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Preface

It is a great pleasure for me to contribute the preface to this book which is dedicated to
pressing issues of our educational systems and policies. In my opinion, it is high time that we
reflect on how we can secure a quality and sustainable education cross-nationally for our future
generations. We have all seen that the issue of “quality in education” has grown in importance.
But I believe it is not only a question of how to ensure such quality. The key question is also
which quality should we strive for — especially given the social and environmental concerns we
share universally?

I am very proud that this book is the culmination of an enormous collective effort that
saw many institutions and individuals contribute in several ways to set up the reviewing and
editing criteria, and methodology to identify the themes and topics of the book. It allowed for
the different but essential voices of researchers and practitioners to be present and heard.
Reading through the book reveals the amazing diversity of the fields and concerns of its
chapters — providing valuable opportunity for researchers, practitioners and decision-makers to
share and reflect on their experiences.

On a final note, I would like to thank the editorial team and the authors. Their efforts,
expertise and spirit of cooperation made it possible to produce such a valuable work. The
authors were a real motivation and key in establishing the need and value of the book. Last but
not least, reviewers had an essential role and therefore merit sincere appreciation.

I am confident that the readers will find the book learned and insightful.

Prof. Omar Halli

Ibn Zohr University President



Foreword

On behalf of the first International Conference on Education Quality (ICEQ, 2018)
Scientific and Organising Committees, I am delighted, as an Honorary Visiting Professor at the
University of Ibn Zohr (UIZ), Agadir, to be invited to write this foreword. This book, which
speaks to all who have an interest in international perspectives on quality in education,
embraces 29 selected chapters, stemming from papers presented at the ICEQ 2018, held in
ENCG (Business School), Agadir, Morocco in March 2018. Proceedings were chaired by
Professor Abeldaziz Bendou, UIZ, Vice-President for International Cooperation & Scientific
Research alongside the co-chairs, Dr Mustapha Aabi of UIZ and Michael Reed, an Honorary
Senior Fellow of the University of Worcester, United Kingdom and a Visiting Professor at UIZ.
It was a pleasure to meet the committee and all the authors individually and I was fortunate to
be able to listen to the many high calibre presentations, which combine to form this publication.

Of course, it is important to establish that the concept of ‘quality’ in education, is highly
contested in the literature and rarely defined in policy. The authors do not assume an agreed
understanding of what constitutes quality or suggest that quality is something tangible and
objective, that can be known, recognized, measured or easily achieved (Dahlberg, Moss and
Pence 2013). Instead, they acknowledge that it is a subjective and constructed concept,
dependent on a plethora of values, beliefs and interests, rather than an objective and universal
reality. As Dahlberg et al. succinctly state, ‘the subcultures and plurality of values in societies
often mean that no one definitive definition of quality exists. It is a relative concept that varies
depending on one’s perspective...Indeed quality is both a dynamic and relative concept so that
perceptions of quality change as a variety of factors evolve, (Dahlberg et a/.,2013, p.6). This
book provides the reader with opportunities to think about, question, and contest the notion of
quality under four key themes - School Reform, Higher Education, Teaching, Curriculum and
Instruction.

Alexander (2000, p.5) argues that a deeper understanding of educational policy can only
be gained ‘by reference to the web of inherited ideas and values, habits and customs, institutions
and world views which make one, or one region, or one group distinct from another. This
sentiment was reflected by the internationally diverse range of prominent keynote speakers, at
the ICEQ 2018, Professor Mohammed Abousallah, Secretary General from the Moroccan
Ministry of Education, who opened the Plenary session, speaking about quality assurance in
Morocco; Associate Professor Alma Fleet, from Maquarie University, Australia, who inspired
delegates with a keynote on Contextualizing problem-solving and the concept of professional
inquiry; and Kenneth R. Bartlett, Professor of Human Resource Development University of
Minnesota in the USA, promoted critical reflection with his lecture Quality in Education — The
Required Integration of Organizational Leadership, Policy, and Development, highlighting that
the focus on quality in education has heightened awareness of the recognized connections
between leadership, policy, and the effective leadership of organizations that deliver learning
across the lifespan. The final day of the conference welcomed Fabrice Henard, an International
Consultant, who drew attention to Quality Teaching and Learning in Higher Education
Contexts, and closed with a stimulating keynote in French, relating to Institutional Evaluation
in Higher Education as a lever towards raining quality delivered by Rached Boussema, The
University of Tunis El Amar, Tunisia.

The ICEQ (2018) aimed to border-cross through the shared domain of interest in Quality
of Education into different theories, disciplines and paradigms as the keynotes were joined by



128 participants from 22 different countries, representing 5 continents. The rich array of
chapters in these volumes, reflects the inclusive ethos of ICEQ 2018 which intentionally
crossed social, cultural and linguistic borders to create an international ‘community of practice’
(Wenger, 1998). Chapters stem from as far afield as Croatia, the United Kingdom, the Kingdom
of Morocco and the Republic of Yemen. This book is based on the premise that, regardless of
the paradigms, research is concerned with enabling the emergence of new understandings,
insight and knowledge. It asserts that the research enterprise is not the sole remit of university-
based academics or those with doctoral degrees but embraced reflective practitioners as well as
postgraduate students. We invite readers to engage with the rich tapestry of content across the
four volumes:

1. Teaching - a volume revolving around issues of quality in pedagogy, gender equality
and female empowerment;

2. School Reform - where authors primarily seek to investigate the relationship of the
national efforts in Moroccan context, to improve quality and how quality might look in
the schools themselves;

3. Curriculum and Instruction - focusing on innovation and research within a number of
disciplines and educational levels;

4. Higher Education - based on opportunities and challenges in higher education, ranging
from improving the quality of the curriculum to the impact of innovative technologies;

Each volume provides a powerful tool for critical reflection across social, cultural,
historical and linguistic boundaries, and includes chapters in French, Arabic and English.
Sharing and constructing knowledge is viewed by the International Quality in Education team
as a political and social responsibility, and we hope, as readers, that you take upon yourselves
to join us in this ambitious endeavor, ultimately leading to capacity building across a range of
contexts. Readers are invited to reflect on their own spaces and places and not to assume all is
well with the world they professionally inhabit. Mac Naughton, (2003) purports that; ‘Critical
reflection is dialogic. It requires social connections with others, conversations with others,
support from others, colleagues willing to spend time with you and a chance to share ideas and
possibilities with others’ (p.5). The chapters in these volumes are based on the premise that
quality in education is relational and contextual, involving complex interactions between
systems, processes and people. The book and the ICEQ conferences reinforce the need for
further research and more international collaboration relating to quality in education.

The production of this book is located within a multi-layered landscape. It has evolved
from a rigorous process of meaning-making and dialogue between the contributors, the
conference delegates and indeed for the ICEQ organizers and scientific committees. It only
remains to acknowledge the contribution of all those who contributed to the ICEQ (2018)
conference, the Scientific Committee, the Organizing Committee, the President and Vice-
President of the University of Ibn Zohr and to those who have been involved in the development
and editing of this book. All authors, and the editorial team, are to be commended for their
concerted efforts. I look forward to the future publication of the first edition of an International
Journal of Education Quality (1JEQ) as well to being involved in the organization of the
forthcoming annual International Conferences on Educational Quality.

Dr. Caroline A. Jones
University of Warwick and University of Ibn Zohr, ICEQ (2018) Co-chair
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Introduction

The four volumes of this book provide an important vehicle for authors to share their
insights into the nature of educational ‘quality’ and how this is realized within their local
context. Quality contributes to increasing individual productivity, which in the end promotes
collective productivity. How to proceed with education quality has been though a matter for
debate; one on which researchers and practitioners seem to have agreed to disagree. It is only
natural that quality as a general concept, will necessarily involve different views and opinions
since concepts are often the subject of controversy and debate. Different frames of reference
have been proposed defining quality. Some, including the World Bank and EFA’s scorecard
led by UNESCO, would associate it with outcomes, others with standards; some would focus
on the philosophy of continuous improvement, others on the tools and techniques to do so,
varying also in terms of purpose immediacy from short-term expediency to the long-term
quality improvement.

It is perhaps inevitable that changing economic, social and political factors will always
define and redefine such concepts. For our education systems to work, they need to be re-
thought by drawing upon the existing economic and social affordances existing in each
community. In her study of education quality in the Arab region, Morgan (2017: 512) claims
that its failure may due to international hegemonic education forms that are blind to the local
context, concluding that “improving educational quality in the [Arab] region entails creating
responsive approaches grounded in political and socio-economic contexts”. But the question
remains as to how these concerns will be articulated using local voices that are expressly
drawing upon the import of localized mediations of values, principles, resources along with
their interfaces with wider social, resource based and policy considerations.

