages from sptdes, which requires an appeal to both
bottomup andtop-downstrategies;
The teaching of listening should help learners beceffectivelisteners.Learnersneed to be made aware
that although words carry meanings, it is unnecgssadwell long on them once the message has been
captured. Being able to listezffectivelyalso lessens pressure that the speaker may hakeregard to
speaking speed adjustment and language tuning.eWeiching listening as a skill in its own rightjs

essential that we take account of the fact thaviilves the following basic sub-skifls

Discriminating sounds, recognizing stress pattamsnation, etc. (phonology and phonetics);
processing sentences: analyzing their elementslibgia structure frame ( syntax) ;
recognizing and understanding of words/ lexicain{s or formulas ( semantics);
recognizing how texts are rhetorically structurgelires);

recognizing cohesive devices in discourse;

constructing the literal meaning;

storing the information in short-term memory;

identifying speaker’s intent and text tone (actiggening);

puzzling out paralinguistic aspecboflylanguage)

predicting what is to be said;

deciding on what to say or do to react.

These various sub-skills show that listening isanpaissive process. It rather involves an ongaitegaction
between both bottom-up and top-down stratégiggective listening also makes use of linguist&well as
non-linguistic knowledge. These abilities are paluilt in what constitutes the core of the staddgput

forward for the teaching of listening.

8 See Appendix C for more details about listeninmpeehension micro-skills ( Brown, D. 1994).

° Top-down strategies involve listening for the main ideaj@pating, drawing inferences, summarizing, &ottom-
up strategies involve listening for specific detaitientifying collocations or cognates, recognizprgnunciation of
individual words, recognizing word order patterets,
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Listening content standards
The guidelines take the listening content standasdan indication of what all learners at this lesreould
know, understand and be able to do while listetingpoken text8. Below is a list of the listening content
standards that are the foci of Level Four, foranse:
Listening content standard 1 learners will be able to demonstrate awarenefiseofommunication
process;
Listening content standard 2 learners will be able to listen to various typésexts for a variety of
purposes;
Listening content standard 3 learners will be able to use skills and strategiieenhance listening;
Listening content standard 4 learners will be able to identify, analyze analeate a variety of

spoken texts.
Listening performance standards

Standards for the teaching of listening in the 8dctéear Baccalaureate (See syllabi) should be ceedtas
inter-dependent and be dealt with as one-leadistdenther process. The following listening strégsgare
crucial to the attainment of the above standardd )1
being aware of the various components of the psoaéscommunication; namely the message,
sender, receiver, shared knowledge, channel, fekdbad inference;
using high-order skills (selecting, analyzing, origéng, categorizing, evaluating, etc.) to underdta
spoken texts;
interactingcommunicativelwith spoken discourse to decipher the literal mmolied meanings (i.e.
implicature);
using listening skills to identify what @ulturally appropriateor inappropriate

Listening anchote-taking.

Helping learners meet the listening standards

There are a lot of tasKsthat teachers might use to reach the oveiiafls laid down for the teaching of
listening in the upper secondary schodleachers; for example, can help learners meetttralards for
listening if they manage to involve themaetivelistening Tasks and activities which involve learners in
listening actively help them gain confidence anddmee autonomous, transferring their ‘know-how’ ¢alr
life situations; e.g. listening to the radio, viegia film or watching a play in the target langudgeorder to

meet this aim, the following points are in order:

Much of teacher time needs to be spent on helgamers on the effective development of listening

strategies; i.e. top-down and bottom-up strategies;

19 Characteristics of spoken discourse are dealtiwithe speaking section.
1 A series of listening activities and tasks aragppendix A.
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Learners must be offered opportunities for praciicstde and outside the classroom and connect

English with other subject matters;

Integrating listening with other skills ensuresttiskills reinforce each other; i.e. a listeningktas

might be preceded or followed by an oral or writteport (or both);

Written texts and activities with pictures, mapsthantic videos, recordings, plays; etc. which

provide visual support, help learners learn tehst

Real-world tasks which require that learners shqutitess information by selecting, categorizing,
and analyzing it;
Using listening to interact culturally with peersda other speakers of English (e.g. listening to a

conversation, a monologue, a talk, a song, etc);

Learning listening is spiral in nature; thus, temrshneed to allow for an on-going recycling of this
language skill;
Using pre-listening, while-listening and post-lisitey task¥ that tap on cognitive processes should

be top on our ‘pedagogical list'.

The focus on listening for ‘comprehension’ andelishg for ‘acquisition’ arevital for teachers to make sure
learners are developing listening competencies elsag developing their linguistic repertoire; esply
because learners hardly, if ever, use English deitdie classroom. Teachers are advised to vary tHs
types to keep learners motivated and on task. Sufntkee tasks, activities and resources are supjied
textbook(s), while others need to be provided achers themselves. Learners’ generated spoken texts
(talks, conversations, or discussions) can be decband used as listening tasks.

Within the framework of learner training advocatsdthe standards-based approach, special caredsbeul
directed towards fostering the learners’ abilitynbtake use ofmetacognitive strategies how to plan and
listen purposefully, how to tolerate ambiguity, htwwmonitor their comprehension when using thectete
strategy (or strategi€$), and how to evaluate their listening as a whdkeachers prompt learners into
deciding on which strategy (or strategies) to Umdp them with the means of self-assessment, aitk gu

them through the process of evaluating whether tisé&ning has been successful or not.

12 A series of pre, while and post-listening actagtiare in Appendix A
13 earners select top-down or bottom-up strategiesse them concurrently, flexibly, and interactives construct
meanings.
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Teaching speaking

Promoting learners’ speaking skill is one aspecti®ieloping their ‘communicative competence’. Many
language learners see the ability to speak flueadlya fundamental criterion for the measuremerheif
communicative competence in its totality (i.e. grnaatical, sociolinguistic, discourse, and strategic
competences). Competencies related to other skitls as listening, reading, and writing might goaticed
(or look unimportant) in many social contexts whiggrners are required to react in spoken discouitsar
success or failure to function orally and effedivi@ such real-life situations determine the extienwhich
they are progressing as language learners. Teaalsersiew the ability to speak effectively as atcal skill
they have to enhance in their classrooms. Theythis& that a good proportion of the language cutd
should be devoted to teaching speaking. Teachiegkspg should be given high priority because of the

following reasons:
It is a complicated skill that embraces all the poments of ‘communicative competence’;

Language learning is highly dependent on speakinlistening (i.e. speaking to teachers, to

peers, to oneself, etc.);
Real communication requires attending to messageéseacting to them appropriately;

Teaching speaking gives learners a high level geifidence, motivation for learning, and an

appropriate training for real-life tasks;

A lot of speaking takes place in real life; thiads credence to the belief that teaching this skill

is not just a fad, but it is a necessity;

Teaching speaking provides learners with the oppdit to grow as effective world citizens;

able to transmit, share and compare ideas, infeemand cultural patterns of different speakers.

Drawing on the standards-based approach, the guédetall for the focus on two types “communicative
modes”- the interpersonal and the presentatiortas@ two modes dictate integrating speaking witlerot
skills systematically. In the classroom contextcanversation, for example, might lead to writing. A
conversation might also lead to listening, reading written report or a short presentation. Thme af skill
integration is to enhance more contextualized mractand thus more learning .In this section, for
pedagogical purposes only, the focus is put ortehehing of speaking component in isolation. Thveilk
however, be reference from time to time to the o8idlls in order to shed more light on the natara

purpose of various tasks and activities.
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Speaking Content Standards

Standards for the teaching of speaking in the skgear Baccalaureate (See syltbi for instance, should

be conceived of as inter-related and hence be appedl in a recursive way to ensure adequate attaitnm

0 Speaking content standard 1ilearners will be able to effectively speak in diffist situations
for a variety of purposes and with a variety ofiandes ;

0 Speaking content standard 2:learnerswill be able toconvey messages and make use of a
range of skills and strategies to speak effectiveding their current proficiency to the fullest;

0 Speaking content standard 3learners will be able to evaluate information bgagnizing the
interlocutor's purpose, to draw conclusions or makiermed decisions to interact with the
interlocutor effectively;

0 Speaking content standard 4:learners will be able to speak with their interlmes in a
culturally appropriate way.

Speaking performance standards
Inherent in the achievement of these standardsseri@s of processes asttategiedearners are to be
engaged with to make the speaking act successful:
Identify and use spoken discourse appropriate tpgse and audience.
prepare and deliver information by generating tgpicganizing ideas, facts or opinions for
a variety of speaking purposes and audiences r@aging experiences, telling a story or
presenting a report).
use main ideas ( or thesis statements) and supgatétails to organize and communicate
information.
participate in group discussions using appropriareguage functions; predict, clarify,
analyze, interpret, ask and respond to questions.
plan logical steps and organize resources to @arrya task within a given time frame (e.g.
collecting information for a presentation; givingdafollowing multiple-step directions).
evaluate responses both as interviewers and irteeds.
Be aware of and identify cross-cultural similastend differences.
use effective and appropriate vocabulary and ldgicanectors to relate or summarize
ideas, events and other information.
Express personal feelings and emotions (anger iteggy doubt, surprise, etc.)
Respond to direct questions, instructions, suggestioffers, visual input, etc.
Use supra-segmental features (intonation, streslsihgythm) accurately.
In oral communication, speakers usually choose {dpic, (ii) the type of organization requiredddiii) the

appropriate language to express ideas, feelingsstnit information, etc. They also choose (iv) dedivery

See Appendix F
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techniques appropriate to the audience and thatigitif. These strategies are often used simultaneously.
Therefore, learners should be trained to use trdaquately in oral communication.

Helping learners meet the speaking standards

Setting appropriate pedagogy for the teaching etkimg in the Moroccan context requires teachetseto
aware of the differences between spoken and writitgrourse, and then build on them to design p@fpbs
tasks and activities. From the point of view ofgurotion, it is self-evident that spoken and writtkscourse
makes somewhat different demands on speakers atetswviThe speaker, for instance, functions under t
pressure of time, whereas the writer does not t@ewbnitor, repair or modify her/ his output immeiily.
The speaker may also have access to immediatedeledifom the interlocutor(s), while the writer canly
iImagine the reaction of his audience. The mostestlcharacteristics of spoken/written discourse are
outlined in the table beloW

SpokenDiscourse Written Discourse

-media is voice -media is letter

-casual -formal

-with ungrammatical forms at times -complex( longer stretches of language)

-simple ( shorter chunks) -much more accurate and structured

-loosely structured -highly organized rhetorically

-reduced forms(e.g. I'll) -complete chunks (e.g. 1 will)

-audience is known -audience is usually absent (at the moment of ngjti
-adjustable with a great deal of redundancy -less negotiable, interactional

-extra-linguistic information -standardized

-more spontaneous back-channellffeedback) | -more of a consensus as what is appropriate

- much use of interjections -interjections rarely used

-social interactional meaning -more specific

-more interactive patterns and fillers -more lasting in space and time

-less densely packed with information -more densely packed with information
-turn place holders -durable

-more topic shifting

Several attempts have been made to reduce the aifferences between speech and writing to singulifi
dichotomies (e.g. contextualized vs. de-contextadli self-monitored vs. spontaneous, planned ydanoned,
etc). While teachers have to raise learners’ avem®nio such differences, they have to conceivenef t
distinction as a continuum rather than a dichotoiilye more characteristics such as "immediate”,|"ora

"conversational" are present, the more "spoken" @dality can be said to be. Other ‘dis-fluency’

!> The situation includes participants and theirtiefeship, the place of the speaking act, etc.
'® For more details and examples, see Gillian Bromh@eorge Yule, 1983.
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characteristics of the spoken discourse encompasitations, false starts, corrections, repairsetigpns,
pauses, and other aspects of speech execution.
Exposing learners to features of spoken discouasebe possible by integrating speaking and listeaimd
having learners practise orally through dialoguessmall conversations. Tasks tapping similaritiesl a
differences are also desirable, before putting esighon more demanding communicative tasks, elg. ro
plays, simulations, debates, etc.
Other spoken discourse features might create difiiis for foreign language learners when they are
learning to speak. Therefore, intensive practise thrget clustering redundancy, contractions and weak
forms, idiomatic expressions, stress, rhythm amohition, very often results in learners being ablboth
listen and speak effectively. Teachers should atpdp their learners with the necessary stratagiestend
to the following factors when speaking:
The type of audiencerequires the use of different levels of languagel ahought (s) for
communication to be successful and non-offending.
Thepurposés): e.g. to express feeling, inform, persuadesréain, etc.
Thesettingandoccasion e.g. informal, formal, or ceremonial.
Teachers should also tap on strategies relatedbwo tbh construct and communicate meanings such as:
receiving and interpreting feedback, sending messsagdapting and adjusting messages to audience,
avoiding topics, clarifying, questioning, restatinfistening, and seeking information, seeking help,
evaluating effectiveness, to name only a'fewlany of the processes and/ strategies includechén t
typology may be applied for both speaking and tistg. Within the framework of standards-based
education, practice is essential for ‘acquisititm’take place in the EFL classroom. Therefore, Heec
should design tasks and activities whereby learpeastise various speaking skills and improve their
‘communicative competence’. These tasks includascimusness-raising activities, information gagsaw
activities, debates/ discussions, etc.
Consciousness-raising activities
To help learners meet the series of standardsostt éarlier, in both the interpersonal and prest@mal
modes, teachers and textbook designers shouldedawivities that get learners familiar with théldaing
speaking aspects:
Delivery;
Turn-taking;
Interruption;
Topic selection and avoidance;
Negotiation of meaning;

Interactional speech acts;

" Fluent speakers usually organize their speechiiages/chunks rather than in words.
18 A typology of the oral communication is suggestediéachers to refer to so as to improve learneesalsipg skill in
appendix D
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Different levels of formality;

accurate use of grammar;

Stress patterns, rhythm, and intonation;

Appropriate use of vocabulary

Appropriate use of idiomatic expressions

Use of cohesive devices, etc.
Listening to authentic conversations (or presemali, for instance, can be a suitable opportunity f
teachers to raise learners’ consciousness to theedisted features of spoken discourse. Variosisstanight
be suggested to create the need for learners & shearse and put into practice what they notice
Information gap activities
Real communication involves a high level of undetta surprise and unpredictability. It involvasstances
of information gap. For instance, a speaker has a piece of informakie other person does not. And it is
only through “negotiation of meaning” that the infwtion transaction is made possible. Negotiating
meaning presupposes speakers to be able to makef asseries of communication strategies: asking fo
more clarification, paraphrasing, using circumlomus, etc. Information gap improves learners’ goestg
strategies. It also helps them organize themselvesk cooperatively to make sense of the dis-cotatkec
information presented to them. Activities such i@salws, which also help learners resort to coomerad
resolve problems, create opportunities for speaingng learners.
Role plays and simulations
Learners should be given opportunities to work evafively to complete a task, draw up a projectetigp
a plan, or talk about an issue from different pecsipes. They should also be encouraged to playliké
roles. Role-plays and simulations contribute atdotearners’ developing their repertoire of funogoand
vocabulary’. They also expose them to more input on issudsrofality/informality, register, culture and
many other aspects of communication. They havest language that is accurate and appropriate to the
situation.
Learners generally find role playing enjoyable, thase who lack self-confidence or have a loweell®f
proficiency may find them inhibiting at first. Witlhe teacher’s help, peers’ tolerance and care watida
lot of practice (individually, in pairs or in gros) these learners may develop over time.
Discussions, debates and conversations
Learners work together in groups of four or five amontroversial issue in order to reach a conseosu
come to a decision. They may be, for example, plexviwith a set of CVs and letters of people appglyor
a job (e.g. a secretary). They have to go throhghda CVs and letters, talk together about themnzaick a
decision as who best suits the position. They tiam to talk to their peers and defend their chdiearners
may also be asked to discuss a topic or convergbeohasis of certain guidelines or questions. i&dds

their ability to introduce themselves, agree, disagon a point, bridge information gaps, etc. Thes®

1 Two sections are devoted to the teaching of vdeapand functions respectively in these guidelines
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activities -and similar ones- help teachers hanet @ome responsibility to learners; a premise darrer
autonomy.

Short presentations and oral reports

These speaking modes might be prepared or unpoepagarners are asked, individually or in groups, t
give an oral presentation on a specific topic (8@aminutes). Learners should be encouraged tkdpaa
their notes. The teacher may help learners witldedimes as to how to start their talk, list fadgpress
opinions, and close their talk or summarize thetnmportant ideas of the talk. Learners should dlso
equipped with appropriate strategies for dealinidp yweers’ questions.

Other speaking activities

Some of the activities mentioned above might bevigenl in the textbook, but others can be designed b
teachers themselves to respond to learners’ nestlgedate these activities to the learners’ baakgdo
knowledge and learning context. Other types of campative activities might include:

0 presentation of projects;

o0 discussion of fact sheets;

0 acting out a scene from daily life, short playssketches;

0 discussing or acting out a video - or audio-tapdthet;

0 picture-cued story telling;

0 picture and/ or sound description, interpretateong extension, and
0 games.

Practical tips for teachers
Teachers are advised to take into account thewoilp tips to make of the above mentioned speaking
activities a success:
Prepare carefully.
Build the speaking activity on previous learningdaprovide models (in open pair work as an
examplé?).
Be aware of the purpose of each activity.
Explain the purpose of the task and offer learaiesnatives.
Prepare learners for the task (e.g. vocabulangtimms, grammar, etc).
Help learners rehearse to increase their self-assar
Design activities that suit learners’ level andgpac
Play the role of the facilitator, resource, andipgrant at times.
Expect emergencies and be ready to improvise dseatel
Encourage fluency and communication strategies thetate errors which do not affect the
meaning.
Be positive and encourage self-evaluation.

Encourage the use of checklists to evaluate thesrg

20 A section of these guidelines is devoted to ctamsr management, group work and group work actaitie
19 "#$%& ' (O*+ - L 0#1./
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Allow learners to act as group monitors or chaispas gradually.
Evaluate the task and its effectiveness.

Design linguistic and topical follow up activitiés remedy problems.

I"# $%& '
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Reading and writing*

Reading and writing form a strong relationship withch other, as skills, cognitive processes, angs vad
learning. They are real tools for learning andléarners to grow autonomous and responsible cgiZEney are
also means for achieving success in the job marketrners need ample opportunities to develomgeraf
reading and writing strategies, study-skills anthitsa Development in reading and writing as selftamed
skills requires exposing learners to highly chaileg reading texts and writing tasks. The integraf these
two skills with each other and with listening arnukaking allows learners the opportunity to becoroedg
readers, writers, listeners and speakers; henablbeo communicate effectively. The reading-wgtstandards
in these guidelines are statements about whatdesaof English in the second year Baccalaureataldhmow
and be able to do in order to read and write dffelst Each skill will be considered here in tuor the sake of

practicality.

Teaching reading

Reading in English gives learners access to infoomaand further deepens their knowledge and legrni
insights. It also provides learners with the oppaity to know and interact with other cultures anxgberiences.
Reading is essentially given a great deal of ingoa¢ throughout Level Four, for instance, for thkofving
reasons:

Reading is essential to learning;

It is a problem-solving process whereby readersraektpersonal meanings through analysis;

interpretation and evaluation which takes placdeut@ading;

It is a prerequisite for critical and creative #ing;

It requires the use of strategies and skills toouac the writer's message;

It is essential for information-retrieval and, thfere, information-retrieval skills should be pifized,;

It provides readers with the opportunity to cremtesal connection between their own experiences and

others’;

It should be taught as a self-contained skill aoidas a subservient skill to the other skills;

Reading different text types boosts the learnepsabulary which s/he will have recourse to as phrt

lifelong learning.

21 Linking reading and writing enhances the acquisitf and proficiency in the two other skills.
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Reading and writing are closely related
Reading is a highly interactive and constructivecpss in which the reader uses personal and dultura

knowledge to interpret the information presented text in order to ‘create’ meanings.

Standards for teaching reading
The standards laid down for the teaching of readinifpese guidelines are an extension of thoseestgg for
the teaching of English in the “Common Core” anel Hirst Year Baccalaureate. Teachers are requireaik
towards (i) developing the learners’ ability tortkicritically and to uséheir communication skillii) helping
them ‘tune” to quality work and (iii) fostering their connections with their communiBtandards for the
teaching of reading in the Second Year Baccalagyrdat example (see the syllabi), should be corezbiof as
being interrelated and therefore should be deah wmn a one-leading-to-the-other basis. This wéltessitate
having them in mind throughout the implementatidntiee syllabuses. The reading content standards are
outlined below:
o0 Reading content standard 1-- learners will be able to extract meaning fromvaaiety of materials
written in English.
o Reading content standard 2-- learners will be able to analyze and synthesézagling materials.
o0 Reading content standard 3 learners will be able to react to reading niater
0 Reading content standard 4- learners will be able to recognize the auth@ant of view, attitude,
intent, and tone.
0 Reading content standard 5- learners will be able to interpret cultural raknts found in reading
materials.
0o Reading content standard 6- learners will be able to transfer gained knalgle and strategies to

other subject matters and communities.

Helping learners meet the reading standards
These standards are achieved through the enhantcefmbkath macro-competencies and micro-competencies
Some of them are schematized in the coming taldendlh be revisited in connection with practicalopedures

for teaching reading:

2 Linking reading and writing enhances the acquisitof and proficiency in the two other skills; nayndistening,
speaking.

23 Reading to study focuses on reading strategi@4RY(S = Survey, Q = Question, R = Read, R = ReBall Review, R=

Reflect). This method can be applied as a methdkaéling’ particularly with regard to long textsearner readers should
be made aware of its transferability in Arabic &rdnch and other subject matters. (See appendiXdig-taking is also

used as a reading ‘study skill'. SQ4R contributeketrner autonomy, too.

22
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- identifying, understanding, and interpretingscanning (locating specific information in th&tje

different text-types. - understanding information explicitly stated inefh

- determining the organization of a text. text...

-- summarizing the content of a text. - inferencing (understanding information implicifly
- recognizing the purpose of a text (invitatiorstated in the text).

complaint, apology, etc.). - transcoding information into tabular form: tablgs
- getting acquainted with the various culturaliagrams, time-lines, etc.

aspects and accepting cultural differences. | - distinguishing between main ideas and suppofting

- active reading ( involving underliningdetails.
highlighting, taking notes, questioning; identifying the topic sentence of each paragraffp
outlining, comparing, contrasting, etc.) the text.

- reacting/ evaluating information read in the text
- identifying the cohesive devices and their funics.
- inferring word meaning from context.

- interpreting pronoun referents.

Learners should be exposed to a variety of chalentgxts targeting stimulating issues relateddooation, the
gifts of youth, technology, cultural heritage, lorairain, women issues, and sustainable developriexts
should also relate to their own interest, age, tapdtheir prior knowledge and experience. Learmerad to
steadily be led through instruction to achieve depp of lifelong skills and competencies. Teactssuld ensure
that learner readers are cognitively involved ia tixt drawing on their background knowledge §ehemat&}
to construct their own meaning. The reading stiat&gbelow are suggested as paths for learner reasletsain
the standards set forward for the teaching of readi

Identifying what learner readers know about the bexore reading it;

Locating relevant information to confirm or disconf their predictions/guesses;

Fitting new pieces of information into their pricmowledge repertoire;

Considering what has been read in order to redtatul express personal ideas or opinions;

Selecting clues and ideas to demonstrate theirrstadeling (or lack of it!);

Reconstructing reading texts maintaining the same aind viewpoint;

Setting goals and monitoring learners’ progressnttbarning to read.

One of the tenets of this standards-based appilisatiat learner autonomy is rewarding in termsasiguage

learning®. Teachers are supposed to provide learners witloroymities to pause in order to assess their own

4 Three types of schemata are in order: (i)contememata: facts, values, and cultural conventigisafguage schemata:
grammar, spelling and punctuation, vocabulary, @ttesive structures, and (i) textual schematetartical structure of
different modes of texts---for example, recipetiehs, fairy tales, research paper, etc.

% For more details about skills and strategies iveolin reading, see appendix C.

%6 For more details, see the section on ‘learnerrautty and learner training’.
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learning; and thus identify their language learmistiggngths and areas for improvement. This protcedsdes
testing self-comprehension, recognizing misintegiien, and suggesting strategy revision.
Practical steps for teaching reading
In a reading comprehension lesson, three staget dre distinguished: pre-reading, while-readinu post-
reading.
1) Pre-reading stage:
The pre-reading stage aims; for instance, at ti@iméng the ideas included in the text. The lergytld time of
the activities involved in this stage depend on tdek of reading, the learners’ and the teachdrjsatives.
Here, the focus is primarily on determining theeextof the learners’ knowledge of and familiaritjthwthe
theme under study. Resorting to the following atiis / tasks activates learner readers’ schemata:
Previewing the title The title can be used to trigger the learnersdptive potential about the content
of the text.
Semantic mappingThis technique can be applied to elicit from teas words, word families, concepts
and notions, related to the theme under study.
Picture stimulus Effective use of pictures, graphs and other abddé visual aids can kindle the
learners’ interest and foster their predictive ptigd. This activity can also be followed by a ghor
discussion of the topic.
Theme discussingPrior to reading, the teacher can pair off therners or get them together in small
groups to discuss the theme of the text.
Learner generated questionsiere, the learners are invited to write a sejuafstions which they expect
the text will respond to. The title, pictures, hieggd, first sentence of the text, first paragrdpbt and
last paragraph can be used as a platform to tkis en
Vocabularyexploitatiort This activity is based on a number of key worda itext written on the board
for the learners to guess the theme of the textfuFiiner explore the theme through non-committal
questions, the teacher can brainstorm ideas inemiom with it. As a follow-up, learners can be
encouraged to write sentences/ texts incorpordtiagjiven vocabulary.
Exploiting the text in chunks To enable learners to become effectivedictors the teacher can either
select the opening sentence(s) or a chunk anywhdhe text and have the learners then read atel sta
what has happened before or guess what comes next.
A word of caution! ‘Background knowledge’ activatics vital for reading texts effectively. However, activating
that knowledge might not occur automatically, esghc when the information activated contains
misconceptions that may override the informatiorthie text. If the necessary ‘schemata’ is not awd, the
text also remains ‘opaque’ to learner readers. Sofntke teaching or learning strategies cited abuight not
suit all types of learners, and therefore a varigtiasks is needed with particular focus on lermieveloping
their own reading strategies. Some learner readerserated questions about the text and their ¢adpats are

viewed as critical for improving reading (see SQd&thod).
24
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2) While-reading stage
Reuvisiting the text is an essential component f stage. The main aim is three-fold: learnersuaged (i) to
see the extent to which they have predicted, thempeehended the text, (i) to find out where
miscomprehension (or mis-interpretation) has oetluand why, and finally (iii) to train learners ¢onsider
and analyze the rhetorical structure of the teahesioR’, and coherence. Training learners in text strectur
recognition improves comprehension, recall and dage acquisition, as it improves learners’ writsigll.
During this stage, many activitisan be used to help learners to:
recognize text-types and structure by looking atdwabues (e.g. cause and effect, etc);
understand relations between parts of a text thrdegical cohesion (e.g. thesis, antithesis, etc) o
grammatical cohesion (e.g. reference, comparisoth @ontrast, logical connectors, enumeration,
classification, time and space relaters, etc);
interpret the text by going beyond it (e.g. infieg;i integrating text information with prior knowigel
etc.);
recognize indicators in discourse for introducimgidea, developing an idea, establishing transstion
concluding an idea, anticipating an idea, etc.);
identify main idea and distinguish it from suppogtidetail(s) (e.g. a process from its stages,ffact
opinion, statement from example, etc.);
recognize the function of the text ( the commurigatalue of the text , e.g. complaint, invitation,
apology, etc.) by identifying format and exponents;
extract the most salient points in a text to suniraat, etc.
3) Post-reading stage
To foster both ‘comprehension’ and ‘acquisition’drreading lesson, teachers need also to helpelsaravisit
the text anew. Post-reading tasks might dictateféHewing questions that transcend the text. Tiyise of
questions has the potential to spark off furthescd$sion of the theme of the text. Learner readees
encouraged to relate the theme of the text to tbein experience. In order to do so, many of thdstas
mentioned in the before- and during-reading stagesbe re-used. The following activities, whichgardrom
controlled to less controlled or free activit?émight also be used. Learner readers at Level beasked to:
- scan the text for key vocabulary;
- write a reaction to the information in the text;
- summarize the text (orally or in writing);

%" Cohesion holds segments of a text together, gitiagsemantic shape (i.e. coherence). The impeetafi cohesion lies in
the continuity it expresses between one part oftélx¢ and another. This continuity is necessarytfier coherence and
interpretation of the text.

28 For more details, see Munby 1978.

29 For more details see William Grabe, 1991. Somefctivities suggested may be used for teackissting reading,

and for self-study.
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- report on reading from different frames (e.g. réggprofessional, editor, colleague, etc.);

- integrate new information with information from etttexts;

- apply word attack strategies with a special foausalocations;

- further exploit cultural aspects involved in thgttédetermining similarities and differences witdgard

to learners’ own culture );

- debate or discuss an issue related to the text;

- be involved in project work related to the theme.
Within the framework of standards-based educatimhthe focus on the “connections” standards assghers
are encouraged to integrate reading and conteetdbastruction (CBI). They should lay more emphasis
curricular coherenceandinterdisciplinarity, and hence encourage learners to read and ledearta Practical
tips influenced by the principles of CBI addressues related to promoting autonomous learning @ th
classrooms (see learner autonomy section). In iaddib developing reading competence, learnersatse

supposed at this level to have learned to writevémious purposes and audiences effectively as well

Teaching writing

Learning to write fluently and expressively is thmst difficult of the macro-skills for all usersgardless
whether the target language is a first, secondmidn language. Yet, it is among the most usdfillsdearners
should learn and master. In the standards-basedagp teaching writing is allotted the importaitcgeserves
because of the various benefits that accrue oiis giractice. In addition to the general functiafsvriting, it
should also be emphasized in our schools for at tha following benefits (from the least importémthe most
important):
Writing is a practical means for fixing or consaliihg various language components (e.g. vocabulary,
syntax, etc)
It is a means of reinforcing other skills. Beforedavhile writing, writers gather data or informatiby
observing, reading, listening, talking to othersalgzing, synthesizing, interpreting, and evalugtin
If writing is adequately practised in the classrodrhelps a lot with recycling and generating eorit
While writers conceptualize and express ideas/ thlility to think logically and solve problems is
invigorated.
Writing is an act of thought and a means of leagniffriters write to think, to explore their enviroant
and the world with language, and to discover aterimalize meanings.
Writing, then, helps a lot with empowering learnargl achieving their growth not only as language
learners, but also as independent intellectuals.
The theory of writing within the framework of theaedards-based approach endorsegptheess approacho
teaching writing.The underpinning principles of this approach carstommarized as follows: composing is a

non-linear and generative process whereby writeiscaler and formulate their ideas as they attengpt t
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construct meaningThe interest in this approach was first motivdtgdhe results of research on the difference
between ‘skilled’ and ‘unskilled’ or poor writerResearchers tried to find out how skilled writeritevwith the
belief that if the processes the latter go throaghdelimited, they could then be described andemesg of in
the classroom.