The pedagogical approaches, school reform, curricula and innovation that are deemed
appropriate for the local context are some of the most common issues that fuel the discussion
in this book. This collection provides an important insight composed by an educator and
comprising of opinion pieces and empirical research that shine a light upon local needs and
challenges. With this in mind, the goal for this book is to set a road map in order to amplify
local needs and capabilities in the global education agenda.

Innovation and research of curriculum and instruction within a number of disciplines and
educational levels represented the majority of chapters in this series, ranging from improving
the quality of the curriculum—both in instructional modules and evaluation--to the impact of
innovative technologies.

An example of the latter is by Amal Benattou, who discusses a design approach to the
use of technology in courses that involves students as collaborators. Through having them
support the creation of an e-learning system, he assesses the learning impact and motivation as
positive, thereby encouraging a more long-term approach to learning and lessening dropout of
use from the majority of current technology systems.

Farida Bouachraoui and Aicha Lehiany look to the research literature on the use of
Information and Communication Technologies in higher education, using involvement by
stakeholders and impact on learners as key indicators of effectiveness. They seek to develop a
frame of reference for effective teaching and learning within a Moroccan higher education
context and how these technologies can have a positive impact on students.

Turning to evaluation work in mathematics, Salek Ouailal and Naceur Achtaich address
the use of technology-based evaluation with large numbers of students. While this may be seen



as a solution, they remind us that humans must intervene in order to influence student learning
and encourage consideration of the complexity of the teaching/evaluation process within
courses in their discipline.

Abderrahim Mimouni and Youssef Tamer review Digital Game-based Quizzes (DGBQs)
for use in classrooms with such systems as Socrative, Quizlet, Quizziz and Kahoot: all using
digitalization and game qualities for quizzing students as types of formative assessments.
Arguing that these DGBQs have been introduced to motivate students and support their
learning, they review the literature and emphasize the importance of using them reflectively in
relation to learning goals.

Introducing Competency-Based Language Teaching as an approach for foreign language
instruction in the Algerian context, Farouk Bouhadiba offers a review of recent history of higher
education and English language instruction, offering some suggested strategies for the
introduction of Competency-Based Language Teaching in his country.

Mohsine Wahib and Tamer Youssef review self-regulatory learning within the context of
technology use in classes for English as a Foreign Language. Different types of technology
were surveyed with undergraduate students in terms of self-regulatory skill development as a
pilot for an online self-reporting questionnaire. Their results suggest that students experience
technology as supporting such self-regulation and a valuable learning tool to that end.

Abdo Saleh Mohessine Albahooth researches the alignment of engineering lessons in
math books used in basic education (Grades 3-5) in Yemen with the U.S. National Council of
Teachers of Mathematics’ standards. Using the engineering item from the curriculum as the
unit of analysis, (he) found that there was poor alignment between the two with some of the
standards sub-criteria missing from the engineering curriculum.

Mohammad Hassan Al-Faraji investigates the measurement of mental skills in
mathematics exams in secondary schools in Yemen, seeking to research the skills outlined by
Bloom’s taxonomy as memorizing, understanding, practice, analysis, composition and
evaluation. Using descriptive and analytic approaches, he finds that almost 2,000 exam
questions from the mathematics curriculum emphasize understanding, application, and analysis
with a decline in quality.

Researching instructional impact on dictation skills of students in first-year coursework
in higher education in Yemen, Himyer Yahya Mohammed Mohammed Al-Aa’wer created three
modules for students in comparison to the traditional approaches to teaching. Looking at
student academic achievement, he found that the innovative modules were significantly more
effective in student learning.

Mohammad Nayef Ayasrah addresses the design of instruction in Arabic language
classes, creating three modules for 10th grade students blending creative thinking and self-
concept. Comparing students who were introduced to these modules to those taught in a more
traditional manner, he finds that students have significantly greater gains in creative thought
and self-concept in the modules, concluding by offering some suggested workshops and
trainings for teachers.

Prof. Dr. Devin Thornburg, Adelphi University
Dr. Mustapha Aabi, Ibn Zohr University
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Vers une nouvelle approche d’ingénierie
d’apprentissage des systemes d’apprentissage en ligne

Amal Battou
Université Ibn Zohr, Maroc
a.battou@uiz.ac.ma

Synopsis

Le présent travail se donne comme objectif de proposer une nouvelle
démarche d’ingénierie pour assurer la qualit¢ de 1’apprentissage et
favoriser 1’apprentissage a long terme. Cette démarche consiste a
combiner deux approches : L’approche Agile Learning Design et
I’approche centrée sur I’apprenant, lors de la mise en place d’un systéme
adaptatif d’apprentissage de compétence pour assurer la qualité de
I’apprentissage. Pour montrer la pertinence de cette approche, un systéme
d’apprentissage en ligne est mis en ceuvre en collaboration avec quelques
étudiants et respectant les paradigmes de I’approche proposée. Les
résultats préliminaires du présent travail montrent, clairement, que
I’implication de I’apprenant dans la mise en place des systémes
d’apprentissage et dans [’acquisition des connaissances, améliore la
qualité de I’apprentissage et maximise la motivation des apprenants. Ceci
aurait un impact positif et direct sur I’encouragement de 1’apprentissage a
long terme, et la minimisation du taux d’abondants dont souffre,
actuellement, la majorité des systémes d’apprentissage en ligne.

Mot clés: Ingénierie d’apprentissage, Apprentissage a long terme,
Approche Agile Learning Design, Approche centrée apprenant

Overview

This particular work aims to propose a new engineering approach to
improve learning quality and to promote long-term learning. This
approach is founded on the balanced combination of two approaches—
Agile Learning Design and Learner-Centred Design—to improve learning
effectiveness and ensure learning quality in an adaptive competency-
based learning system. To prove the relevance of this approach, an online
learning system is implemented with the collaboration of a number of
students and respecting the paradigms of the proposed approach. The
preliminary results of this work show that learner involvement in setting
up e-learning systems and in acquiring knowledge improves the quality of
learning and maximizes learner motivation. This has a direct impact on
encouraging long-term learning and minimizing the dropout rate of the
majority of existing e-learning systems.

Keywords: Learning quality, Agile learning design, Learner-centred
design, Long-term learning
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Introduction

Incontestablement, les systémes d’apprentissage adaptatifs offrent de nombreuses
opportunités pour soutenir I’apprentissage et la formation en ligne, depuis la gestion du processus
d’apprentissage et de formation jusqu’au suivi du processus d’évaluation. En outre, la plupart de
ces systemes fournissent un contenu pédagogique qui peut étre spécifiquement adapté pour
répondre aux besoins individuels des apprenants & un moment donné. Toutefois, I’ingénierie de
ces systemes a vacillé entre plusieurs approches pédagogiques et ingénierie d’apprentissage voire
des standards. En plus, la plupart de ces systémes se focalisent sur I’enseignant et le contenu au
détriment de I’apprenant et mettent 1’accent sur les objectifs au lieu des compétences.

De nombreux auteurs soulignent que la formule didactique basée sur des conférences ou
I’enseignant enseigne (enseigner ou parler ou donner des cours) pour assurer des objectifs et ou
les apprenants accumulent les connaissances n’est plus adéquate. L’utilisation des technologies,
s’inscrivant dans un nouveau paradigme, encouragent les apprenants a chercher, eux-mémes, la
connaissance et a accéder au savoir tout en respectant les conseils et les consignes de leur
enseignant (Prensky, 2008).

En effet, avec la propagation des contenus, des cours en ligne et des activités de formation,
I’apprenant doit jouer un rdle efficace et étre un agent du changement en prenant part a la mise en
place des systemes d’apprentissage en ligne et a son apprentissage. Il ne doit plus uniquement
suivre le changement ni étre un simple agent réceptif qui attend les connaissances de 1’enseignant.
L’apprenant doit étre plus productif en participant a la construction de ses connaissances et,
particulierement, de ses compétences.