Pedagogically, the EFL classroom can provide atlmeainvironment for the practice pfocesswriting, starting
with gathering ideas, pre-writing and planning, king out drafts, and preparing the “final” versi®@uccessful
revision can be practised individually with, or mout the teacher’s feedback, or via the effectise of peer-
editing, so can proofreading. Establishingplaborative interactiveframeworkwhere learners work together in
a pressure-free atmosphere with the teacher iroteeof a guide, a facilitator and interested reasl@ecessary.
In other words, writing is not solitary activity, but it is rather amtensivelyinteractive process involving the
learner writer, other learners, and the teachearnars’ pieces of writing improve as they respoacdhe
feedback and suggestions others provide. The teauhdonger views learners’ texts as ‘final’ foalepf
‘products’ to assign a passing or failing gradeRorther, writing is no longer regarded as a simp&ans for
reinforcing other skills, or as a pretext to makarhers display their ability to string grammatigalorrect
sentences to the detriment of meaningful commuinicafThe standards for the teaching of writing lege

guidelines reflect this new orientation.

Standards for writing

Writing is a strategic problem-solving and akey skill of communication. It is also an area where what is
linguistic congregate what is cognitive, rhetoramd cultural. And it is also a learning tool. Thentent
standards for what learners at Level Four, forains¢, should know and be able to do while writiagtares the
following:
0 Content standard 1: learnerswill be ableto use written language for a variety of purposes &ith a
variety of audiences.
0 Content standard 2:learners will be able to use a range of writindlskind strategies in the writing
process to complete a variety of writing tasks.
0 Content standard 3:learnerswill be able to recognize and apply the cultural antbrival aspects of
different text types to write appropriately.
o0 Content standard 4:learners will be able to demonstrate project wdilssto complete a variety of
tasks effectively, individually or in groups.
Helping learners meet the writing standards
In the dynamic process of writing, a fluent writegsorts to a great deal of sub-skills and strasegie
simultaneously, in order to make her/his writindeefive at the level of rhetorical organizatiomduistic
variables, purpose, and audience. Viewed in thig, Wearner writers need to be prepared to leamrite and
demonstrate that they have met the standards athite teachers are advised to use their own diets/to suit

learner writers’ preferences and styles, many ek¢hactivities are to be suggested in the textbtmiselp
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learners boost their writing competencies. Mucletimeeds also to be devoted to writing with a viéwedping
learners become ‘effective writers’. Two types pfer-related considerations are in order: (a) thiing
strategies’ considerations, and (b) the linguiatid rhetorical considerations of writing.

a) The writing strategies’ considerations

This strand of writing features the strategies Wwelbhese strategies are not used in a linear wagy Bre also
valuable for learners to be able to (i) meet thedards stated earlier, and (ii) grow as independgters:

a) generating topics through prewriting activities g(g. brainstorming, mapping, K-W-L chafts

discussion, reading/listening notes, etc);

b) making the purpose(s) suit the audience (e.gnftsm, to communicate, etc.);

¢) writing a first draft with the necessary componesfta specific genre;

d) revising the first draft content (e.g., organizaticelevant details, clarity);

e) editing (or peer-editing) revised draft using reses (e.g., dictionary, glossary, grammar refergnce

f) proofreading the revised draft individually or iaifs or groups;

g) presenting a “final” copy according to the purp@sel topic of the task (e.g. publish, send/mail, or

present).
b) The linguistic and rhetoric considerations

The second strand of considerations features thhewiag writing competencies, which are also usefu
learners to be able to meet the standards above:
mastering mechanics and using spelling, punctuatiapitalization and usage to make their writing
legible.
giving the written piece a clear text structurehvan effective beginning, middle and ending;
using cohesive devices and transitions to orgacizgent at the level of paragraph(s) and whole text
effectively;
selecting an appropriate style according to thedtience.
using a variety of sentence structures: compounthptex sentences, the active voice, the passive
voice, parallelism, etc.;
While training learners in the process of writisgme further practice at the level of mechanics acairacy
should also be done to contribute in the improveréthe piece of writing. To raise learners’ cdossness to

how different text structures and genres are omgahia lot of reading, listening, and discussiaesreeded.

30 A KWL chart involves the following columns (1) Kizhat you know, (2) W: what you want to learn, a8jil(: What you
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Training learners to write effectively is a gradpabcess. Teachers might; for instance, chooseito fearners
in how to write a paragraph before exposing themaoe challenging writing tasks.

Suggested writing types and genres for Level 4

Formal/informal letters.

Emails.

Reports on projects or action plans of projects.

Film /play / book reviews.

Narrative, descriptive, expository, and argumengatéxts.

The writing tasks must be closely linked with tbpits of the textbook.
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Teaching/Learning Language Functiond'

Within the standards-based approach to teachindidbngs a foreign language, great emphasis is uUph
helping learners use English in a variety of corsteand for diverse purposésThe emphasis on the 5Cs has
deeply influenced syllabus design, and the teachinfunctions has become an integral part of mafy E
materials and textbooks. The teaching of languametifons at Level Four; for instance, receives irtgot
consideration in the teaching continuum at leasttfe following reasons:

1. Learners are placed in situations where they carkuaglish as an instrument for social interactidvilev
learning the communicative functions.

2. Learners are made aware that the same language {exponents) may be used to “do different things”
and/ or express different meanifigs

3. Learners are also made conscious of the social ingeafi language forms. This includes the learners’
ability to vary their speech to suit different sactircumstances, and to use generally acceptalule a
non-offensive forms.

4. Learning social and rhetorical functions entailssedeping skills and strategies necessary to use
language to communicate meanings as effectivepoasible in class and in real-life situations.

5. Language functions involve using language to nag@tineanings, to organize and process information,
and to interact with different interlocutors and €ifferent purposes.

6. Language functions emphasize ‘interpersonal comaeatioin’ - a prerequisite in the standards-based
approach to TEFL- which motivates learners to espiasic and universal communicative functions of
language.

Teaching a high level of functional competenceamatimes difficult to achieve in situations wheneghish is
not used outside the classroom. However, raisiaghés’ consciousness as to the various typesnefifins and
to the relationship that exists between form(s) amtttion(s) in English, as well as allowing theime for

practice and use, would contribute to the develayrogthe learners’ overall language competence.

Helping learners learn functions
It advisable to adopt a text-based approach tdehehing/ learning of language functions ; thatesal with them as

they occur naturally in various types of texts.draj the learners’ awareness as to how to exptaingatical forms

%1 anguage functions are described in the literaasrbeing:
- “ways we can use language to achieve a communéptivpose."
- “what people can do with language.”
- "what people want to do with the language. "
%2 The ability to ‘use English in a variety of contgxand for diverse purposes permeates’ implicitlgt axplicitly all the 5
standards.
%3The second conditional if +would is used to expiiiism and to make hypotheses, for instance.
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for different functional purposes reflects the viévat considers ‘communicative competence as nahgch rule-

governed as it isrtile-referenced’ Learners’ attention should be drawn to the comioative value of what they are

learning, not simply its formal aspe¥ts_earning opportunities should be arranged in sugtay that they benefit the

development of pragmatic competefida English, too. Two types of functions must begant in both speaking anc

writing tasks; i.e. social and rhetorical functiths

Social functions

Social/ communicative functions involve expressinge’s thoughts or feelings, expressing agreemert ¢

disagreement, apologizing, complaining, askingifdormation, etc. It is necessary to further foarsthe learners

developing the ability to use social/communicatfuaections accurately (correctly) and appropriatély the right

contexts). Social/communicative functions at Levalir involve the following:

1. Making and responding to requests;
2. Responding to good and bad news;
3. Expressing regret;

4. Complaining;

5.
6
7
8
0.
1

Apologising;

. Asking for and giving advice;
. Expressing opinion;
. Agreeing and disagreeing;

Expressing certainty and uncertainty;

0Expressing lack of understanding and asking faifdation, etc.

Social / communicative functions can be focusedhwough either dialogues or exchanges or conversatThese

should fulfill these requirements:

The interaction between speakers should be astieadis possible within the assumptions about the
interactants and situation ;
The setting and social relations between the iotardis should be indicated ;

The target function (s) should be naturally-ocawgrine(s) in that particular context/situation.

The teaching/learning of functions can follow tlatern below:

Have the learners discover instances of the téugetion (its linguistic exponents) ;

Draw their attention to ‘appropriateness’; thattig language forms related to social parametetisein
situation;

Have them use the exponents in different situatibreugh communicative activities, where the foisus
on meaning/communication/ and achieving a commtinigoal.

Sample communicative activities/ tasks :

3% Exponents whereby a language function is realizedbe learnt as ‘chunks’ of language.

% pragmatic competence which includes sociolinguistid illocutionary competence is simply the apitif knowing what
to say to whom(see, Bachman 1990).

% Sociall communicative functions and rhetoricaldiimns do overlap (e.g. expressing degree of agytaiYet, for
pedagogical purposes, we view rhetorical functambeing language functions that are used in adadert, be it spoken
or written. In academic texts, it is often necegsardefine terms and concepts, for example.
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Information gap tasks ;

Opinion gap tasks (Learners engage in cooperatsaiyng a problem);

Role-play, drama, simulation (Learners freely aagt mles and situations using initial cues, often
replicating real-life actions and experiences) ;

Interviews (Learners obtain information from eadien on a specific issue);

Discussion (Learners discuss specified topic/ #jem

Rhetorical functions

Rhetorical functions have been defined as beinguage functions that are often used in academikespor

written texts. Rhetorical functions at Level Fonelude:

Defining

Cause and effect
Purpose

Addition
Concessions

As mentioned earlier, it is productive to adopteattased approach to the teaching/learning oforivet

functions; that is, to deal with them as they oazaturally in authentic texts. The teaching/leagnif rhetorical

functions should follow this pattern:

Noticing : Learners notice the instance of the rhetbriagget in text and how it is realized
linguistically;

Practice: Learners practise the exponents of the targabrital function through a series of exercises;
Performance Learners use the target rhetorical in performéayased tasks such as projects.

Exposing the learners to authentic textdeachrhetorical functions, followed by noticing taskssbd on the

texts and communication activities which providerthwith the opportunity to use what has been ndticghe

texts is conducive the achievement of the standamimected with social/communicative functions and

rhetorical functions; namely, to demonstrate thiéitalio use them appropriately and accurately imasiety of

contexts and for diverse purposes.
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TEACHING GRAMMAR

Approaches to teaching grammar

Grammar is crucial to the teaching and learninge8L/ EFL. Learners are often convinced that leanin
grammar is of value to them, and therefore expetb ibe an essential component of their textbookd a
language courses. Yet, teaching grammar carridsitwgrious and controversial views as far asnieghods to
adopt in order to teach it effectively. Some ESLUL/Eifactitioners associate the word “grammar” witkeé
series of rules that govern different linguisticnfis. Others; however, see grammar not as meaninfyless or
rules, but as a self-sustained system that invothese dimensions of morpho-syntactic (form), setican

(meaning), and pragmatic (use) in nature.

Practitioners who see “grammar” as a set of formd mules usually tend to teach it explicitly and/io an
isolated or de-contextualized way. They explainftrens and rules and then contrive situations iib ldarners

in a mechanical, somehow meaningless and repetitised way. This follows in exhausted, bored or
dissatisfied learners who can produce correctipgdd words and sentences on exercises and testearbly
are they able to produce meaningful and appropciateks of language.

Other practitioners believe that learners acquieeforeign language in the same way as their fusguage.
They think that learners acquire grammar rules éflactingly” when they are involved in highly
communicative simulated or real-life contexts (listening, speaking, reading and writing). Thigdaisition-
based” vieW tends to deprive learners from benefiting fromirthetive understanding of what grammar is and
how it functions in the foreign language. Much cdmgmar learning can be achieved through exposamées

to authentic input, a lot of incidental learningcocs even without the teacher’s notice, but teaghimmmar as

meaningful, morpho-syntactic and pragmatic formghnaccelerate learning a foreign language as well.

The standards-based approach is based on commuaipanciples. The adherence of these guidelinethis
approach bridges the gap between these above lik@pproaches to the teaching of grammar. Onbeof t
tenets of the standards-based approach is thahtaaie a vital part of language that needs to kertaare of.
The second tenet is that grammar is not a simpteraglation of linguistic entities where masterihg twhole
bits would mean mastering the language in its itgtalhe third tenet is that any grammar learnimgjvity
should demonstrate means necessary to achieveQbead learner autonomy referred to earlier inehes

guidelines. The fourth tenet is that teachers shoalt hold rigidly to a single approach; i.e. etilgsm is

37 Krashen, S. 1982. Principles and practice insgdanguage acquisition. Oxford: pergamaon.
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needed. Since new trends in language pedagogychetieal, consciousnessising™ has been reappraised to
consciously draw the learners’ attention to themiar properties of the target language; i.e. howdscare
formed, assembled and used purposefully. Gramnhatitss; however, do not have to be taught in tirenfof
explicit rules, and therefore learners might be tedgrammatical insights implicitly (e.g. via. dsdrate
observation and noticing). The fifth tenet is tiedrners are very different as far as their learrtyles,
strategies and preferences; that is, not all learhearn grammar in the same way. Some of them are
communicativgi.e. learn by listening, talking to friends, ugiany opportunity available to use the language, et
Others arenalytical because they learn by studying grammar and findinignistakes. Others are referred to as
beingauthority learnersbecause they learn through explanations, takingsnstudying grammar, etc. Teachers
should, then, adopt a “pragmatic” approach in tescihyrammar. They should have learners carry oetifip
communication tasks and meet specific standardsileWjrtammar explanations and analysis are needed,
teaching learners grammatical forms and rules eddskéth highly communicative and coherent textyigial,

too.

Grammar : Content Standards

A balanced view for teaching grammar does not sess ia frozen system of rules, but rather as anailti
dynamic system with three dimensions of form, megnand use, as has been argued above. Implititisn
view is the necessity for training learners to mawyactive role in their learning by consciously artentionally
using effectiveself-learning strategieswithin this approach, learners will be expectasl,far as grammar is
concerned, to demonstrate the ability to:

recognize correct or incorrect instances of langussg;

generate instances of correct and culturally apgatspusage;

manifest their knowledge of the language systerménfour main language skills (listening, speaking,

reading and writing).

discover the linguistic system by experiencing aatit language discourse ;

state familiar rules when needed,;

realise the meaning potential of grammar rulestdewe communications.

Uncover the pragmatic intent of a sentence/statethesugh itsusgs).

Grammar: performance standards
The performance standardsonnected to the grammar points specified in thialsys are as follows
Learners demonstrate the ability to recognize, tstded and apply rules and their grammatical forms;

Learners demonstrate competence in using thoses facaurately and appropriately.

% Teachers highlight certain grammatical pointstfar learner to be ready to internalize them asqfauts or her language

system. Consciousness-raising illuminates learpats from the known to the unknown ( Rutherfot888:51-60).
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Performance standards show the extent to whiclméesartake advantage of grammar to communicategsspr
patterns of culture, and operate in real-life aslgem-solving situations. The various structurdsctin the
grammar component of the syllabus must occur nijfuraboth the written and spoken texts.

Helping learners meet the grammar standards
The discovery approach to the teaching of grammhich has been implicitly suggested so far, is kigh
beneficial to grammar learning. This approach igegiential, context-based and problem-driven. llg well-
suited to hypothesis testing and to the competbasgd approach. A lot of noticing, hypothesizingd a
experiments are needed for effective learning ke fdlace. The focus on discovery learning impduwsiearner
by leading him or her to gradually become an autmmgs constructivist. However, a combination of both
inductive and deductive approaches to the teactimngrammar is likely to satisfy learners’ needylest and
preferences.
A Framework for the grammar component
While it is crucial for learners to be able to nparate language forms and rules, they also neemderstand
and use the concept(s) expressed and the fundtipafrmed through a particular grammatical elem&he
following intertwined and interactive steps anattgies constitute a model for the grammar componen

Noticing and consciousness-raising

Concept check

Practice and production

Contrast strategy

Free production

Evaluation
These steps and strategies make structures whetermbedded in their natural environment (discourse)
potentially “processible” and comprehensible. Besjdvhile the communicative context is importamg, tise of
“consciousness-raising” is essential for subsequentessing. “Consciousness-raising” depends @ th
learners’ level or the teachers’ expertise anditiotu “Concept checking” is also an integral pafta grammar
component and can also be done by asking the Isataenotice and extract (e.g. underline) the hééore
uncovering its meaning. “Contrast strategy” is digudtal to “enlighten’ the learners and help thelistinguish
between the target rule (unknown) and another dready presented (known). “Noticing”, consciousness
raising, practice, and “contrast strategy” are midatly to foster grammar learning wheapplication is
maximized. “Free production” entails the accuratd appropriate use of the rules both orally andriting. It

further upgrades the learners’ interpersonal, jimiive and presentational modes communication.

Examples of tasks for teaching grammar
Countless tasks and activities can be used to kedpners achieve the standards set forth for the

teaching/learning of grammar at Level Four, fotanse. The tasks and activities should be comgaiifith the
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current tendency to focus on communication anchkzaautonomy. The following sequence of tasks mighof

some help to teachers:

Listening or reading task (i.e. learners read/ listen to a text that theycpss for meaning).

"Noticing" task (i.e. learners read/ listen to the same textschvid now gapped, and fill in the missing
words). Learners might be also asked to noticeusuaigrline grammatical aspects in a text or statésnen
Consciousness-raising taski.e. learners are helped to discover how thestagtammar structure works
by analyzing the "data" provided by the readingtelning text).

Checking task (i.e. learners complete an activity to check iéythhave understood how the target
structure works).

Production task (i.e. learners are given the opportunity to try the target structure in their own
sentences). The aim of the production task is twoerage learners to experiment with the target
structure, not its mastery.

Contrast strategy (i.e. learners are given the opportunity to contthe newly acquired forms/ rules
with the ones met earlier).

Free production tasks At higher levels, learners might be asked to eyridr prepare and present an

extended piece of discourse in which the targetisilised accurately, meaningfully and appropsiatel
(Adapted from On BecomingGrammatical, by R. Ellis, 2006)

The learner-teacher feedback should be omniprabemtighout similar tasks and activities. Learnéke ko
receive helpful guidance and support from theichea, provided that non-threatening correction tépes are
used, and the teacher should often restrict caoret the structure in foctis

Teachers should design their own checklists toveleether the target grammar standards have beenAmet.
checklist might include rubrics such as morpho-agtit, semantic and pragmatic elements. Teachars ca
address the learners’ grammatical areas for impnewts. Retention enhancement and transfer caarbed
out through encouraging learners to continuousphaihe rules and assess their performance thepselv
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TEACHING VOCABULARY

A rationale

The plea for more focus on vocabulary buildinganduage education has stemmed from the resuleseérch

conducted on successful people not only in the fiéleducation, but also from research in otheroseconomic

and cultural sectors. Within the standards-basquioagh adhered to, the teaching of vocabulary foERL

learner is given priority on the following grounds:

There is a high correlation between learners’ lax&c and measures of intelligence and reading
comprehension.

There is also a correlation between the amounboébulary and one’s predisposition for being a good
communicator or a leader.

Vocabulary is also so important because ideas hades of meaning are very often formulated in
words, and words are a prerequisite tool for indepace.

Words are also labels for what we know or feetl as our store of words grows, our knowledge of the
world grows as well.

If a person’s word power is limited, she is neceblsa limited thinker, since she can neither rgeei
ideas nor communicate with others except withincihrefines of her inadequate vocabulary.

Speakers can better understand grammatically iecoutterances with accurate vocabulary than those
with accurate grammar and inaccurate vocabularyother words, without accurate syntax, meaning

might be hindered for foreign language speakerswitbiout vocabulary, meaning is impossible.

Vocabulary knowledge

The teaching of vocabulary is at the forefrontha$ tapproach. Teachers need to account for theuaissues

related to vocabulary and vocabulary knowledge.yTdlso need to be aware that knowing a lexical itera

long and complex process which involves at leastaowing:

1.

knowledge of the frequency of the word in speedh\ariting.

knowledge of its morphology (i.e. knowing how therdris formed (e.g. affixation & word families)).
knowledge of its semantics (i.e. knowing its vasionges of meaning; denotations, connotations,
obsolete and avant-garde words, etc).

knowledge of its boundries that separate it frolmeotwvords of related meanings (e.g. house, address,
dwelling, mansion, bungalow, etc).

knowledge of polysemy (e.g. words can have more tme meaning).

knowledge of its semantic and syntactic collocdtien knowing that some words fit into only some

lexical or grammatical sets (e.g. “exam” collocatesh “take”, “pass”, “mock”, etc).
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7. knowledge of the register of the word (i.e. clagsnder, age, country or place, formality, mode of
discourse, etc).

8. knowledge of the grammar of vocabulary; that isubbehould be put on learning the rules to build up
different forms of the word, or even different weiflom that same word (e.g. take, took, taken) .

9. knowledge of the equivalent of the word in thetfls\guage ( translation). However, equivalenttha
native language might have a different culturatiloa

Vocabulary is no longer conceived of in terms oigi words, but rather as a self-contained systeruding
poly-words, collocations, institutionalised uttetan, sentence frames and heads, text frames,usthefmore,
boosting learners’ vocabulary is compatible with tteed to develop fluency which depends on acoessch
store of words learned not in isolation (single @&rbut as combinations of words (chunks). Helpeagners
learn words in groups implies enabling them to figrvhen words form a meaningful pair or groupdamhen
they do not. This multifaceted and highly intricktewledge of vocabulary requires teachers to lelmers go
beyond the word itself to discover its form, hovisifpronounced, how it relates to other words endiscourse
or beyond it, as well as the various cultural megsiit expresses.

Learning EFL vocabulary

Learning vocabulary is a long process. As it rezgiiime, it also requires suitable class activiied tasks to go
gradually through at least the following stages:

1. Meeting new words/ lexical itemsTeachers help learners encounter vocabularysitiemthe
first time in naturally occurring language. Theyailearners the opportunity to notice word
forms, collocations, idioms, synonyms, etc.

2. Establishing previously met vocabulann order to help learners fix the vocabulary isemet
earlier in naturally occurring language, teachees r@quired to suggest new contexts where
these items are embedded in new tasks and adivitie

3. Enriching previously met vocabulary Teachers devote some time to develop learners’
sensitivity to semantic networks or sense relat{erg. synonyms, antonyms, etc).

4. Developing vocabulary strategid€ge. the domain of learner training): Learnersigt also be
helped with efficient techniques for adequatelyrding and revising vocabulary in context.

5. Developing fluency with known vocabularyThis step entails immersing learners in very
interesting and appealing communicative tasks;relg. plays, simulations, guest interviewing,
picture interpretation, etc.

The stages above suggest that there are many wangdpt learners see and retain the vocabularyrtest on a

day-to-day basis. Teachers can also help learnihs other strategies that aid learning. These wwofor
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instance, creating mental linkages, applying imagaed sounds, reviewing systematically and in a well

structured way, etc.
Recycling Vocabulary

Forgetfulness and language attrition seem to beoils® but inevitable processes unless learnersteotly

revisit the items they have previously learned.rhees should also be helped with efficient techegydor

adequately recording and revising vocabulary inoatext. “Recycling”, then, is necessary for vocalyl
building and durability. It is also a surer way fearners to be able to retrieve the right wordhia right time

and situation. When materials fail to recycle vadaty, the teacher is advised to keep track ofitig@ortant

vocabulary items presented in previous lessonsnaaice sure they come again and again in a varfetyags

and throughout the year. “Recycling” is not to bistaken for ‘repetition’, and it should hence bsudlized as a
‘snowball’ that gives a “second chance” to the \mdary seen earlier to get fixed, expanded anctked.

Guessing is not enough for effective reading

The now-widely-known saying that “ reading is a glsylogical guessing game” has contributed to tloé tfzat
the goal of the teaching of reading is generallgrgd towards providing learners with the necessiaayegies to
read more efficiently; i.e. to guess from the cahtto define expectations, make inferences abdmutdxt, skim
ahead to fill in the context, etc. These strategiesvery important for effective reading, but gileg might be
impossible or misleading at times. Special attensioould be paid to the following issues:
1. The problem of limited vocabularsood vocabulary resources free readers fromdahaitive
load of guessing or interpreting the meaning ofdsor
2. Text opacity: Good guesses could be impossible if the cluesiat available in the text, if the
clue words are not familiar to the reader, if thees are misleading, or if the reader’'s schemata
is incompatible with the text content.
3. The problem of words the reader thinks he/she knowtany words lead readers to
misinterpret texts. Some of these are: deceptitralysparent word$, idioms, false friends,
words with multiple meanings, and ‘Synforms’ (siamil lexical forms) (e.g.
economic/economical, or reduce/deduce/induce).

“° These words look as if they provided clues, buaat they don’t. For example the word “ shortcogshmight induce
readers to think it means the sum of its parts(‘sleort+comings”, meaning “ short visits”(p.25).
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A learner who has been taught how to guess witheimg equipped with an adequate lexical knowledgghm
not produce correct guesses. So, a threshold vimrgbis needed for reading strategies to be applied

conveniently by the reader.
Practical guidelines for teachers

Interest in vocabulary building has had implicati@n how teachers practically engage in helpinghkra with
the opportunities and means to learn vocabularycang on enlarging it throughout their life. Agesult, any
practice of the teaching of vocabulary that iserdightened by theory, or which lacks theoreticairfdations, is
likely to be unsuccessful, and hence might yieldtiaalictory or useless results. This tendencyflected in the

following guidelines:

Teachers have to allot specific class time to vatzaly: interaction or communication
even in its narrower sense entails an adequatshiblck of lexical knowledge.

They should address new words in a variety of wesjag these tips as a guidepoken
and written form(what does the word sound/look like? how is it gnamced, written
and spelled?)Grammatical positionand collocationgin what grammatical patterns
does it occur and with what does it collocatéequency and appropriatenegisow
common is the word? how often and where shoulceitubed);Conceptual Meaning
and associationgwhat does the word mean, what does it make usk thfi and what
other words could we use instead?)

When teaching new words, the teacher should helmées to revisit/practice them a
number of times with increasing space between igpecPacingand spacing. When
presenting or recycling vocabulary teachers shealy their techniques to respond to
individual differences.

Vocabulary met in a meaningful context is more liikeo be learnt than vocabulary

presented in de-contextualized ways (word listsHlcards, dictionary usage); therefore
the use of a variety of methods provides as muaftegd as possible, and foster

learning.

Teachers should not stop at the presentation lewebrder for learning to take place,

meaningful practice is required. Teachers shoutit&ery to give learners chances not
only to read and listen to words, but also to tisert orally and in written form.

Teachers should also engage in “unplanned” vocapu&aching: learners often ask
about what a word means, this is an opportunitytoobiss. Learners benefit a lot from

these impromptu moments and unplanned activitied,the teacher should encourage
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learners to ask such questions, without of courgsihg sight of the central focus of the
lesson.

When dealing with the pronunciation of words, teashmight try to have learners
practise these in contextualized phrases (sentemees isolation. He should also
encourage free practice via the use of pair worroup work.

When selecting new vocabulary to teach, teacheradvised to preferably choose words
their learners really need in order to carry ounhownicative tasks or words they need
to use in the contexts they are studying Englist{docial, academic or professional).
Teachers are required to play down the role ohgilal dictionaries: overusing the
dictionary may get learners to rely on their ddifomis instead of the meanings words
carry in a communicative context. Rather than tiwdawords or focusing on dictionary
definitions, learners should be encouraged to dttervocabulary in its communicative

context.
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LEARNER AUTONOMY AND LEARNER TRAINING

Autonomous learning has been attracting interesgstadiention in the Moroccan EFL context since thgibning
of the 90s. With the standards-based approachaithiteg English as a foreign language in Morocconyna
professionals (policy-makers, textbook designe&achers, etc) started to think it is time to prevagportunities
for learners to learn how to learn. In the samen,véie various EFL official guidelines (1994, 20@2B06)
devoted a lot of space to learner training urgaagchers to help learners develop the necessaly &kibecome
more successful and independent learners. In¢isos, we will

outline the theoretical assumptions behind autonmnearning,

shed some light on the relationship between autonsrfearning and learner training,

describe roles both learners and teachers areregqto play within the framework of learner

training, and finally

suggest practical ways for implementing learnaning.

Autonomous learning defined

Defining abstract concepts such as autonomy hasofegn resulted in confusing and sometimes probtem
conclusions. However, in these guidelines, the sntnomousearningis used when learners are handed over
responsibility and ownership - total or partialrodny processes. Learner autonomy involves ...
learning in which a learner or group of learnertgdgtentirely on their own, possibly during a
part or parts of a course, without direct( or taach) intervention from a tutor;
learning in which all or some of the objectives aither determined by learners, or initiated by
the teacher;
learning which involves learners in taking deaisi@bout what they learn(content), how they
learn(method), and when they learn;
learning which leads learners to become more rifleand more concerned with their own self-
assessment;
learning whose capacity and motivation is not neaely inborn;
different socio-cultural contexts which dictatefeient or at times idiosyncratic ways for dealing
with the promotion of learner autonomy.
As stated above, part and parcel of the learnets in autonomous learning is self-assessmentfadt) the
ability to take charge of one’s own learning indadthe ability to assess that learning, both tdueta its

effectiveness and trigger further learning.
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ORIGINS OF INTEREST IN THE CONCEPT OF AUTONOMY

The concept of autonomy and independence is notva one. It is indeed deeply rooted in the various
philosophies of the world heritage. It has alsonbagvocated in many educational, social and palisectors as
we shall see below:
Kant's contribution to the issue of autonomy hasrbeoticed in many publications about education. He
states, for example, that autonomy is the foundatiohuman dignity and the source of all moraleyd
hence should be an essential aim of education.
All people concerned with learner autonomy quoteolhChinese saying: “If you give a man a fish, you
feed him for a day. If you teach him how to fislouyfeed him for a lifetime” (Confucius 551-479 BC).
Inherent in this proverb is the idea of helpingrieas to do things themselves and learn for lifeatTis,
instead of spoon-feeding learners we need to atimefttgrowth as self-reliant and/or divergent treas.
Relating autonomy to sociology, many voices clamat tMan is no longer considered as a “product ef hi
society”, but he is “a producer of his society”.eTlearner should accordingly have a say in whag¢adon,
why to learn and how to learn.
The new definitions and dimensions of a “learneefspnhave also contributed to interest in autonomy. A
learned person is no longer the “know-all” or “feaim of knowledge”, but someone who has learned toow
learn, and carry on learning even after leavingpethnd throughout his or her life.
Many revolutionary education philosophers have buated to interest in autonomous learning (e.g.
Rousseau, Dewey, Rogers, lllich, Vygotsky, etc).dklthese have underscored the active role thendea
should play when learning.
Interest in learner autonomy in the field of lang@aeducation has been the result of the rapidsshift
psychology, linguistics and applied linguistics pybke last thirty years or so. Many publications/éa
underlined the position of the language learnemmasactive partner in the learning operation. From a
constructive view, the role of the learner has eleen considered as determinant in restructurirlg an
reshaping his or her knowledge and experience.