Plusieurs auteurs (Blumberg, 2012; Matlin, 2002; Sternberg, Grigorenko, 2002) affirment
que lorsque 1’accent est mis sur I’apprenant, les taux de rétention des apprenants sont plus élevés
et les diplomés sont mieux préparés que les apprenants formés traditionnellement. Pareillement,
lorsque 1’apprenant prend un réle important dans le processus de son apprentissage, ceci va
permettre de maximiser sa motivation, réduire les taux de décrochage ainsi qu’encourager
I’acquisition et la rétention a long terme. Bransford, et al. (1999) affirment que les
environnements impliquant les apprenants sont susceptibles d’étre plus efficaces pour
I’apprentissage que les environnements comportant des activités d’apprentissage formelles en
classe. En effet, ces environnements portent une attention particuliére aux connaissances, aux
compétences et aux attitudes développées par les apprenants lors de la réalisation d’une activité
pédagogique.

Le présent chapitre s’intéresse a la combinaison de deux approches : Agile Learning
Design (Agile LD) et I’approche centrée apprenant lors de la mise en place d’un systéme
adaptatif d’apprentissage de compétence. Ainsi, nous allons commencer par mettre le point sur
quelques approches d’enseignement qui existent dans la littérature, a savoir I’approche centrée
enseignant, 1’approche centrée sur I’apprentissage et 1’approche centrée apprenant. Puis, nous
allons découvrir I’approche par objectif et I’approche par compétence tout en discutant leurs
caractéristiques. Nous allons étudier par la suite, I’intérét d’intégrer une approche centrée sur
I’apprenant dans I’approche Agile LD. Apres, nous allons présenter une étude de cas basée sur la
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combinaison de I’approche Agile LD et I’approche centrée sur ’apprenant. La dernicre partie
présente, quant a elle, les résultats préliminaires de ce travail.

De I’enseignant et ’apprentissage a I’apprenant

La relation enseignant/apprenant ainsi que la gestion de transmission et de construction du
savoir dépendent étroitement de la théorie d’apprentissage adoptée (behaviorisme, cognitivisme,
constructivisme, socioconstructivisme). Ainsi, plusieurs approches ont vu le jour régissant la
gestion de 1’enseignement/apprentissage et définissant le réle et I’implication de chaque acteur
dans le processus d’acquisition. Nous allons présenter, ci-dessous, les approches les plus
répandues dans la littérature.

Approche centrée enseignant

Issue de I’approche behavioriste, elle place I’enseignant au centre de 1’attention. Ainsi,
I’enseignant est le chef supréme de la démarche d’enseignement/apprentissage. L’enseignant est
transmetteur de savoir et de connaissances. Il définit les objectifs des cours, présente, décrit,
schématise, planifie et évalue, etc. L’apprenant est, quant a lui, passif, a I’écoute. Il assimile et
essaie de reproduire les connaissances transmises.

L’acquisition des connaissances s’effectue par phases consécutives. Le passage d’un
niveau de connaissance a un autre s’opere par des renforcements positifs des réponses et
comportements attendus. De ce fait, I’enseignant répéte une notion une ou plusieurs fois lorsqu’il
constate, a travers le comportement observé, que la notion en question n’est pas assimilée par les
apprenants. De méme, il a pour tache de concevoir des exercices progressifs, de guider les éléves
dans leurs réalisations et de leur communiquer les rétroactions nécessaires a la prochaine étape
(Chekour & Laafou & Janati-Idrissi, 2015).

Cette approche a suscité beaucoup de polémique, voire critiques. Parmi ces critiques, nous
citons la minimisation du role de I’apprenant qui ne peut que suivre I’ensemble des démarches
préconisées par l’enseignant sans prendre en compte ni ses connaissances ni son style
d’apprentissage. En plus, cette approche ne favorise pas la mise en ceuvre du savoir pour apporter
des ¢léments de réponse a des situations réelles, ainsi que I’apprentissage a long terme.

Approche centrée sur I’apprentissage

Pour cette approche, la responsabilité de I’apprentissage est partagée par les deux acteurs
de I’apprentissage : I’enseignant et I’apprenant. Elle met 1’accent plutot sur le contenu qui est mis
au profit des apprenants. Le role des enseignants passe de la transmission simple des
connaissances a la réalisation d’activités plus importantes. Ils deviennent concepteurs
d’environnement d’apprentissage, qu’ils évaluent et améliorent en permanence, et continuent a
enseigner, guider, servir de mentors et a évaluer les apprentissages des apprenants (Boggs, 1999).

L’apprenant, dans cette approche, est plutdt actif et a, plus ou moins, des responsabilités
et la totalité de I’apprentissage se fait en partenariat et sous la supervision de 1’enseignant. Ainsi,
les objectifs éducationnels, les processus d’apprentissage et les méthodes d’évaluation deviennent
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une responsabilit¢ commune destinée a 1’amélioration de 1’apprentissage. Enseignants et
apprenants créent ainsi une relation synergique dont bénéficient les deux parties (Kaufman, 2002).

L’évaluation des connaissances est préparée par les apprenants en collaboration avec les
enseignants. Elle s’opére par des questions et des probleémes permettant, ainsi, aux apprenants de
développer leurs compétences d’auto-évaluation et d’évaluation par les pairs.

Approche centrée apprenant

Différents termes ont été utilisés pour designer ce concept. Ainsi, dans la littérature, les
termes Learner-centered approach dont 1’équivalent est « 1I’approche centrée sur I’apprenant », ou
Student-centered approach traduite par « approche centrée sur I’étudiant», sont couramment
utilisés pour concevoir cette approche. Le terme approche centrée sur I’apprenant sera utilisé¢ a
travers ce travail, méme si certains auteurs utilisent d’autres termes.

L’approche centrée sur I’apprenant implique des méthodes d’enseignement qui font
passer ’attention des acteurs de I’enseignement, de I’instructeur et du contenu a I’apprenant.
L’approche centrée sur 1’apprenant défie le role habituel de I’enseignant comme étant la personne
qui définit quoi, quand et comment I’apprentissage va se dérouler (Spencer, 1999). Ainsi, cette
approche met I’accent sur I’activité et la responsabilité de 1’apprenant plutoét que sur le contenu,
en le placant au centre de tout le processus d’enseignement/apprentissage, et en 1’engageant
activement dans des tiches a effectuer.

Conformément a ce qui précéde, Stewart et al. (2009) affirment que les apprenants
doivent participer activement au processus d’apprentissage. Ils doivent discuter, lire, écrire,
résoudre des problemes, analyser, évaluer et synthétiser. De plus, les apprenants doivent étre
coopératifs et participer a des taches en groupe. Par conséquent, le role des instructeurs est celui
de facilitateur de I’apprentissage et de la formation. Ils doivent attirer tous les apprenants, guider
et mettre 1’accent sur le débat tout au long des cours. En ce qui concerne les apprenants, ils
doivent étre des contributeurs coopératifs et pas seulement des auditeurs.

En outre, Stevens (2013) affirme que dans 1’adoption d’une approche centrée sur
I’apprenant, les apprenants sont proactifs et indépendants, responsables a la fois de ce qu’ils
apprennent et de la facon dont ils apprennent. Le cours offre un cadre souple, un environnement
favorable et une culture d’apprentissage collaborative, avec des enseignants guidant les
apprenants dans leur apprentissage en tant que mentors, en mettant I’accent sur le développement
de la pensée critique, la résolution de problémes et les compétences de recherche. Ceci leur
permet de devenir des apprenants efficaces tout au long de leur vie.

Pour incorporer le concept centré sur I’apprenant dans la conception du programme et de
I’enseignement et le développement des systemes éducatifs, plusieurs principes sont cités dans la
littérature. Les principes centrés sur I’apprenant sont divisés en ceux se référant aux principes
cognitifs et métacognitifs, motivationnels et affectifs, développementaux et sociaux et individuels.

Assurément, 1’approche centrée apprenant a montré ses prouesses. Toutefois, cette
approche ne peut étre adoptée pour tout systeme d’apprentissage. Adoptant le méme avis, Scaife
et al. (1997) considérent que cette approche peut étre efficace pour une équipe qui comprend des
utilisateurs majeurs, mais plus discutable lorsque 1’on négocie avec des étudiants, des adolescents
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ou des enfants. Il ne faut pas croire, ainsi, qu’un étudiant a le temps, les connaissances et
I’expertise nécessaires pour participer a un modele de design collaboratif et participatif.

Récapitulatif

De la lecture des différentes approches présentées ci-dessus, [’approche centrée
enseignant s’avere dépassée, puisqu’elle considere 1’apprenant comme une boite vide dépourvu
de tout savoir et de connaissances. En plus, elle ne prend pas en considération les différents
profils d’apprenants ni leurs connaissances antérieures. Ce qui risque de minimiser la motivation
des apprenants et d’augmenter les taux d’abandon. La deuxiéme approche, met 1’accent sur le
contenu plus que I’apprenant et I’enseignant. Ces deux acteurs sont considérés comme partenaires
dans la construction des connaissances. Toutefois, cette approche ne favorise pas 1’acquisition
des compétences, puisqu’elle est centrée sur le contenu.