Learner autonomy conjures up ‘independence’,-dieiction’ ‘awareness’, ‘development’, ‘involventgretc.
It also seeks to explicitly recognize the rightdeafrners in school and de-emphasize their beipgikehe dark.
Learners; in other words, need to be informed oatiwsirequired from them and why. They need tanlfierimed
about the method (or methods) to be used in thresi@am and the reasons behind that. They partigulaed to
be aware of the learning standards to achieve theceourse is over. In our context, where Englistaught as a
foreign language, learners need to be initiated Gdfully trained to become autonomous. It iskelji that

learners carry out learning on their own withsuth training.
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LEARNER TRAINING

Learner training refers to teachers’ interventiorhelp learners make regular use of various langugrning
strategies in order to learn the language effelgtivperate competently in real-life situationsgaolve real-life
tasks.Learnertraining involves
training in all those (potentially conscious) amtf-instructional processes, and strategies whial bre
used in autonomous learning( or in conventionassiaom);
teaching aimed at...
- enhancing the learner's awareness of languagéhamtacess of language learning.
- involving learners in the planning of their leargin
- helping learners to learn how to organize theirresy( keeping a log, notebook, portfolio,
dictionary, etc);
- helping learners to think about their learning;
- training learners in self-assessment.
Learner training is conceived of as a way of egmgdearners with learning tools and insights itheir
learning styles and strategies. It also attempisdease learners’ awareness as what languagias,learning
is, and especially what role a learner should piape learning enterprise. Learner training caly twe feasible

if we take account of the importance of languagenimg strategies and styles.

Language Learning Strategies
On the basis of research on the good languageeleamany researchers have defined learner stratégie

relation to language learning. Many of their deforis are either complementary or have appareritasities.
Strategies are; for instance, defined as speditiorss, mental steps, operations or techniqued¢haters often
use deliberately to improve and facilitate the nmggtstorage, internalisation, retrieval or usetlod new
language. Within the communicative language tearhthese strategies are problem-solving, and geared
towards improving the learners’ communicative cotapee in its totality: grammatical, sociolinguistic
discourse, and strategic competence. They areualst by learners to regulate their efforts whikréng the

language.

Language Learning Strategies: what every teacher stuld know*!
It is productive to sum up briefly the various laage learning strategies (LLS). Oxford (1990), ifstance,
distinguishes betweedirect language learning strategies"which directly involve the subject matter" and

“1 OXFORD, Rebecca. 1990. Language Learning StrateWémt Every Teacher Should Know. New York: Newbury
House Publishers.
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Indirect LLS, which "do not directly involve the subject tra itself, but are essential to language learning
nonetheless." Each of these two broad types of isLfarther divided into LLS groups. Three main egpof
direct LLS, for example, outlined: (Memory strategies'aid in entering information into long-term memory
and retrieving information when needed for commatiin”; (i) Cognitive LLS "are used for forming and
revising internal mental models and receiving amddpcing messages in the target language"; and (iii
Compensation LLS'are needed to overcome any gaps in knowledgheofanguage" (p. 71). Oxford (1990a,
1990b) also delineates three types of indirect LIi¥:meta-cognitive strategieshelp learners exercise
‘executive control' through planning, arranging;uging, and evaluating their own learning"; éffective LLS
"enable learners to control feelings, motivaticanrsd attitudes related to language learning”. Rndiii) social
strategies"facilitate interaction with others, often in asdourse situation" (Oxford, 1990b, p. 71). A more
detailed overview of these six main types of LLSoisnd in Oxford (1990a, pp. 18-21), where they faréher
divided into 19 strategy groups and 62 subs&tsta-cognitive strategiedor instance, include “centering your
learning”, “arranging and planning your learninggnd “evaluating your learning”.The affective
strategiesnvolve, on the other handlowering your anxiety, “encouraging yoursé€lf and “taking your
emotional temperature”, whilkocial LLSinclude: asking questions, co-operating with otharsl empathizing
with others (1990a, p. 21). These strategies wildbthe heart of any explicit strategy traininggeedure.

Practical tips for strategy training
Strategy training should not be a marginal taskite whenever it is necessary or when time allowstfo

Learner training can only be achievable if an affecand well-organized instruction is undertakenaodaily
basis. There has never been any doubt that thbeteatays an important role in that instruction.eQmay of
organizing strategy training for autonomy mightale around the following practical steps:
Evaluate the existing repertoire of strategiesiees are aware and make use of. The teacher fetarts
the familiar zone to move to the new or unfamil&er;
Invite learners to perform a task or a series sgaand then highlight the benefits of using ahthe
strategies specified (centering one’s learningrificing, rehearsing, encouraging oneself, etc);
Build on a follow-up discussion to introduce areatative strategy to use in a meaningful contegt an
with a realistic task. Provide reasons for its @l indicate how learners might benefit from gs;u
Present one or a few alternatives at a time, becavsrwhelming learners with a lot of strategiegti
be inhibiting and might run against the goal otteng;
Set goals and time-limit for the recognition an@gbice of these strategies, and consider individual
style differences;
Model these strategies and guide learners througtimu various paths of learning; observation,
experimentation, and evaluation;
Find ways of convincing learners to transfer tharmé strategies to other learning contexts, orrothe
subject-matters (e.g. French, Arabic, history agaggaphy, etc);
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Recycle these strategies in practice and encoueageers to use them in connection with the other
known or familiar ones;
Evaluate the effectiveness and efficiency of the srategies either in isolation, or in connectidth
other already known ones, provide constructive faell, and create opportunities to start the process
again so as to reinforce strengths and compensavecbknesses.
The steps above should cater for the cyclical aedrsive nature of strategy training. The learaeesexposed
to various types of strategies they know and uséevidarning. Then, they are led by the teachemgmars) to
discover new strategy alternatives. This step mighfollowed by the observation and evaluation @itomes.
These outcomes lead to newer awareness or discofergw strategies; this entails resuming a newefc
Once again, opening channels of communication beémelearners to share ideas and experiences and to
experiment with their different strategies is a pegjuisite for this endeavor to succeed.

Accommodating different learning styles

A learner style is a biologically and developmegtatborn set of characteristics that make the steaehing
method wonderful for some and terrible for othdrearner styles might be the product of the leamer
personality, experience, socio-economic and/oucallbackground. Four learning styles are genemaltlined:
1. Communicative learners. learn by listening, talking to friends, using amygportunity available to use
the language, etc
2. Concretelearners: learn by getting involved in games, learn throtigh use of visual aids, use video
films or audio cassettes to learn, etc
3. Authority learners. learn through teaching explanations, taking nateading, studying grammar to
learn the language, etc.
4. Analytical learners: learn by studying grammar, studying alone, figdiut mistakes, etc.
There are fuzzy boundaries between these stylstyffey may overlap or vary depending on the cantegk,
or the learner’s mood. Within the framework of leartraining, successful teachers are those whwidlneg to
forsake their own views of what is best for teaghir learning, and consider learners’ approaches an
preferences as how to learn best or more effegtivEhey should initiate interaction between leasnef
different styles (via interviews or discussion)isiag learners’ consciousness of the fact thastgles may be
successful, but may at the same time show potgmiidllems. An entirely reading-based syllabusristance,
might not be suitable for communicative learnexsteéachers are invited to vary their own materi@shniques
and tasks, because variety provides learners héttopportunity not only to learn the way they liket also to

expand their style repertoire by discovering ned parhaps more productive ones.

42 Mariani, L.1994. Developing Strategic Competend@®wards Autonomy in Oral Interaction. In Perspessi a Journal of TESOL in
Italy. Volume 10/1/June1994. Online; URL: wwwetkearning paths. (October262006).
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Training in self-assessment
Within the framework of learner training, testingits own is unlikely to be enough to check theieabment of
the targeted standards. Therefore, empoweringdesito undertake their own self-assessment mustebgoal
of any instruction. Self-assessment is a pre-réguifor autonomous or independent learning, andtmus
accordingly underlie and inspire all the activitisadertaken by learners and teachers respecti&sif-
assessment is to be practised for at least thenfivly reasons:

It changes learners’ views about themselves asvgassings;

It gives learners the opportunity to assess theiffiggency and progress;

It raises learners’ awareness of language.

It diagnoses their strengths, and areas for impneve;

It lets them compare their present level with ttaandards they wish to achieve;

It increases learners’ motivation and goal origatein learning;

It helps them to develop their own criteria for ritoring their progress.

Although learner training in self-assessment isrebke and could be implemented, it is suggestedl ¢hreful
consideration should be made of the learners’aertie in self-assessment. Careful considerationldlaten be
made to the school culture which does not havenégautonomy as its priority. Teachers of Englisbdto act
as agents of change and should therefore open elsasfrcommunication with teachers of other disogs. It is
argued that learners might not be reliable juddekeir own performance. It is also claimed thdt-assessment
is open to cheating, subjective, and reflectivéhef learner self-imad&than actual performance. This attitude
should be brushed aside, especially because sel§sment is a skill to be taught by teachers aedtionally
learned by learners. For self-assessment to betolgereliable instruments need to be used. Snstiiments
should include self-marking scales. Exercises @aittanswer key are to be provided either in thebtmit or by
the teacher. Diaries might also uncover indicefi@s learners learn and progress, but portfoliosaranthe
most suitable instrument for objective self-assesgm

Learner autonomy: A model
Learner autonomy is theoretically well-grounded aodld be briefly defined as the freedom and abild
manage one’s own affairs, which implies the rightrtake decisions about what, why and how to ldazarners

therefore need to be trained to be autonomous. éNiiblementing learner autonomy in their classrgoms

43 For more details, see Richards Watson Tod. 200@gU|f-assessment for evaluation. In English FigagForum,

Volume40, NET uary.
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teachers can use David Nunan’s (1997) méd&his model which suggests five levels for deviigdearner

autonomy can be schematized as follows:

Level | Learner Action Content | Process
Learners are made aware of fheearners identify strategy implicatiofls
1 Awareness | pedagogical goals and content of th&f pedagogical tasks and identify thgir
materials they are usir own preferred learningyled strategie:
Learners are involved in selecting.earners make choices among a rangg of
2 Involvement | their own goals from a range pbptions.
alternatives on offer.
Learners are involved in modifyingLearners modify / adapt tasks
3 Intervention | and adapting the goals and content of
the learning prograr
Learners create their own goals grickarners create their own tasks.
4 Creation objectives.
Learners go beyond the classropirearners  become  teachers  @nd
and make links between the contemesearchers.
5 Transcendence| of classroom learning and the world
beyond.

Learner training: teacher and learner roles

Learner training for learner autonomy suggestdaaé shift of the roles both teachers and learsbmild play

in the classroom. While it necessitates some intgign on the part of the teacher, the latter islammer

considered as a purveyor of knowledge or wieldepafer. His or her status does not, accordinglyareate

from his hierarchical authority, but from the godationship with his/her learners. The learnersush be

active partners in the learning operation. Thedisthe teacher’s roles below reflects a clearmmship (see,

table above) approach to the target language tegrni

©COINOTOAWNE

Agent of change

facilitator of learning

Diagnostician
Learner trainer
Collaborator/coach

Coordinator of the learners
Classroom researcher

Consultant/adviser
Language learner

“4In Andy Morall . Online. URL:_http://elc.polyu.echk/cill/staff/andydis1.htm(October 29th, 2006)
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CLASSROOM MANAGEMENT

Classroom management refers to the multidimensiandlvaried ways in which learner behaviour, moveme
and interaction are organized by the teacher duitgsson to make teaching conducive to effecteening.
Classroom management covers a wide range of arelasling lesson planning, managing pairs and grouk,
handling transitions, giving instructions, dealiwgh disruptive behaviour, etc. Classroom managenaso
includes the management of space, materials andgpregot. Within the framework of standards-based
education, teachers are committed to their pradesdinow their subject-matter well, and help leasriearn
how to learf®. They should also be reflective about their teaglaind avoid the following misbehaviotfrs

lack of preparation;

Non-calculated improvisations;

loose management of group forming, etc.;

lack of diversity and challenge;

lack of day-to-day revision and recycling;

careless attitudes towards homework assignments;

neglect of off-task learners;

abuse of power and use of violence;

scarce or lots of anxiety-bond tests, etc.
Teachers are encouraged to praise their learnethdcefforts they make, highlight responsible héfars and
budget the time. They need to seek opportunitiesefarners’ self-assessment in order to sort odtramedy
their problems. They also need to motivate reticgnshy learners tactfully. Teachers are also mesipte for
strengthening the learners’ relationships and feating an anxiety-free atmosphere where learnersas
partners and work towards achieving a common gde. management of learning requires a lot effartstame

to be spent on planning units and lessons.

Lesson planning
Planning and classroom management are stronglgdiakd are often difficult to separate. Even ingiesence

of a textbook, teachers are required to desigmtepkans to implement. The lesson plan might beeeibrief or
detailed. When teachers plan their lessons, theyalr just concerned with the goals and conteritihmy also
make crucial decisions about the means and stestdgiensure good classroom management. Suchaecisi
affect classroom management, and by implicatiorgtiadity of learning. Effective lesson planningr fostance,

requires setting timelines to various learning\diigis as it requires having in mind different leiag styles.

“5 See the section on learner autonomy and learieirtg in these guidelines.

“8 http://www.intime.uni.edu/mode/teacher/pedagogysamy.html(September 3rd, 2006).
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The merits of lesson planning

Lesson planning is considered as a good practideaasign of professionalism, because improvisatias been
proven to be counter-productive, especially wheathers are either novice or lack adequate trairiiegson
planning can also contribute to teachers’ developmeesson planning has a great pedagogical valthesi it:
gives both teachers and learners a sense of dinecti
helps learners become aware of goals implicit éldarning tasks they are to perform;
reduces problems pertaining to classroom managerfgnoothly running classes with very few
breakdowns );
gives the teacher the opportunity to predict paaéptoblems and therefore consider solutions;
enhances teacher confidence as he is in conteobofat proportion of classroom events;

enables the teacher to have an in-depth and thionagerstanding of the components of the syllabus.

Components of a lesson plan

A lesson plan format and content are usually detexthby the features of a particular lesson (gramneading,
listening, etc). Nonetheless, a standards-basedrgdan would essentially include the followingmgmonents:
goals and rationaleof the lesson [Succinctly describe the gener@amate for teaching your lesson].
Focus content area [ldentify the one or two major skills/strategietkanguage items and
knowledge/information which you will target with yolesson].
The standard (s) addressed[ldentify the standards which your lesson addesserovide a brief
rationale explaining how your lesson addressestbesdards].
Teaching procedurefldentify the major steps/components of your lessbse this step of the lesson to
think through and plan the flow of your lesson].
AssessmeniHow will you determine if your lesson achievedgisals? Include performance indicators
in your assessment plan].

The elements above can be used as a basis forngrawi a checklist for the evaluation of the outceme
Teachers are required to abide by two essentiatiptes: variety and flexibility. Though they migtiesign
detailed lesson plans, they often need to undedadet of alterations to suit every class situati@sson plans
should also make provision for a variety of acidstto sustain learners’ interest and motivatioth ncater for

the different learner styles. The teacher showdd bk able to modify the plan when things go wrong.

Long- term planning

Lesson planning includes not only daily plans @esdy lesson) but also other types of planning twhic

determine the overall flow for a series of lessower several days, weeks or months. Unit planrsnguitable
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for theme-based textbooks. Teachers make decisiomst the order and timing of parts of units, ensptiag
syllabus continuity and progression in learner’sfigiency; however. Unit planning; in other wordslps
teachers have a general view of what to teach, whew, and for how long. Long term planning gives t
teacher a privileged position to prepare long ivaade any supplementary material, equipment (awiiep...)
or tests needed. It also makes it possible to eginérs involved by assigning research activitaspfoject

work) before dealing with the theme of the unit.

Managing pair work

Part of classroom management is pair work. In pairk, the teacher divides the whole class intodtivery
learner works with his or her partner and all tiarpwork at the same time. Pair work can be eitipem or
closed. As a working mode, pair work presents & boerits as it:

increases the amount of learners’ practice anthégame token, reduces teacher’s interventions;

ensures a high degree of learner involvement;

allows for cooperative learning;

increases learners’ interaction;

enhances motivation.
Pair work is usually conducted following this prdoee:

divide the class into pairs;

explain the task and model it with one or two leasn

call on a pair of learners to do the task as déurmodel if necessary;

set an appropriate time limit;

make sure learners practice in pairs;

move around the class and give help when needed;

volunteer pairs might be called to do the actiuityront of the class.
During a closed pair work session, the teacher ldhmove around the class checking that the learaeron
task and that the activity is running smoothlyctse of oral fluency work, the teacher should @b@n notes
about the most serious errors to be dealt with idiately after the completion of the task or laterémedial
work sessions .A successful pair work usually nexpuiproceeding from open to closed pair work. Bigta
activities for pair work include information gaptiadies, role-plays, structural practice, functabmractice, peer

editing, etc.

Managing group work

Learners learn best when they are actively involvethe process of learning. Regardless of theesdnof
teaching, learners who collaborate/ cooperatedarapetition-free atmosphere learn a lot from eatler they
also internalize and practise better. Group wof&reeto instances when the teacher divides the ofg small
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groups of four to five learners. Group formatioraigey issue in group work activities. The teaatar either
resort to mixed ability groups or groups of the saability. Random grouping is also used (countiffgoo by
seat proximity). Group work is essentially condddtethree distinct phases:
- A moving-in phasein this phase the teacher organizes the groups saating. She/he also gives
instructions and briefs groups or group leaders.
- A monitoring phasehere the teacher walks around the class mongdhie work of the groups. She/he
doesn't intervene with the group work unless callpdn for advice and/ assistance.
- A moving-out phasehis includes winding groups down and monitoring report — back phase.
It is useful to assign roles within the group (eaporter, recorder, timekeeper, monitor, dictignaman, etc.).
Group work may be used for a wide range of acéisitsuch as preparing for a debate, brainstorming fo
writing task, group editing, problem solving, dissions, jigsaw tasks, decision-making tasks, ptejeck, etc.
The end of the group work activity is critical toetlearning process because learners need tchfgehhe task
has maximized their knowledge, skill, and abiliti€ke following classroom management domains aatiifes
also need to be accounted for seriously by teatbdys effective implementers:
Keeping suitable pace;
Limiting teacher talk;
- Giving appropriate feedback and correction;
- Questioning;
Responding to learner difficulties;
- Using silence and wait time;
- Using gestures and mime;
- Using blackboard and other teaching aids;
Ensuring learners’ audibility to each other;
Praising learners for their efforts;
- Catering for different ability levels;
Handling different types of learners;
- Using appropriate classroom language;
- Using suitable turn-taking strategies;
Handling transitions;

Handling discipline problems.
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PROJECT WORK

INTRODUCTION

A project is any activity in which learners, asiinduals or groups, gather data from a variety ofirses,
process it in order to achieve a pre-stated oljectnd finally present it to the whole class. Magijects have

an end-product — an oral or written report, a postdile, a handbook, an audio or a video casseteny other
form of presentation format. Project work has beeamcommon feature of the Moroccan English language
textbooks. So, by the time learners reach the skgear baccalaureate, they are expected to havieed/am
several projects and to have developed a reasohahyskill in carrying out project work. Therefothe tasks

to be undertaken at this level should be linguidiifc and academically challenging and should aim at
addressing, in addition to the four language skdther dimensions of learning such as knowledgsication,

communication, collaboration and independent amnieg.

A rationale
Language learning requires a lot of effort on the pf the learner. It requires the processingode amounts of
comprehensible input and also comprehensible lajguautput. Among the best means to meet these
requirements is project work. The teacher shotlerefore, fully exploit the opportunities for effiee language
learning offered by project work. Within the framank of standards-based education, project workrhasy
other virtues. It opens up new horizons for leanerbroaden their experience of the languagebksitas a link
between language learning and real-life issues theis learning in context, connect with other gitines and
develop knowledge and skills through pathways othan the traditional ones allowed by class wonk.dBing
all this, project work fosters involvement and maation, develops the personality of the learneid prepares
them for the demands of university studies anddiftarge. The target abilities consist in:
takingresponsibility for their learning, and growing inindependent learners
gaining skill in producingquality work ; the end —product of the project should featurehskey
attributes as clarity, relevance, coherence aratiuity;
enhancing theinterpretive skills by increasing their exposure to authentic matetiaough extensive
reading and listening to gather information;
acquiring more skill in communicating effectivelynda improving theirpresentational skills and
strategies while presenting their ideas to theissinates or any other audience both orally anten t
written mode;
deepening their involvement in and caring for tlkeimmunity and theworld at large;
applying knowledgethrough problem solving, synthesising, and ushigjrtcreative abilities with the
information they collect.

working to deadlines while enhancing thedllaborative skills.

MHS%E L OFH > L] 0#1./
57 b 0



acquiring independent thought agritical thinking through reflection on the project — both proceass a
product - in order to identify its strong and wemgints

Last but not least, developing curiosityterest and enjoymentin and through the target language.

Topics

Project work involves activities that focus on miegnrather than language per se. It consists dfities that
target a theme of interest to learners rather gpatific language forms. Project work can be arethan the
syllabus by linking it to the themes covered in tixetbook or to themes that emanate from the Iagroontext
itself (i.e. classroom or community). Learners reatend their work in any direction they wish tadtrate their
understanding of ideas and questions related settieemes. They can research, describe, analyssoermhre
social, environmental, health or other issues. T¢syalso evaluate and react to effects or impaudsfind out
about ways to improve the quality of life.

Stages
To ease the learners into project work and highligle fundamental tasks and procedures involvedsin
development, a series of steps are usually undsrtdihe eight-step process suggested is just anpbea
1. Narrow down the scope of the project.
In collaboration with the teacher, learners braimstand pool ideas, discuss to identify a topicoltinspires
them and achieve consensus on it. The theme agmmdmay be broken down into many related topicEhvh
deal with the issue from different perspectivessthliowing a depth of treatment. For instance, éf @onsider
“brain drain”, it is possible to investigate thdléwing aspects:

Emigration

The multi-ethnic nation

The history of a cosmopolitan society

Racism

Tolerance or how to integrate a minority

The global village

Types of minorities

Social /political/cultural conflicts or issues, etc

2. Determine the final outcome.

The learners and the teacher state the objectj\atd) decide on the most appropriate means to catmithe
project. They can select one or more techniqugsexentation from a variety of options (e.g. repoandbook,
journal, leaflet, brochure, video, etc.)

3. Structure the project. Collectively outline the steps to be followed invdmping the project, identify
sources of information and the mode of collectiem.(library research, letters, interviews, suryeyesb search,
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viewing of videos ...). Teachers consider the auibhemiaterials that learners can consult to docuntiesit
project. And finally make a detailed timetable floe project.
4. ldentify language skills and strategiesPractise the language skills and functions to bed uer data
collection (if for example the means used is a tjoesaire or a survey, the teacher should provigetie in
guestion formation.) Teachers need, for instarce, t
design the written material needed for the ingtalge (interview, questionnaire, survey).
provide practice in the different types of writing taskguéed by the project such as letter and
report writing, book review, etc.
5. Gather Information. Learners move out of the classroom to carry outplhaned tasks to collect relevant
information, e.g. gathering printed and visual mateadministering questionnaires, conducting sysy and
making recordings.
6. Compile and analyse information.Learners weigh the value of the collected datadecs the most
appropriate for the project and discard the rest.
7. Learners present the final product.Since one of the major concerns of project workoispromote
cooperation in learning, members of the same goaupwork together on the planning of the projent the
gathering of the necessary material. However, thay be required to accomplish different but com@etary
tasks and produce individual outcomes in orderigoaldirage each team member from relying on thesitfer
example, each one can perform one of the followéisgs:
« Write a final essay or report about the project.
» Keep a process journal in which all the activitietated to the project are recorded (who does what,
when and how?)
e Give an oral presentation.
* Prepare classroom information (posters, wall disgla
e Correspond with individuals by means of lettergefg and e-mails to obtain information.
To achieve success at this stage might entailsleoners, getting practice in giving presentatiand talks,
receiving feedback on voice projection, pronunoiatiind eye contact; or revising and editing wmitterk.

8. Learners evaluate the project.The presentation of the end-product is commonlysictared as the final
stage in the project work process. However, itastiwhile going a step further by asking learnerseflect on
the experience they went through, the knowledge tigned, the skills they acquired, the pathwayey th
followed to complete the project and the difficedtithey encountered. They may suggest alternatbeegures

to improve future project work endeavours.

The role of the teacher
The teacher’s role is paramount in the successapéqt work. First, the teacher needs to be clbautits aims
and objectives, be aware if its wide scope andntimaerous benefits learners may gain from it, bsb ahe

challenges it may pose. Then he or she should theveapacity — through knowledge and experienogutsue
59 "#$%& ' ()x+ L 0#1./



and achieve the objectives set for project worllp fearners identify relevant issues and assishthe define
the step by step procedure that will enable therotoplete their project and achieve their goals Hacher’s
intervention may go along the following lines:

To help learners select a topic and define a mettfiesecution

To help learners structure their work, assign taskbset deadlines

To supervise the project by providing guidance suqgport throughout its stages

To give learners formative feedback on both preeesl product

To equip learners with the necessary language to@shieve the project tasks.

To encourage learners to develop their own ideasi@be creative.

To foster engagement and positive attitude thramiouragement and empathy.

To ensure that learners meet deadlines.

To deal with unforeseen difficulties.

To discourage plagiarism and challenge learneastept responsibility for their work.

Project assessment criteria

These criteria may be adopted and or adapted hig#uher to assess learners’ achievement.
Planning and development: does the project haviea ocus? Does the learner follow a coherent
outline? Has the learner given each stage of thiegirdue attention?
Collection of information/ resources: has the leardemonstrated the ability to collect relevantadat
from a variety of sources? Has he used the ap@ateptools? Has he selected sufficient informatmn t
substantiate his arguments or to support his ideas?
Analysis/ creativity: Does the learner demonstdgpth of reflection? Does he have a clear vision or
does he bring a personal response to the issueg tansidered?
Message: how comprehensive, clear and effectivhasmessage? How appropriate are the
information to the task?
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PERFORMANCE BASED ASSESSMENT

The standards-based approach to the teaching disErguggested in these guidelines requires pednoer
based assessment. This reflects the views thaisauthat:
teaching needs to drive testing rather than thersey
testing should be compatible with teachingjgach as you test and Test as you teathg standards
areas:Communication Cultures, Connections Comparisons and Communitiesare assessed through

this type of assessment.

Performance-based assessment: Definitions

Performance-based assessment has been definedlitetature as:

1. a measure of assessment based on authentittaské tasks that necessitate that learners deratmsthat
they can do with English.

2. the representation of a set of strategies ferapplication of competency (content knowledge skids)
through the performance of tasks that are mearliagiti engaging to learners.

3. a measure of how learners activate their knogdeahd skills to solve problems.

Performance-based assessment: Nature

The distinguishing features of this type of assesdrare as follows:
It makes use of performance-based tasks.
It measures the learners’ auxiliary and terminalqgeance® during and at the end of Level Four.
It requires that learners demonstrate specific @ienries and apply them simulated real-life
situations to specific standards.
It is criterion-referenced; that is, scores onetiitn-referenced tests provide information on whatees
know and can do with English. It does not determwheis best. It helps learned® their best, though.
It involves regular andontinuous assessmé&htTherefore, it can occur whenever the teacher sieed
information about the adequacy of the learner'sgmelearning for subsequent teaching.
It is more valid than conventional assessment a ithis (i) authentig it replicates situations that the
testees may encounter in real life. The testees camspletetasks using methods similar to those used
in the “real world.” and (ii)yelevant the testees must demonstrate the abilitguccessfully complete
realistic real-world tasks.

47 We adhere to the view that argues that it is haidhagine an authentic task that is not performdrased.
“8 Auxiliary performances are behaviors which musabeuired through a set of units/modules. Termpeaformances
refer to the end products of the teaching/learpimagess.

49 Continuous assessment is mainly applied for mtimal, diagnosis, intrinsic/extrinsic feedback pases.
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Performance-based assessment: Skills
Performance-based assessment of the skills ofngasriting, listening, and speakitigshould be aligned with

the standards focused upon during each level.
1. Performance-based assessment: Reading
The features of reading tests are

a. Building the reading assessment within a framewvibat views reading as being a dynamic, interactive,
and constructive process; thus, isolated skillsnateneasured.

b. Using authentic texts (e.g. newspaper article patre, etc).
Assessing learners' competence in reading a variggxt types/genres for a variety of purposes;

d. Asking learners to respond to open-ended questiatisallow for a variety of interpretations.

Process
Here's the process testers can follow:

Select a text which is representative of a paricgenre (for example, an argumentative text)
Provide prompts/questions

Work with scoring rubrics

Select a Text

The performance-based assessment for reading chemgien requires a reading and writing task forethire
class. The first step is to select an unfamiliat te learners — a text with a significant themerapriate for

Level Four, a clearly identifiable genre, and afthinterest for testees.

Provide prompts/questions
Once the text has been selected, design a promput wsiting task® — to which testees can respond in writing.

Here are some sample writing prompts:

°0 Communication modes : interpersonal, interpretare] presentational modes.

L Testees may be assigned other types of tasks subke followingas they read, interpret, and analyze information:
record and organize facts;
make simple notes, often using predetermined f@®ath as webs and charts;

create visual representations (e.g., posterstriitisns);
participate in class and small-group discussiomgewer present simple reports based on informdiiom one or
two texts/ sources.
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1. Think about how you would tell a friend thentent of the text. Use an outline to help yoauember all

the important parts of a text.

2. Write about an important problem in the texil Wy it is important and how it was solved. Fjrstake

notes. Then, once you've organized your thoughite about the text.