L’approche centrée apprenant est I’approche la plus proche de notre vision, notamment
pour I’enseignement des maticres de la discipline informatique. Cette approche ne permet pas
uniquement juste d’acquérir des connaissances, voire des compétences, mais plutot d’acquérir le
savoir a apprendre. Grace a 1’adoption de cette approche, nous pouvons maximiser la motivation
puisque 1’apprenant est le responsable de la construction de son savoir. En outre, cette approche
encourage le travail collaboratif et 1’évaluation n’est qu’une étape dans le processus
d’apprentissage.

Dans ce qui suit, nous allons présenter les deux approches pédagogiques par objectifs et
par compétences tout en étudiant leurs caractéristiques et leurs divergences.

Des objectifs aux compétences
Pédagogie par objectifs

La pédagogie par objectifs dite aussi approche traditionnelle, est une approche mettant
I’accent sur les objectifs pédagogiques. La définition de cette approche ne peut se faire sans
passer par la définition d’un objectif pédagogique qui représente une performance a acquérir par
I’apprenant avec ’aide de ’enseignant. Cette performance ne peut s’opérer qu’avec ’activité de
I’enseignant et de I’apprenant et doit étre observable, mesurable et évaluable.

La pédagogie par objectifs met en avant I’acquisition des connaissances et du savoir-faire.
Le role de I’enseignant, selon cette approche est celui de I’expert du domaine d’apprentissage qui
a la responsabilité de faire acquérir a I’apprenant les connaissances et le savoir a travers les
matieres enseignées en classe. L enseignant est le responsable de la planification des contenus a
présenter aux apprenants, I’organisation des enseignements et de 1’évaluation des connaissances a
la fin de I’acquisition.

L’apprenant, quant a lui, est un acteur passif ne participant pas a la construction de ses
connaissances et de son savoir-faire; ses connaissances et ses expériences antérieures ne sont pas
prises en compte dans le processus d’apprentissage. Pour cette approche, les contenus sont
formulés en termes d’objectif général a atteindre par le biais de plusieurs objectifs intermédiaires,
secondaires et opérationnels pour rendre 1’enseignement plus accessible a I’apprenant.
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L’inconvénient majeur de cette approche est que I’apprenant ne peut pas mettre en ceuvre
les connaissances et les savoir-faire acquis pour traiter des situations complexes de la vie
quotidienne et professionnelle (UNESCO, 2016). Deronne (2012) souligne aussi, que cette
approche fragmente les savoirs a apprendre au point que I’apprenant s’égare de I’objectif
principal de I’apprentissage. Ajoutons a ceci, que 1’apprenant acquiert la connaissance et le
savoir-faire sans savoir quel lien a son apprentissage avec la vie de tous les jours, et comment
mettre en ceuvre son savoir. D’ou, I’orientation des acteurs de I’enseignement vers 1’approche par
compétence, sujet du paragraphe suivant.

Approche par compétence

L’émergence de 1’approche par compétence dans le domaine de I’apprentissage a permis
de pallier aux limites de I’approche par objectifs. Le terme compétence, dans le domaine de
I’apprentissage, est une notion qui n’échappe pas a I’ambiguité. Une classification des
significations de ce terme a été développée pour montrer qu’il peut avoir plusieurs significations
en fonction du but dans lequel il est utilis¢ (Hoffman ,1991). Nous présentons, ci-dessous,
quelques définitions les plus récurrentes dans la littérature :

Paba (2017) considére qu’une compétence est une capacité d’action efficace face a une
famille de situations, qu’on arrive a maitriser parce qu’on dispose, a la fois, des connaissances
nécessaires et de la capacité de les mobiliser a bon escient, en temps opportun, pour identifier et
résoudre de vrais problémes. Selon cet auteur, I’acquisition d’une compétence est conditionnée
par ’acquisition des connaissances et 1’habilité a les utiliser convenablement.

Romainville (1998) estime qu’une compétence est un ensemble intégré et fonctionnel de
savoirs, savoir-faire, savoir-étre et savoir-devenir, qui permettront, face a une catégorie de
situations, de s’adapter, de résoudre des problémes et de réaliser des projets.

Pour De Ketele (1993), la compétence est un ensemble ordonné de capacités et d’activités
qui s’exercent sur des contenus dans une catégorie donnée de situations pour résoudre des
problémes posés par celles-ci. Pour cet auteur, la compétence se définit par quatre ¢léments
structurels : la capacité, les activités, le contenu et la situation. Les trois premiers éléments sont
agencés pour proposer des solutions a une situation a probléme.

De I’analyse de ces définitions, nous pouvons constater que le terme récurrent est celui de
résoudre des problémes d’une situation donnée. Ce qui constitue 1’objectif ultime de 1’approche
par compétence. Ainsi, de ces définitions, nous pouvons conclure que I’approche par compétence
est une approche pédagogique qui met 1’accent sur les performances et les capacités acquises par
I’apprenant pour donner des solutions a une situation donnée.

L’approche par compétences met I’accent sur 1’aptitude de I’apprenant a pratiquer ce qu’il
a acquis lors de son apprentissage dans des situations et des contextes complexes.
L’apprentissage se fait par ’apprenant lui-méme. L’enseignant devient un accompagnateur qui
guide I’apprenant et I’oriente a utiliser ses connaissances en vue de résoudre des problémes.

Perrenoud (2000) définit cinq principes fédérateurs pour enseigner selon I’approche par
compétence :

v' Créer des situations éducatives porteuses de sens et d’apprentissages ;
v" Les différencier pour que chaque apprenant intervienne dans le volet adéquat a son profil ;
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v Développer une évaluation formative et une régulation interactive en situation et ce en
travaillant sur les objectifs obstacles ;

v Maitriser les effets de relations intersubjectives et de la distance culturelle sur la
communication didactique ;

v' Individualiser les parcours de formation dans le cycle d’apprentissage.

Récapitulatif

L’approche par compétences que nous avons présentée dans le paragraphe précédent, met
I’accent sur les résultats d’apprentissage peu importe le procédé d’acquisition. Et ce,
contrairement a 1’approche par objectif, qui se base essentiellement sur les contenus de 1’offre
d’enseignement.

De I’étude de ces deux approches, nous pouvons constater que 1’acquisition des
compétences est une perspective de 1’acquisition des connaissances. En effet, 1’approche par
compétence représente un mouvement qui est venu pour affronter ou, plutdt, pour dépasser les
différentes critiques de la pédagogie par objectifs (Bouallag, 2014).

Dans ce qui suit, nous allons présenter une nouvelle approche proposant la combinaison
des points forts de l’approche Agile LD et de I’approche centrée apprenant pour assurer
I’apprentissage des compétences.

Combinaison de ’approche Agile LD et ’approche centrée apprenant

D’apres nos lectures de la littérature et nos travaux sur les modeles d’ingénierie (Battou,
2016), l’approche Agile LD incite a la collaboration des apprenants dans le processus
d’ingénierie pédagogiques des systeémes d’apprentissage. L’approche centrée apprenant quant a
elle, prone I’implication des apprenants dans le processus de leur apprentissage. Ainsi, ces deux
approches s’alignent sur le fait que les apprenants doivent jouer un role efficace et étre des agents
du changement en prenant part aussi bien au processus d’ingénierie des systemes pédagogiques
qu’aux processus d’apprentissage. L’apprenant ne doit plus se limiter au role d’« agent réceptif »
qui attend des concepteurs de lui créer des systemes d’apprentissage ne répondant pas a ses
besoins, ni de ses enseignants qu’ils lui transmettent les connaissances. Il doit étre actif et
davantage productif en participant a la mise en place des systetmes d’apprentissage et a la
construction de ses connaissances et de ses compétences.

A Tinverse de ce que ’on peut comprendre, ’approche centrée apprenant n’est pas
synonyme de disparition du role de I’enseignant. C’est plutdt une restructuration de son rdle, de
ses techniques et des objectifs d’enseignement. Le role ainsi adopté par les enseignants, ici, est
celui de facilitateur de 1’apprentissage et de la formation. Ils doivent attirer les apprenants, guider
et mettre 1’accent sur le débat tout au long des cours. En ce qui concerne les apprenants, ils
doivent étre des contributeurs coopératifs.

Comme nous pouvons le voir, 1’approche centrée sur I’apprenant est en ligne avec la
pratique de 1’approche Agile LD. En effet, les deux approches ont beaucoup de similitudes telles
que la focalisation sur les apprenants et leurs besoins, I’encouragement de la communication et la
collaboration entre apprenants et enseignants, ainsi que I’utilisation des processus adaptatifs et
itératifs pour atteindre les objectifs.
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Cependant, certains auteurs comme Blomkvist (2005) et Fox et al. (2008) affirment que
méme si I’approche Agile LD et ’approche centrée sur 1’apprenant sont compatibles, ily a des
différences. A titre d’exemple, nous évoquons le concept d’implication des apprenants. Dans la
conception centrée sur I’apprenant, les apprenants impliqués dans le processus de conception sont
les mémes apprenants qui interagiront avec le systéme en dernier. Pour 1’approche Agile LD, les
apprenants impliqués dans le processus de conception ne sont pas nécessairement les utilisateurs
finaux du systeme. Cela peut affecter I’efficacité de I’apprentissage car les apprenants finaux ne
sont pas ceux qui ont été impliqués dans le processus de conception.

Blomkvist (2005) présente trois approches pour expliquer comment le design centré sur
I’apprenant peut s’intégrer avec I’approche Agile LD.

v" Intégrer les pratiques de conception centrées sur les apprenants dans la méthodologie de
développement agile ;
v Appliquer les pratiques de I’approche Agile LD dans un cadre de conception centré sur

I’apprenant ;

v Combinaison équilibrée de I’approche Agile LD et de I’approche centrée sur I’apprenant.

L’¢étude des trois méthodes d’intégration, nous a conduit a choisir la troisiéme parce
qu’elle correspond a nos objectifs. En effet, cela nous permet de combiner les pratiques les plus
utiles de I’approche Agile LD et celles de I"approche centrée sur I’apprenant pour réaliser le
développement d’un systeme d’apprentissage interactif et adaptatif. En plus de ces deux
approches, nous comptons adopter I’approche par compétence par la création de situation a
probléme, ou I’apprenant est sollicit¢ a donner des solutions en se basant sur des supports
pédagogiques mis a sa disposition dans le systeme.

Ainsi, I’apprenant est une partie prenante de la constitution de ses connaissances et de ses
compétences. L enseignant est facilitateur en procurant des cours bien ciblés et en discutant avec
I’apprenant les états d’avancement.

Vers un systeme interactif et adaptatif d’apprentissage de compétences basé sur
I’approche Agile-centrée-apprenant

Dans cette section, nous illustrons certaines fonctionnalités de notre systeme interactif
adaptatif d’apprentissage basé sur I’approche Agile-centrée-apprenant que nous avons proposée
ci-dessus.

Contexte du travail

L’objectif de notre recherche est de proposer un environnement interactif permettant aux
apprenants d’accéder a des contenus adaptatifs afin d’acquérir des compétences dans un domaine
donné. Comme le systéme a mettre en ceuvre se veut étre centré-apprenant, nous avons effectué
une ¢étude relative a I’'usage des moyens de technologie ainsi que les pratiques des étudiants dans
le domaine de 1’enseignement en ligne. Pour cela, nous avons procédé¢ a une analyse des données
reposant sur les réponses a un questionnaire mis en ligne et soumis aux étudiants de ’université
Ibn Zohr d’Agadir. Dans ce qui suit, nous présentons la démarche adoptée pour la collecte des
données des étudiants universitaires, le terrain d’expérimentation ainsi que le protocole de
I’enquéte.
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Terrain d’expérimentation

La population questionnée dans le cadre de cette étude est celle des étudiants de
I’université Ibn Zohr d’Agadir. Nous envisageons dans un futur proche d’¢élargir notre échantillon
et de nous ouvrir, par la suite, sur les universités du Maroc.

Protocole d’enquéte

Pour recueillir les informations nécessaires a notre recherche, nous avons utilisé un
questionnaire qui se compose de trois parties :
v" Informations personnelles (4ge, données démographiques, niveaux d’études, etc.),
v' Accés et utilisation du matériel multimédia (Ordinateur, smartphone, tablette, Internet,
etc.),
v' Apprentissage (Cours en ligne, plate-forme d’apprentissage en ligne en anglais Learning

Management System (LMS), Mooc).

Les résultats de cette étude, nous ont permis de définir les profils des participants et de
collecter des informations sur leurs pratiques et compétences par rapport a I’usage des TIC et
leurs expériences d’apprentissage.

Notons que les résultats de ce questionnaire ainsi que 1’analyse des données y afférent, ont
¢été sujet d’un travail scientifique antérieur (Afa & Battou & El hourre & Baz, 2017).

L’environnement proposé

Aprées avoir recueilli le maximum d’informations sur les apprenants éventuels de notre
systéme, nous avons entamé la phase initiale de la conception. Dans cette étape, nous avons
formalisé, dans un premier temps, la représentation du systéme que nous souhaitons réaliser.
Ensuite, nous avons précisé les principaux objectifs et les apprenants cibles.

Par la suite, nous avons entamé la premiere itération. Dans cette étape, nous avons défini
les grandes lignes de 1’architecture du systéme, choisi les environnements de développements et
déterminé le plan des livrables. Nous avons utilis¢ comme point de départ, une conception
architecturale du systéme proposé qui est composé de trois principales composantes.

Dans ce qui suit, nous allons présenter le processus de génération de contenu adaptatif
(Fig.1) ainsi que la description des principales composantes de notre systeme et le processus de
génération de contenu.
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Figure 1 — Processus de génération de contenu adaptatif (Battou & Baz &
Mammas, 2018)

v" Le modéle de domaine : Le modéle de domaine se caractérise par sa compétence en
termes de représentation des concepts a apprendre, de ressources disponibles pour les
apprenants et de structuration des différents ¢léments du domaine.

v" Pour assurer I’approche par compétences, le modéle de domaine contient, en outre, des
ressources pédagogiques, un ensemble d’activités permettant de mettre en ceuvre les
connaissances acquises ;

v" Le modéle d’apprenant : Le modéle d’apprenant permet de changer plusieurs aspects du
systéme, en réponse a certaines caractéristiques (données ou déduites) de 1’apprenant. Il
comprend deux types d’informations regroupées dans deux domaines: (1) Données
Indépendantes du Domaine (DID) et (2) Données Dépendante du Domaine (DDD) ;

v Le modéle d’adaptation : Le modeéle d’adaptation traite la génération de contenu adaptatif
qui sera ensuite présenté a [’apprenant. Ce composant comporte quatre sous-
composantes : le modele de navigation, le modele de présentation, le modéle de contenu
et les régles pédagogiques. Chaque sous-composante contient un ensemble de régles pour
réaliser 1’adaptation.

Pour assurer I’aspect interactif du systéme, un ensemble d’outils de communication et de
collaboration (forum de discussion, chat, wiki) seront intégrés. Ainsi, I’apprenant peut utiliser, a
n’importe quel moment de son apprentissage, ces outils pour communiquer avec les autres
apprenants et avec les enseignants dans 1’objectif de partager des connaissances, de demander de
I’aide, etc.

Aprées avoir spécifié I’exigence initiale et les principales composantes de notre systéme,
chaque composante a fait I’objet d’une série d’itérations, de planification, de conception, de
développement et d’évaluation. Apres I’étape d’évaluation de chaque itération, nous avons pris
en considération les remarques et les commentaires des apprenants. Nous recueillons toutes les
informations qui pourraient étre utilisées pour améliorer I’itération suivante et contribuer au
processus d’amélioration continue du systéme.
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Notons que toutes les données utilisées a toutes les étapes du processus de conception ont
été recueillies a partir des questionnaires mis en ligne ou lors des réunions programmées avec
I’ensemble des membres d’équipe.

Le paragraphe suivant présente le modele de I’apprenant comme un exemple de la mise
en ceuvre de notre approche.

Le modéle de I’apprenant

L’approche Agile LD utilisée pour mettre en ceuvre le modele d’apprenant est organisée
en quatre phases :

a. Etablir le contenu initial du modéle d’apprenant

Dans cette étape, nous avons défini I’ensemble des informations nécessaires a la
connaissance du profil apprenant. Ces informations, données ou déduites, vont étre utilisées par
la suite pour changer certains aspects du systéme et pour la génération des contenus et des
activités adaptatifs a ce profil.