3. What do you think of the text? Evaluate it tight of your reading purpose. Give reasons for your
evaluation.

Similar writing prompts are conducive to valid assaent of communicative competence in reading tirou
tapping the four dimensions of communicative corape¢; namely, grammatical competence, socioliniguist

competence, discourse competence, strategic conugete

Use Scoring Rubrics

To evaluate testees' performance-based assessiyentsged to rely on a rubric — a table with nuicedri

ratings and explanations of the characteristicagh number on the rating scale (See the rubrisel

Sample Rubric

Notice that the rubric focuses on three importaatires you can modify to evaluate a wide variétyritten
responses. Whatever rubric you develop, be suegptain the criteria to the testees before theyrbegwrite.
Testees should know the tester’'s expectationsvaramk. This will help them produce better work.

3 — The written response is complete. It indicateg®y good understanding of the text and providesii@ate

and relevant details, information, and supporteasoning.

2 — The response is partial and indicates a fairlpdyanderstanding of the text. Although the inforiomt
selected includes mostly accurate details and jdease may be irrelevant or unrelated to the ndaa(s) and

supporting details incorporated in the text.

1 — The response is fragmentary and indicates omymmal understanding of the content of the texintiudes

mainly random details and irrelevant information.

0 — There is little or no response. Inaccurate argddvant details and ideas indicate a serious miiststanding
of the text.
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2. Performance-based assessment : Writing

Purpose: an assessment of writing provides an indicatiorh@iv well learners communicate in the written
language. Testers can determine learners’ progregsting through real-life tasks.

Design to construct a writing sample, the following steyps recommended:

Step One

Choose writing prompts that are developmentallyraypate. Use prompts that will elicit writing frolearners
on topics that are familiar and appealing to thew that reflect writing genres focused upon in¢heently —

used textbooks.

Step Two

Provide a choice of topics. By giving options, yinarease the possibility that learners will be iegted in and
able enough to choose one of the topics and wnitie dlonetheless, because the scoring of writarg@es may
differ in accordance with the genre, the topics feeth in a single assessment should be restrittedne

particular genre, preferably one that learners ladneady been exposed to. Below are writing sarmfples
Write anargumentativeessayon oneof the following statements:

1. We need education to acquire knowledge, attguekues, and skills.

2. Education should be related to job market.

Step Two

Ensure that the topics are not culturally biasedtidg prompts can address relatively neutral thenseich as
asking learners to describe a local monument. Adtively, they may include more controversial tgpic

designed to have learners to take a stand, suelamaers' attitudes toward televised sit-coms inddoo.
Administration

Give clear, straightforward directions. Testeesush@now the amount of writing required, how muahe they
have to write, and how their writing will be scorebBecide whether learners should be allowed to use
dictionaries or other references during the wrifingcess and apply this rule consistently.

Scoring

Scoring writing samples of learners in the laid-ddevels means developing criteria to apply toetéht levels
and determining what scores mean with regard tméea' progress. Three categories should be establi

within each level of English language proficiensyragards writing ability: low, intermediate, arighlevels of

%2 These writing samples are limited to one pakiicgenre; e.g. argumentation, and testees hakieiae over the topics

to write in.
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writing. For example, a common core learner mighalhigh level writer at an intermediate level aifigiency

for this particular grade.

To score a writing sample, use holistic scoringecid which focus on the communicative nature efilriting

(see Table 1 below). Other options include assgnielative weights to overall fluency, organization

mechanics, and grammar. Depending on the goalsaghing, teachers may want to assign lower weiights

language conventions (e.g., mechanics and speling) higher weights to expression (coherence, teféec

writing strategies) with a view to encouraging teas to communicate freely through writing.

Sample Holistic Criteria

Rating

Criteria

Organization is appropriate to writing assignmerd eontains clear introduction, developmgnt

of ideas, and conclusion

Transition from one idea to another is smooth aravides reader with clear understandjhg

that topic is changing

Meaning is conveyed effectively

Vocabulary is precise, varied, and vivid

very few mechanical errors but do not impede conication

Events are organized logically, but some part efsdmple may not be fully develog
Some transition of ideas is evident

Meaning is conveyed with no breakdowns

Vocabulary is adequate

Mechanical errors are present but do not disruptraonication

Events are organized logically, but some part efshmple may not be fully developed
Some transition of ideas is evident

Meaning is conveyed but breaks down at times

Vocabulary is adequate

Mechanical errors but do not impede communication

Vocabulary is limited and repetitious

Sample is comprised of only a few disjointed secgsn
No transitional markers

Meaning is unclear

Vocabulary is limited

Mechanical errors impede communication

Responds with a few isolated words
Incomplete sentences

No response

66
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HS%& (), L 0#1./



Performance-based assessment: Speaking

The performance-based assessment for speaking skii be carried out through two approaches: @) th
observational approach and (ii) the structured @ggir. Through the observational approach, you atitlerve
and assess the learner’s behavior unobtrusivelpoufihn the structured approach, on the other hamdsgt one

or more specific oral communication tasks for tlearher to perform. Here, you evaluate the learner’s
performance on the task. You can administer theitas one-on-one setting — you, yourself, and leaener--

or in a group or class setting. In either settlegrners should be conscious of their communicatiegningful
content to a real audience. Tasks should be refategpics that all learners are familiar with.case, you decide

to set tasks that focus on topics they are notli@miith, learners should be allowed the time ssegy to

collect information on these topics.

While applying either approach, you can use a tyaé rating systems. A holistic rating capturegemeral
impression of the learner’s performance. A primaajt score assesses the learner’s ability to aehgespecific
communication purpose -- for example, to persuaeelistener to endorse a certain viewpoint on aiquéar
issue. Analytic scales capture the learner’s perémice on various aspects of communication, suctelagery,

organization, content, and language. These aredithpembedded in the holistic rubric below:

Unable to sustain conversations.

Seems confused by questions and respond inappedpria illogically.

Unable to clarify questions successfully. S/he oesis to questions immediately, but their respodsesot
correspond to the task or topic appropriately.

Able to ask for clarification of misunderstandin§ghe responds appropely to most questions

AW DN |LO

Able to communicate on a variety of topics and oaslto questions with clear, appropriate answers.

Performance-based assessment: Listening

Listening tests are typically identical to readicmmprehension tests except that the learner listerss text
instead of reading it. The learner then answerstipres or carries out tasks that tap various lestlgeral and

inferential comprehension.

The listening text should represent typical spoleguage. The text should be representative ofahguage
that learners might typically be expected to heathe classroom, in various media, or in convessatialks.
Because listening performance is strongly influeiniog motivation and memory, the text should be alipg
and relatively short. To ensure fairness, topiauihbe grounded in experience common to all learreasks,

on the other hand, should also be grounded inXeeise typology common to all learners.
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Performance-based assessment. Vocabulary, functismnd structures

Assessment of the overall performance is holistid aummative in nature. Learners need to use apatep
structures, functions and vocabulary to succegst@dmplete a particular performance task. Therefivey are
assessed on such appropriateness. However, if fioenfaedback is the goal, you can go ‘analyticd alesign

tests that tap their use of the already- focuseah tructures, language functions and vocabulary.

Alternative forms of assessment
Alternative forms of assessment such as the joupaatfolio, projects, self-assessment, and pesesssnent are
integral parts within performance-based assessment.

1. Journal assessment This is a learner’'s own ongoing record of expm@ss experiences and reflections
on a given topic.

2. Portfolio AssessmentThis is a "purposeful” collection of work that pslto define the learner’s efforts
and achievements in specified area(s) througheutdhirse.

3. Project AssessmentThis assessment measures the learner’s abiliteal life" tasks and situations
Self-AssessmentA fundamental component of autonomous learfiiigthe ability to assess one's own
progress and areas that need improvement. Leaglfesissessment should be incorporated into every
evaluation process. Learners should be allowedxémnime and evaluate their own English language

learning. Below are some tips on how to have learoarry out self-assessment:

1. Have learners self-correct some of the assignnmbataselves. You may want to randomly collect these
and check for language accuracy.

2. Share the specific evaluation criteria (or rubrdiearners should use in assessing various tasks or
assignments. Provide them with criteria checkliséd specify what constitutes a good assignment.
Provide models of successful products, answengeidormances.

4. Schedule one-on- one sessions to discuss a leaupr@gress. Help the learner evaluate his or her ow

performance. Encourage learners to apply spedifieria throughout the self-assessmént
5. Peer-assessment

Peer-assessment, formative and summative, is baiefd learning both for the teacher and the t=stdt
encourages learner autonomy. Its drawbacks canibienired with anonymity, multiple assessors, angbrtu

moderation.

3 See the part on autonomous learning/leartingarn in these guidelines.
It has been argued that learners are mosyltkdbecome independent, creative and self-retimough self-criticism

and self-evaluation.
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Fundamental Considerations in performance-based asssment

The adoption of performance-based assessmentresqiiat we take account of the following fundaraknt

considerations:

Relate language testing to language testing arglitage use.
Design tests so as to encourage and enable tesstakperform at their highest level.

Build considerations of fairness into test design.

A

Humanize the testing process; seek ways to invtisetakers more directly into the testing process;
treat test-takers as responsible individuals; gl@them with as complete information about therenti
testing procedure as possible.
5. Demand accountability for language use; hold ydfjrss well as any others who use you test,
accountable for the way your test is used.
6. Recognize that the decisions based on test scoecflaaight with dilemmas, and there are no universa
answers to these.
7.
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Common Core Syllabus

At the end of the common core (or level 2), studeme expected to perform the following:

A- listening:
1- identify the topic of a text.
2- ldentify the participants and their roles.
3- Identify the setting of a text
4- ldentify the main idea of a text.
5- Respond to referential questions based on aura tex
6- Identify core vocabulary

B- Speaking:
1- articulate sounds in isolated word forms.
2- Articulate sounds in connected speech.
3- Produce basic intonation patterns.
4- Recite songs and rhymes individually and chorally.
5- Talk about self, family, immediate environmentjssues of interest.
6- Describe a sequence of events.
7- Describe a process.
8- Express likes, dislikes, interests, dreams, apoéogl/gratitude.
9- Make a rehearsed oral presentation about a fantdl@ac.
10- Respond verbally to direct questions, instructiaugjgestions, offers and visual inputs.
11- Give directions and instructions.
12- Ask questions about different matters.

C- Reading:
1- make predictions about a reading text.
2- Identify the main idea of a text.
3- Answer factual questions.
4- make inferences about a reading text.
5- Scan text for specific information.
6- Skim for the gist or general impression.
7- Deduce the meaning of unfamiliar words from thetern
8- Recognize reference

D- Writing:
1- copy a short text accurately.
2- Spell frequently used words correctly.
3- Arrange scrambled words into sentences.
4- Arrange scrambled sentences into paragraphs.
5- Complete sentences by supplying the missing wogtaup of words.
6- Construct sentences following a model.
7- Produce a short text following a model.
8- Combine sentences using connectors.
9- Write short messages to friends or relatives;
10- Use capitalisation and punctuation correctly
11- Review, edit and rewrite own work.

Themes and topics
1. Personal relations
2. Education
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Functions

Food

Shopping

the arts

science and technology
recreation

health and welfare
environment and ecology
0.economy

BOoo~No O AW

Introducing oneself & others / Greeting people
Giving and eliciting information / Exchanging pensdbinformation
Expressing preferences

Expressing opinions / Agreeing & disagreeing
Expressing likes & dislikes

Requesting & offering

Expressing abilities

Describing past events

9. Expressing possibility

10. Inviting

11. Talking about quantities & amounts

12. Requesting & offering help

13. Making suggestions

14. Asking for permission

ONoAMLWNE

Structural content

Tenses: simple present / present progressiva€esipg an action in progress and expressing futsimple
past/ present perfect + already, yet, ever, nduare

72

Modals: Can = may (be allowed to) Can ( be able to
May = could (possibility)
Must / mustn’t /don’'t have to

Questions: Yes/ no.
Wh questions: where, who, how, what, how many, mwch how old, what time, when,why,
whose etc...
Question tags
Answers: short (subject- auxiliary/modal) + longpaers
Pronouns: all: personal, objective, demonstratfkexive, possessive
Comparative and superlative forms
Conjunctions
Prepositions (place and time)
Determiners
Intensifiers and quantifiers
Regular and some irregular plurals
Genitive ('s)
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The First Year Baccalaureate Syllabus

By the end of the first year Baccalaureate coubsestudents are expected to perform the following:

Speaking

Engage in conversations effectively, using suitab@nversation management skills and appropriate
communication strategies

Express personal feelings and emotions (anger,iegg doubt etc...)

Respond to direct questions, instructions, suggestioffers, visual input etc...
Respond to factual, referential and inferentialsgioas

Make predictions about a reading or listening maler

Make a prepared oral presentation about a topgenéral and/or personal interest
React to classmates’ talks and/or presentations

Report other people’s talks (or conversations)atifely.

Listening

Identify the topic of an aural text

Identify the main ideas

Distinguish the main idea from supporting details

Respond to referential questions based on an taxtal

Respond to inferential questions based on an texal

Distinguish implicit information from explicit imrmation

Deduce the meaning of words from the context cduanal text

Transfer information to complete forms, tables ptisaetc...

Reading

Make predictions about a reading text using the,titaptions, pictures, first or last sentence of a
paragraph etc...

Identify the main idea of paragraphs or the whejé t

Deduce the meaning of unfamiliar words

Scan for specific information

Skim for gist or general impression

Make inferences: informational, explanatory, pref@sal and pragmatic

Recognize referents
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Generate questions about a text

Interpret information presented in diagrammaticerfor

Writing

Build paragraphs using a topic sentence and stipgatetails

Develop a text using an outline

Use the appropriate cohesive devices where negessa

write coherent texts

Organize short essays to support or reject o pdimew (an idea, an attitude etc...)
Extract and synthesize information from severalrses and present it in a coherent text using the
appropriate organization, discourse markers amgitians

Trans-code information from a diagram, chart, nedp, into written text

Use capital letters and punctuation correctly

Revise, edit and rewrite own work

Suggested writing tasks

Informal, formal letters (requesting informatiompdying for a job, complaining, etc. and writing e
mails, CVs, ads, memos

Brief biographical texts chronologically ordered

Explanations of processes (e.g.: recycling waspeipanaking films...)

Film reviews

Short essays on a variety of interesting/relevapics related to the textbook content

Topics

Our cultural heritage
Society and social problems
Education

Travel

Health/ welfare

Media

Ecology
Leisure/entertainment
Celebrations

Human rights
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Grammar

Present perfect (simple and continuous)

Passive voice (simple present, present continuginmgle past, past continuous)
Simple past

Past continuous

Prepositions ( time, place)

Conditionals 0, 1, 2

Modal auxiliaries

Future: will/going to

Articles

Reported speech

Used to

Relative clauses

Enough-too

Reflexive pronouns

Phrasal verbs

Functions

Expressing belief or opinion

Seeking and giving advice

Asking for and expressing feelings, emotions atitLide
Expressing promises

Expressing hopes and wishes

Expressing surprise

Expressing interest

Expressing apologies

Expressing suggestions

Expressing possibility

complaining

In addition to the new elements to be introduce, mnecessary to recycle the most important laggua

points taught in the previous course.

Please note that the topics in the list arA@nspecific order
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The Second Year Baccalaureate Syllabus

Upon the completion of Level Four (second year Biureate), learners are expected to perform fleeniog

in:
Reading content standards

0 Reading content standardi-- learners will be able to extract meaning fronvaiety of materials
written in English.

0 Reading content standard 2-- learners will be able to analyze and synthemsézagling materials.

0 Reading content standard 3 learners will be able to react to reading niater

0 Reading content standard 4- learners will be able to recognize the auth@dint of view, attitude,
intent, and tone.

0 Reading content standard 5- learners will be able to interpret cultural reknts found in reading
materials.

0 Reading content standard 6- learners will be able to transfer gained knalgle and strategies to

other subject matters and communities.