Le modele d’apprenant que nous avons défini comprend deux types d’information
regroupés dans deux domaines :

e Données indépendantes du domaine (DID) : elles sont composées de deux
¢léments : le modéle psychologique et le modele générique du profil de
I’apprenant, avec une représentation explicite (Kobsa, 2001). Ces données
sont plus permanentes ce qui permet au systeme de connaitre a I’avance les
caractéristiques auxquelles il doit s’adapter (Vassileva, 2001). Les DID
incluent plusieurs aspects tels la connaissance initiale de 1’apprenant,
I’objectif et les plans, les capacités cognitives, les styles d’apprentissage,
les préférences, le profil académique (études technologiques, connaissance
de la littérature, capacités artistiques...), etc.

e Données dépendantes du domaine (DDD) : informations se référant a la
connaissance spécifique que le systéme juge que I’apprenant possede sur le
domaine. Martins et al. (2013) expliquent que les composantes du DDD
correspondent a trois niveaux de fonctionnalité : (a) Niveau de la tache,
avec les objectifs/compétences du domaine que 1’apprenant devra maitriser.
Dans ce cas, les objectifs ou les objectifs intermédiaires peuvent é&tre
modifiés en fonction de 1’évolution du processus d’apprentissage ; (b)
Niveau logique, qui décrit la connaissance de I’apprenant du domaine et
est mis a jour au cours du processus d’apprentissage de I’étudiant ;
(c)Niveau physique, qui enregistre et infére le profil des connaissances de
I’apprenant.
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b. Planifier et créer la structure

A ce stade, nous nous sommes mis d’accord sur le contenu du modéle d’apprenanten
adéquation avec notre contexte d’apprentissage (voir fig.2). Nous soulignons que nouspouvons
affiner ce modele (ajouter ou supprimer des champs) puisque nous pouvons faireun design itératif.

Learner Model
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om ation - J
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Knowledge

| Environnem ent data

Figure 2 — le modéle apprenant
Ces deux ¢léments et leur contenu ont été discutés avec des apprenants potentiels etles
membres de notre équipe pour approuver 1’architecture initiale du modele d’apprenant, présentée
ci-dessous.

c. Implémenter le composant

A ce stade, nous avons commencé la mise en ceuvre ; nous sommes d’accord sur les
technologies utilisées pour mettre en ceuvre notre modéle d’apprenant et la conception de
I’interface apprenant.

Deux types de techniques sont utilisés pour mettre en ceuvre le modele d’apprenant : basé
sur la connaissance et/ou le comportement. L’adaptation basée sur les connaissances résulte
généralement :

v" Des données collectées : ces informations sont obtenues par le biais de
formulaires a remplir par I’apprenant au début de 1’utilisation du systéme, dans
le but de produire un ensemble de données et d’informations initiales. Ces
données restent inchangées pendant la premiere utilisation du systéme.

v Des données déduites sont des données recueillies a partir de ’interaction de
I’apprenant et le systétme (journalisation). Ces données résument les
informations sur les réalisations de 1’apprenant au cours des sessions
d’apprentissage ainsi que les informations sur les progrés de 1’apprenant
(acquisition de concepts et de compétences).

v Pour le DID, nous avons développé un formulaire a partir duquel nous avons
collecté toutes les informations portant sur données. Pour chaque apprenant un
fichier XML, contenant les DDD et DID présentées ci-dessus, est généré.
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d. Evaluer

Dans cette étape nous évaluons et approuvons le travail. Certains apprenants créent leur
compte dans le composant de ce modele d’apprenant, remplissent le formulaire et évaluent la
version initiale du modéle d’apprenant. A ce stade, nous nous concentrons sur les remarques et
les commentaires des apprenants.

Nous collectons toutes les informations qui peuvent étre utilisées pour améliorer
I’itération suivante et contribuer au processus d’amélioration constante.

Pour I’évaluation du processus d’apprentissage, les apprenants procedent a 1’auto-
évaluation et 1’évaluation par paires. L’évaluation dans notre systéme n’est pas considérée
comme ¢étape finale de 1’apprentissage mais plutét comme une étape des étapes d’acquisition des
compétences.

Discussion et perspectives

La premiére version du prototype du systeme présentée dans la section précédente a déja
été mise en ceuvre et testée pour valider I’approche proposée avec certains apprenants
sélectionnés. Comme nous menons notre recherche au sein d’une faculté¢, nous ne pouvons
impliquer beaucoup d’apprenants des 1’étape de conception, surtout que c’est notre premicre
expérience.

Pour la premiére version du systéme, nous soulignons que la méthode Agile LD permet de
modifier, de réorienter et d’adapter les conceptions en fonction des besoins des apprenants
émergeant au cours du développement. En termes d’applicabilit¢ de la méthode, les résultats
préliminaires indiquent que la méthode est utile et facile a utiliser. En outre, elle se concentre sur
le client final, qui est dans notre cas les apprenants, et leur interactivité avec le systéme. Du coté
des apprenants, au début c’était un peu difficile d’adopter le nouveau role que nous leur avons
demand¢é et d’étre actifs dans le processus de leur apprentissage. Nous étions obligés au
démarrage de notre projet d’adopter une approche de récompense, méme si nous avons des
réserves vis-a-vis de ce type de motivation.

Ce que nous avons le plus apprécié dans cette démarche, c’est le contact humain avec les
apprenants. Ces derniers n’ont pas été considérés sans connaissances mais plutdt des partenaires
qui participent a I’amélioration du systéme. Cela les a motivés a donner le meilleur d’eux-mémes
et a développer leurs compétences dans la discipline.

A la fin du projet, nous avons mené une enquéte visant & obtenir 1’opinion des apprenants
sur la nouvelle facon d’apprendre. Nous pouvons souligner, a partir des résultats de I’enquéte,
que le plus grand nombre d’apprenants ont accepté le nouveau modele d’apprentissage et exprimé
leur satisfaction a I’égard de la nouvelle expérience d’apprentissage.

Cela nous ameéne a croire que la mise en ceuvre de ces deux approches dans
I’apprentissage diminuera considérablement le taux de décrochage. En effet, les apprenants
aiment apprendre et donnent le meilleur d’eux-mémes lorsqu’ils participent a I’expérience
d’apprentissage et sont considérés comme des partenaires, et non seulement comme de simples
utilisateurs dépourvus de toutes compétences.
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Nous sommes conscients que ces résultats préliminaires ne sont pas décisifs. Il nous reste
de finaliser le développement de I’ensemble des composantes du systéme, ajouter d’autres cours,
créer des parcours et impliquer le maximum d’apprenants.

Conclusion

Dans ce travail, nous avons proposé¢ une vue d’ensemble de la facon de soutenir la
conception et la mise en ceuvre d’un systéme d’apprentissage interactif et adaptatif respectant
I’approche Agile centrée apprenant. Premieérement, nous avons exposé¢ l’intérét d’intégrer
I’approche centrée sur I’apprenant et ’approche agile LD. De plus, nous avons présenté les
résultats préliminaires démontrant le succes de cette approche dans la conception et la mise en
ceuvre des composantes d’un systeme d’apprentissage interactif et adaptatif. Pour une validation
plus poussée, premieérement, nous prévoyons d’ajouter d’autres membres a notre équipe
d’ingénierie et d’impliquer davantage d’apprenants pour 1’évaluation de toutes les composantes,
améliorer notre proposition en fonction des résultats des évaluations et des commentaires de ces
apprenants. Deuxiémement, nous prévoyons d’améliorer le modele pédagogique, en y incluant
plus de matériel pour rendre ’apprentissage plus efficace et plus attrayant.
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Synopsis

Comme point de départ de ce chapitre, nous nous sommes demandé si les
Technologies de I’Information et de la Communication (TIC) utilisées en
enseignement supérieur ne sont pas une des formes d’accompagnement des
apprenants. Pareillement, nous jugeons que chaque stratégie ¢laborée par les
instances et ministéres visant [D’amélioration de la  qualité de
I’enseignement/apprentissage, ne pourra s’évaluer qu’a partir du degré
d’intégration/implication des intervenants et leurs impacts pour les apprenants. Pour
ce faire, nous avons établi une recherche bibliographique de plusieurs références en
vue de réaliser 1’objectif principal suivant :

-Elaborer le cadre de référence d’un enseignement/apprentissage efficace dans une
situation TIC.

Pour ce faire, les objectifs spécifiques suivants ont été traités en vue de bien cerner
la bibliographie utilisée :

-Décrire le contexte de I'introduction et utilisation des TICs en enseignement
supérieur marocain ;

-Démontrer comment les TICs peuvent avoir un impact positif sur I’apprentissage.

Mots-clés : TIC, qualité, enseignement, apprentissage

Overview

As a starting point for this chapter, we looked at Information and Communication
Technologies (ICT) used in higher education and asked ourselves if these would not
be one way of supporting learners. Similarly, we believe that each strategy
developed by the authorities and ministries aimed at improving the quality of
teaching/learning can be assessed only through the degree of integration/implication
of the stakeholders and their impact on learners. To do this, we provided a
bibliographic search of several writings and articles in order to achieve the following
objectives:

-Develop the frame of reference for effective teaching/learning in an ICT situation.
In order to do so, the following objectives have been dealt with in order to properly
identify the bibliography used:

-Describe the context of the introduction and use of ICTs in Moroccan higher
education;

-Demonstrate how ICTs can have a positive impact on learning.

Keywords: ICT, quality, teaching, learning
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Introduction

Dans une société qui connait I’émergence du numérique et des réseaux sociaux, les
Technologies de I’Information et de la Communication ne cessent d’évoluer et d’influencer le
rapport au savoir dans le systtme d’enseignement. D’ou la nécessité de s’adapter aux
changements que connait la société avec I’usage des TIC (Charlier, 2011), leur intégration en
enseignement supérieur devrait contribuer a des évolutions du  processus
d’enseignement/apprentissage d’un paradigme classique centré sur la transmission du savoir
vers un paradigme actif ou D’apprenant est responsable de la construction de ses
connaissances.

Concurremment, les TICs sont souvent liées a la représentation théorique des objets
techniques et leurs caractéristiques (Peraya, 1998). L’expression inclut trois concepts :
technologie, communication et information (Basque, 2006). Dans la formation, les TICs
doivent jouer le role de réacteur de connaissances et de compétences pour les apprenants, de
développement professionnel pour les enseignants, de promotion et d’innovation dans les
institutions (Folcher & Rabardel, 2004). Elles modifient les pratiques, les stratégies de
recherche, de publication, de celui qui se les approprie et le savoir devient une maticre
d’échange (Karsenti et al., 2008).

Dans ce chapitre, nous adopterons la définition de Peraya & Peltier, (2012) qui
considere que les technologies sont une maticre pour enseigner et un environnement favorable
pour apprendre dans lequel les apprenants ont 1I’opportunité de construire les connaissances.

En outre, la qualité est un concept qui évolue depuis longtemps dans tous les
domaines, I’enseignement n’en fait pas exception, elle y est toujours associée pour favoriser
I’apprentissage dans un environnement TIC. La qualité vise 1’excellence, pour se faire valoir
dix dimensions ont été décrites pour une éducation ouverte a tous : 1’acces, le contenu, la
pédagogie, la reconnaissance, la collaboration, la recherche, la stratégie, la technologie, la
qualité et le leadership (dos Santos, Punie, & Mufioz, 2016).

La qualité¢ dans I’enseignement est un concept qui pese, ’'UNESCO s’est engagée a
intégrer les TICs en enseignement/apprentissage pour tous les niveaux d’enseignement en vue
d’apporter une démarche qualité en éducation (UNESCO, 2011).

Méthodologie

Pour ¢élaborer le cadre de référence d’un enseignement efficace dans une situation TIC,
I’objectif principal du présent chapitre, nous avons cerné le contexte d’introduction des TICs
dans les milieux d’enseignement marocain ainsi que le niveau d’intégration et utilisation de
ces technologies. De méme, nous avons procédé a une revue bibliographique pouvant nous
fournir les bases d’un enseignement/apprentissage efficace en vue d’allier les deux variables
qui sont I’enseignement/apprentissage efficace et le niveau d’intégration des TICs par les
enseignants avec 1’utilisation de ses dernieéres dans le milieu d’apprentissage. Nous nous
proposons de soumettre un cadre de référence pouvant aider les décideurs et praticiens a
cerner 1’utilisation active de ces technologies dans les environnements d’enseignement. Pour
ce faire, une recherche bibliographique a ét¢ menée dans le but de donner les bases théoriques
nécessaires pouvant conduire a croiser les trois variables principales de 1’étude.
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Contexte des Technologies de I’Information et de la Communication pour
I’Enseignement (TICE) dans I’enseignement supérieur marocain

La réforme de I’enseignement supérieur marocain et 1’introduction du systtme LMD en
2003/2004, s’aligne avec I’accord de Bologne (1999) qui impose aux universités de repenser
le cursus d’études en termes de compétence de formation et non pas seulement en termes de
contenus. Or, les TICs, dans ce contexte, sont considérées comme un élément réacteur
d’amélioration de la formation et d’ancrage de I'université marocaine dans son monde socio-
économique. En occurrence, la stratégie nationale visant I’intégration des TIC dans
I’enseignement, identifie, comme objectifs a atteindre, quatre axes principaux : (a) les
ressources et les services numériques, (b) la formation en TIC, (c) Dinfrastructure
informatique et (d) la promotion de la recherche scientifique et de I’innovation (Maaroufi,
2016). De méme, le contexte des TICEs au Maroc s’aligne sur la déclaration d’Incheon et la
stratégie de mise en ceuvre de l'objectif de développement durable 4, qui vise a «Assurer a
tous une éducation équitable, inclusive et de qualité et des possibilités d’apprentissage tout au
long de la vie » (Déclaration d'Incheon, UNESCO, 2015). Aussi, I’utilisation des TICs au
Maroc s’accorde avec la déclaration de Qingdaovisant a « Mobiliser les TICs pour la
réalisation de I’éducation 2030 », lors de la Conférence internationale sur les technologies de
l'information et de la communication et I’éducation post-2015, du 23 au 25 mai 2015 a
Qingdao, en République populaire de Chine. Le but des ministéres membres de
I’UNESCO¢tait d’affirmer I’intérét de I’exploitation pleine du potentiel des TIC au service de
I’éducation et de la réalisation des Objectifs de développement durable (déclaration de
Qingdao, UNESCO, 2015).

Conscients de DI’importance des TICEs pour I’amélioration du systéme ¢ducatif
marocain, les décideurs ont mené plusieurs réformes dont [’objectif est d’adapter
I’enseignement marocain aux standards internationaux. De ce fait, le ministére de tutelle a
multiplié les actions visant a doter 1’enseignement de TICE en instaurant plusieurs interfaces
encourageant |’utilisation de ces dernieres tel que programme Génie, programme Injaz,
campus virtuel... etc.

L’utilisation des TIC en milieu d’enseignement supérieur Marocain

Selon I’enquéte de Meriouh, (2015) faite au sein de trois universités marocaines(Ibn
Zohr, Hassan II et Abdelmalek Essaadi) : les professeurs utilisaient différentes technologies :
présentations informatisées, tableaux blancs interactifs etla majorité d’entre eux disposaient
de pages web par matic¢re enseignée pour échanger avec leurs étudiants. Selon la méme étude,
les échanges entre professeurs et étudiants continuent en dehors des séances de cours au
moyen de TIC : les principaux moyens technologiques utilisés pour cela sont, pour 64 % des
répondants, la messagerie électronique, pour 12 %, les réseaux sociaux, pour 5 %, les forums
de discussion et pour 3 %, le site web du professeur. D’autres affirment que ces contacts sont
faits soit par téléphone, soit via des rencontres directes.

D’un autre c6té et dans le méme ordre, I’étude de Maaroufi, (2016) réalisée a la faculté
des sciences de Oujda montre que les enseignants (82%) continuent a utiliser le tableau dans
leurs activités, seuls 32% d’entre eux projettent un contenu numérique en utilisant un
vidéoprojecteur ou un rétroprojecteur. Pour soutenir leurs activités en présentiel, neuf sur dix
enseignants utilisent un support en papier et/ou numérique (47%) et/ou des liens sur internet
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(38%). Quand le support est numérique, il est diffusé soit sur le site de la Faculté, soit envoyé
par mail ou transmis directement sur une cl¢ USB. Selon la méme enquéte, 90% des
enseignants, disent posséder un ordinateur portable personnel et/ou un ordinateur fixe (80%)
et/ou un smartphone (45%). Dans 1’établissement, 80% des enseignants déclarent avoir un
ordinateur fixe et ou/ un ordinateur portable mais la connexion a la faculté est jugée moyenne
pour environ la moitié¢ d’entre eux. D’un autre c6té,Six étudiants sur dix affirment avoir un
smartphone alors que huit sur dix déclarent posséder un ordinateur portable.