Reading performance standards

Predict what a text is going to be about;

Skim a text for general idea;

Scan a text for specific information;

Make inferences: informational, explanatory, praofpmsal and pragmatic;
Infer word meaning from the context;

Identify referents;

Identify discourse markers and their functionshia text;
Distinguish fact from detail;

Distinguish fact from example;

Distinguish fact from opinion;

Distinguish cause from effect;

Read for the author’s attitude;

Read for the author’s intention;

Make notes from a reading text;

Re-arrange the ideas or topics discussed in the tex

Evaluate ideas expressed in a text (i.e. critieating)
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Draw conclusions from the text.

The SQ4R is a recommended method to reading lotig seich as those suggested as supplementary geadin

texts for the ‘Arts’ stream:

-Survey
-Question
-Read
-Recall
-Review
-Reflect

Listening content standards

(0]

Listening content standard 1 learners will be able to demonstrate awarenegbeftommunication

process,;

Listening content standard 2 learners will be able to listen to various tyédexts for a variety of

purposes;
Listening content standard 3 learners will be able to use skills and strategiieenhance listening;

Listening content standard 4 learners will be able to identify, analyze andleate a variety of spoken
texts.

Listening performance standards

being aware of the various components of the pppoésommunication; namely, the message, sender,

receiver, shared knowledge, channel, feedbackirdecence;

using high-order skills (selecting, analyzing, ergiang, categorizing, evaluating, etc.) to underdta

spoken texts;

interactingcommunicativelywith spoken discourse to decipher the literal angdlied meanings (i.e.

implicature);
using listening skills to identify what @ulturally appropriateorinappropriate

Listening and taking notes.

Speaking content standards

77

0 Speaking content standard 1iearners will be able to effectively speak in diffiet situations for a
variety of purposes and with a variety of audiences
0 Speaking content standard 2learnerswill be able toconvey messages and make use of a range of

skills and strategies to speak effectively, ushmgjrtcurrent proficiency to the fullest;
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0 Speaking content standard 3:learners will be able to evaluate information bgagnizing the
interlocutor’s purpose, draw conclusions or maKerimed decisions to interact with the interlocutor
effectively;

Speaking content standard 4learners will be able to speak with their interlmes in a culturally
appropriate way.

Speaking performance standards

Identify and use spoken discourse appropriate tpgae and audience.

prepare and deliver information by generating topaganizing ideas, facts or opinions for a
variety of speaking purposes and audiences (elgtimg experiences, telling a story or

presenting a report).

use main ideas ( or thesis statements) and supgaditails to organize and communicate
information.

participate in group discussions using appropietguage functions; predict, clarify, analyze,
interpret, ask and respond to questions.

plan logical steps and organize resources to aautya task within a given time frame (e.qg.

collecting information for a presentation; givingdafollowing multiple-step directions).

evaluate responses both as interviewers and ieteeds.

Be aware of cross-cultural similarities and differes.

use effective and appropriate vocabulary and ldgiocanectors to relate or summarize ideas,
events and other information.

Express personal feelings and emotions (anger,hegg doubt, surprise, etc.)

Respond to direct questions, instructions, suggestioffers, visual input, etc.

Use supra-segmental features (intonation, stresisthgythm) accurately.

Writing content standards

78

Content standard 1: learnerswill be ableto use written language for a variety of purposes &ith a
variety of audiences.

Content standard 2:learners will be able to use a range of writindlskind strategies in the writing
process to complete a variety of tasks.

Content standard 3: learnerswill be able to apply the cultural and rhetorical aspettdifferent text
types to write appropriately.

Content standard 4: learners will be able to apply skills to completevaiety of tasks effectively,

individually or in groups, for example, projects.
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Writing performance Standards
using mechanics (spelling, punctuation, capitaliwgt and applying the appropriate structures and
vocabulary to get their message across.
using a variety of sentence structures: compounthptex sentences, the active voice, the passive
voice, parallelism, etc.;
using an appropriate text structure according éocttnventions of the targeted genres ;
using cohesive devices and transitions to orgacizgent at the level of paragraph(s) and whole text
effectively;
selecting an appropriate style according to thadlience.

Writing multiple drafts, and making use of ideakgaing strategies, peer-editing and proof-reading.

The following genres and modes are highly recommeed in the teaching of writing:
Formal/informal letters.
Emails.
Reports on projects or action plans of projects.
Film /play / book reviews.

Narrative, descriptive, expository, and argumengatexts.

The writing tasks must be closely linked with the dpics.

Topics:

=

Cultural issues/values

The gifts of youth

Advances in science and technology
Women and power

Brain drain

Humour

Citizenship

International organizations

© © N o g b~ w DN

Formal, informal and non-formal education

10. Sustainable development

Grammar:

The grammar component must include a light reviéthe tenses taught in the previous levels; and the
following structures:

MHS%E L OFH > L] 0#1./
79 b 0



-Past perfect;

-Future perfect;

-Conditional 3/Wish, If only (past);

-Reporting commands, statements, and questiomeipresent and past.

-Modals: present past and past;

-Infinitive vs. Gerund;

-Phrasal verbs with particular focus on the meaboinggarticles (e.g. up for increasing, down for@esing);
-Passive voice and its uses;

-Passive with modals and its uses;

-Restrictive and non-restrictive clauses;

-Linking words.

The various structures cited above must occur abiyun both the written and spoken texts.
Vocabulary:

Vocabulary related to each topic;

Collocations, polywords, sense relations;

Idiomatic expressions;

Suffixes, prefixes and their meaning.

Functions

Two types of functions need to be catered for is $lyllabus; i.e. social and rhetoric functions.

Social Functions:
Making and responding to requests

Responding to good and bad news
Expressing regret

Complaining

Apologising

Asking for and giving advice
Expressing opinion

Agreeing and disagreeing
Expressing certainty and uncertainty

Expressing lack of understanding and asking faifidation

Rhetorical Functions:
Defining

Cause and effect
Purpose
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Addition

Concessions

In addition to the new elements to be introducéds necessary to recycle the most important lagguend
vocabulary components taught in the previous cowtsn appropriate.
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Themes

Recommendations

10. Sustainable development
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Cultural issues/values

The gifts of youth

Advances in science and technology
Women and power

Brain drain

Humour

Citizenship

International organizations

Formal, informal and non-formal

education

1. Programme coverage

All learners must cover th&0 units (5 each

semester) + the four supplementary reading

texts which are supplied in the textbook These
reading texts and tasks should be related tq
themes below :

Cultural issues/values.

a
b. The gifts of youth.

c. Women and power.
d

Sustainable development.

2. Continuous assessment :
Teachers assess learners’ performance either
holistically or analytically. Quizzes and tests
should tap:
The 5 Cs (i.e. skills)
Language: grammar, vocabulary,
functions, etc.

3. Continuous assessment modes:

| the

a) 3 quizzes (15 to 20 minutes) per semegder.

b) 2 summative tests per semester.

82

MHS%E T O*H L

/

0#1./



. <=* #©3 45

"# $%& ' §)7.45 819

#% 5%& >.? <B%5%& >.? @)A ;?

Themes

Recommendations

© ©® N o g kN PRE

Cultural issues/values

The gifts of youth

Advances in science and technology
Women and power

Brain drain

Humour

Citizenship

International organizations

Formal, informal and non-formal
education

10. Sustainable development

1. Programme coverage

All learners must cover thd0 units (5 each
semester) + two of the four supplementar}f
reading texts which are supplied in the
textbook. These reading texts and tasks shd
be related to the themes below :

a. Women and power.
b. Sustainable development.

2. Continuous assessment :
Teachers assess learners’ performance either
holistically or analytically. Quizzes and tests
should tap:
The 5 Cs (i.e. skills)
Language : grammar, vocabulary,
functions, etc.

3. Continuous assessment modes:

c) 3 quizzes (15 to 20 minutes) per semesj
d) 2 summative tests per semester
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Topics

Recommendations

© ® N o o bk~ wNPE

Cultural issues/values

The gifts of youth

Advances in science and technology
Women and power

Brain drain

The world of humour

Citizenship

International organizations

Formal, informal and non-formal educatid

10. Sustainable development

1. Programme coverage

All learners must cover the 10 units; 5 ef

semester.

2. Continuous assessment :

Teachers assess learners’ performance either
holistically or analytically. Quizzes and tests slio

tap:

The 5 Cs (i.e. skills)

Language : grammar, vocabulary, functiong,

etc.

3. Continuous assessment modes:

n

e) 3 quizzes (15 to 20 minutes) per semester.
f) 2 summative tests per semester.

ch
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Appendix A

Speaking and listening skills and competencies

Learners will gradually acquire the knowledge andmpetencies necessary to engage in

communication. The list below involves a lot otdising competencies.

Recognizexnd reproduce English sounds and phrases easlilgarectly,
Understandand develop the right intonation and stress.

Extract; gather and organizieformation from spoken materials effectively;

Listen, understand anglistaincommunicative exchanges,
Makeinformedguesseand supplement or negotiate meaning to succeesktti@nge,
Speak clearly and effectively, and exchange inféionaopinions, experiences,
Understandand respond appropriately to others inside & osetsithool,
Realizeacquire and use various types of discourse (sfigrartistic, literary,)

Develop necessary study skills to improve one’smomicative skills on their own,

effective

Manage mini-projects efficiently: a short talk pentation; an intervention in a debate, a shat pl

Develop ease of delivery, and reasoning skills ,

Listen, take notes and spefilom notes

Use the knowledge of the language creatively aratjimatively in speaking or listening,
Valuecooperation ,caring , sharing and respect forrethe

Work effectively in groups

Be awareof own self and be able to express it,

Modify one’s expectations & behaviour accordingattitudes and situations, to harmonize with his

environment,

Convey andunderstanctultural concerns based on heritage and natideatity,

Appreciatevalues and attitudes of other cultures, Aedawareof different perspectives reflected in

language.
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Appendix B

Micro-skills for listening comprehension(from Brown, D.1994, 241-242)

1.
2.
3.

10.
11.
12.

13.
14.

15.
16.
17.

87

Retain chunksf language of different lengths in short-term meyno

Discriminate among the distinctive sounds of Ermglis

Recognize English stress patterns, words in stilessenstressed positions, rhythmic structure,
intonational contours, and their role in signallinfprmation.

Recognize reduced forms of words.

Distinguish word boundaries, recognize a core afdswpand interpret word order patterns and
significance.

Process speech at different rates of delivery.

Process speech containing pauses, errors, comgcéind other performance variables.
Recognize grammatical word classes (nouns, vett)s,systems (e.g. tense, agreement, and
pluralization), pattern, rules, and elliptical fam

Detect sentence constituents and distinguish betwegor and minor constituents.
Recognize that a particular meaning may be expdaasdifferent grammatical forms.
Recognize cohesive devices in spoken discourse.

Recognize the communicative functions of utterapaesording to situations, participants,
goals.

Infer situation, participants, and goals using reatld knowledge.

From events, ideas, etc.., described, predict owgspinfer links and connections between
events, deduce causes and effects, and detectedatibns as main idea, supporting idea, new
information, given information, generalization, amdemplification.

Distinguish between literal and implied meanings.

Use factual, kinesic, “body language,” and otlam-merbal clues to decipher meanings.
Develop and use a battery of listening strategiesh as detecting key words, guessing the

meaning of words from context, appeal for help, sigdalling comprehension or lack thereof.
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Appendix C

Listening activities and tasks

- Obeying commands and following directions;

- Drawing the items being described or picture semnd

- Listening and ticking items on lists/ applicatifmmms;

- Listening and responding to questions;

- Matching items, definitions, or phrases;

- Locating items, events.... on maps, diagrams, etc,

- Identifying the item(s), person/or picture beaescribed;

- Completing sentences, tables, filling gaps ingephrases or words (songs-dialogues - cloze sesicthrough
listening;

- Taking notes to be used later for production;

- Identifying the topic / the main ideas / the dstAspecific data);

- Identifying the tones and attitudes of speakers;

- Recognizing cultural elements, and comparing theone’s own culture(s);

- Recognizing the ways exchanges/ conversationghaterically structured (conversational moves,rgs)

- Recognizing and internalising the strategies usental communication;

- Being aware of the value of cooperation to suddeeany communicative act;

- Recognizing the listener’s responsibility andwactnvolvement in making oral communication effeetand

sustained for some reasonable time.
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Appendix D

Micro-skills for oral communication (from Brown, D.1994, 241-242)
1. Produce chunks of language of different lengths.
2. Orally produce differences among the English phagand allophonic variants.
3. Produce English stress patterns, words in stremsedstressed positions, rhythmic structure, and
intonational contours.
Produce reduced forms of words and phrases.
Use an adequate number of lexical units (wordsyder to accomplish pragmatic purposes.

Produce fluent speech at different rates of defiver

Noo g A

Monitor your own oral production and use variouatgilgic devices—pauses, fillers, self-corrections,

backtracking—to enhance the clarity of the message.

8. Use grammatical word classes (nouns, verbs, egys)ems (e.g. tense, agreement, and pluralization
word order, patterns, rules, and elliptical forms.

9. Produce speech in natural constituents—in apprgpplarases, pause groups, and sentence constituents

10. Express a particular meaning in different gramnadficrms.

11. Use cohesive devices in spoken discourse.

12. Appropriately accomplish communicative functions@ding to situations’, participants, and goals.

13. Use appropriate registers, implicature, pragmatitventions, and other sociolinguistic featuresaicet
to-face conversations.

14. Convey links and connections between events andnumicate such relations as main idea, supporting
idea, new information, given information, generafian, and exemplification.

15. Use facial features, kinesics, “body language” atigbr non-verbal cues along with verbal language in
order to convey meanings.

16. Develop and use a battery of speaking strategies, @ emphasizing key words, rephrasing, providing

a context for interpreting the meaning of wordqesding for help, and accurately assessing howisell

your interlocutor is understanding you.
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Appendix E

Read the title, headings, and subheadings.

Look at pictures, captions under pictures, charisphs or maps.
Skim any questions at the end.

Read the introductory and concluding paragraphs.

Read summary or abstract.

Anticipate or predict.

Turn the title, headings, and/or subheadings in&stjons.

Ask yourself, "What do | already know about thibjeaet?"

Read questions at the end of the chapters oredtdr subheading.
Ask yourself, "How can | answer the questions uritertext?”.

Look for answers to the questions you first raised.

Answer questions at the beginning or end of chapiestudy guides.
Reread captions under pictures, graphs, etc.

Note all the underlined, italicized, bold printednds or phrases.
Reduce your speed for difficult passages.

Stop and reread parts which are not clear.

Read only a section at a time and recite after saction.

Orally ask yourself questions about what you hargt jiead and/or summarize, in your owy]
words, what you read.

Take notes from the text but write the informatioryour own words.
Underline/highlight important points you've justade

Use the method of recitation which best suits ymarticular learning style.

Remember to look for answers as you read and terectake notes before moving on.
Recall/try remembering key terms and concepts.

Tell your peer what the text is about.

Share ideas with your peer. Refer to the text.
When you study a text, try to link new facts, teyiaasd concepts with information you
already know.

Read your notes and check your memory by recitimquizzing yourself again.
Seek to explain why you have / have not beentablead effectively.
Think of ways to improve your reading

Adapted from www.wwup.ed/academics/learning_cestg_reading_method.html
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