Selon les deux articles, les données recueillies, révelent que les outils les plus utilisés
par les enseignants sont ceux de production, d’illustration et de diffusion des documents.

Par ailleurs, dans le but d’appréhender [’utilisation des TICEs dans les milieux
d’enseignement, nous avons recens¢ trois modeles reliant la pratique enseignante a un niveau
d’intégration de ces technologies et qui sont : le continuum d’approches des TICE synthétisé
par I’Unesco en 2004(UNESCO, 2004), le modéle SAMR (Substitution, Augmentation,
Modification et Redéfinition) élaboré par Ruben Puentedura. Les deux modeles comprennent
respectivement quatre et trois niveaux d’intégration, le dernier modele (échelle de LoTI)
quant a lui se compose de six niveaux et ¢’est le modele retenu pour ce chapitre.

Le modele LoTI (Levels of Technology Implementation), réalisé par Moersch, permet
de lier entre I’approche pédagogique de I’enseignant et le niveau d’intégration de la
technologie dans ses pratiques suivant une échelle (Moersch, 1995). Six niveaux sont décrits
par I’auteur apres celui du ‘non usage’ et qui sont :

e La prise de conscience : dans ce niveau, I’enseignant sait manier 1’ordinateur,
mais il le fait en dehors de la classe et pour son propre usage.

e L’exploration : les technologies sont utilisées pour compléter les activités
existantes.

e La pénétration : I’enseignant utilise la technologie pour accompagner les
activités d’apprentissage.

e L’intégration : le formateur intégre les technologies dans le processus
d’apprentissage et pour la résolution des problémes visant la construction des
compétences.

e L’expansion : dans ce niveau, l’enseignant se sert des technologies pour
étaler I’expérience des étudiants a des contextes réels,

e Le raffinement : c’est le niveau le plus haut de I’utilisation des technologies
par les enseignants, elles sont naturellement discernées au service de
I’apprentissage.

Les deux enquétes se croisent sur le méme point représenté par les outils les plus
utilisés par les enseignants des universités marocaines, ces derniers servent a la production,
I’illustration et la diffusion en se référant au modele du niveau d’intégration retenu par le
présent chapitre. Sur I’échelle de LoTI, ces usages se situent dans les premiers niveaux (0-3),
entre "Pas d’usage" et "Pénétration".

Contexte des TICEs pour les apprenants

Selon Dahmani & Ragni, (2009) les TICEs doivent avoir un effet pour les étudiants soit
par la réussite aux examens, soit par 1’obtention d’un emploi satisfaisant et suffisamment
rémunéré dans un délai idoine. Dans ce sens, les deux auteurs stipulent que les compétences
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relatives a 1'usage des TICs sont supposées étre complémentaires avec celles propres aux
champs disciplinaires auxquels les diplomes concernés sont rattachés.

Néanmoins, des écrits ont fait dégager que les TIC peuvent contribuer a atteindre un
enseignement efficace.

Cadre de référence pour un enseignement efficace

Plusieurs pédagogues et chercheurs en éducation rapportent quatre piliers pour un
enseignement efficace. Ainsi, Lebrun, (2011), Musial, Pradére, & Tricot, (2011) et De
Ladurantaye, (2011)..., dégagent que I’enseignement favorisant I’apprentissage en profondeur
se base sur les éléments suivants :

Figure 1.Cadre de référence pour un enseignement efficace

\
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*’apprentissage résulte d’une construction personnelle des connaissances :

Selon I’approche cognitiviste, I’apprenant sélectionne d’abord I’information qu’on lui
présente pour linterpréter. Le choix de I’information retenue ou rejetée est tributaire de
facteurs cognitifs, tel I’'intérét et la quantit¢ d’information a manager, et de facteurs
émotionnels. Par exemple, on rejette les informations monotones ou insignifiantes pour retenir
celles pour lesquelles on éprouve du plaisir ou de la peine. De plus, la mémoire ne peut pas
emmagasiner les connaissances si elle est saturée d’informations.

L’apprentissage constructiviste est un phénomeéne actif, basé sur le fait de donner une
explication utile de la maniere dont I’apprentissage se réalise, et ce indépendamment de tout
enseignement ou toute situation d’apprentissage. De ce fait, si un apprentissage se fait, il se
fera de facon constructiviste; ce qui veut dire, qu’il doit faire appel a des méthodes
d’enseignement adéquates a la construction des savoirs.

L’apprentissage est congu comme un processus dynamique de construction des savoirs
qui suppose I'établissement de liens entre les nouvelles informations et celles déja organisées.
Concurremment, d’apres les théories constructiviste et socioconstructiviste, la connaissance
est construite par I’apprenant. Ainsi, I’enseignant doit dans sa pratique, ramener a la mémoire
de travail les connaissances antérieures de 1’étudiant pour que ce dernier juge de la viabilité
des connaissances qu’il possede.

*’apprenant doit s’engager cognitivement dans le traitement de I’information

D’apres les cognitivistes, ’engagement cognitif de [’étudiant peut susciter la
persévérance dans un travail demandé. Cet engagement cognitif est atteint une fois la méthode
et la stratégie de la gestion de I’information sont expliquées a I’apprenant.

*’apprenant doit mettre en application les nouvelles connaissances

Ce postulat s’accorde avec les résultats des théoriciens du courant socioconstructiviste,
qui affirment que la connaissance est le résultat d’une activité personnelle qui ne siege pas
seulement au cerveau, mais elle est aussi tributaire des interactions sociales ainsi que des
stratégies cognitives utilisées par I’apprenant.

*’apprenant doit prendre conscience de ses stratégies métacognitives

La métacognition est une autorégulation qu’une personne porte pour sa démarche
mentale, ceci permettra a 1’apprenant d’apporter une meilleure connaissance du
fonctionnement de sa pensée et du controle qu’elle peut exercer sur celle-ci. C’est une auto-
¢évaluation et auto ajustement permettant d’étre conscient du suivi de la réalisation de
I’apprentissage avant, au cours et apres la tache. Les ajustements apportés, peuvent servir a
optimiser un apprentissage en profondeur.

Les TICs un champ fertile pour favoriser un apprentissage en profondeur

Nul ne peut nier I’effet que nous subissons par nos ordinateurs, smart phones,
internet.... Nous vivons dans une ére ou la connexion internet et appareil intelligent sont
légion. Les apprenants ne font pas exception a ce phénomene. De ce fait, nous pourrons dire
que la technologie peut concourir a réussir un enseignement/apprentissage efficace et profond.
Les TICs permettent a 1’étudiant de chercher I’information trés facilement.
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Apprentissage et TIC

La diffusion des TICs dans notre vie est redevenue une réalité. Ces technologies sont
présentes dans tout ce que nous entretenons. L’apprentissage ne fait pas exception a ce
phénomene. Or, apprendre n’est pas un simple traitement d’information, ni une acquisition
qui permettra d’avoir des compétences. Mais il est bien une activité cognitive complexe
imposant une construction continue des acquis pour pouvoir les conceptualiser dans la vie
réelle(Linard, 2001).

Dés lors, I’apprentissage est une permutation dans les structures mentales via un
continuum de construction et de reconstruction des connaissances a travers les échanges avec
le monde physique, social et/ ou virtuel (Winer & Bergeron, 2006).

Paralle¢lement, les TICs et 1’apprentissage peuvent constituer un couple parfait dans
lequel les TICs apporteront beaucoup pour construire un apprentissage profond et significatif.
Dans ce sens, Linard, (2001) décrit les TICs comme des amplificateurs mentaux et
déclencheurs de I’activité cognitive qui renforcent les méthodes d’exécution et de contrdle des
actions en s’alimentant d’outils efficaces pour agir, explorer, créer, expérimenter....

En concordance avec 1’approche socioconstructiviste, les apprentissages doivent amener
au développement des habiletés d’ordre supérieur en favorisant la résolution de problémes et
I’analyse critique... en rupture avec 1’apprentissage visant la mémorisation. En outre, un
apprentissage significatif ne pourrait avoir lieu qu’en présence de TIC en milieu
d’enseignement/apprentissage avec des enseignants comprenant efficacement les rouages de
ces technologies.

Par ailleurs, Jean Michel Pauline (2016) a dégagé un listing de I’évolution des supports
utilisés en formation depuis le papier a bord ou le tableau avec craie, rétroprojecteur,
enseignement assist¢é par ordinateur, vidéoprojecteur, e-learning, classes inversées,
blendedlearning, seriousgame, MOOC, big data jusqu’au e-learning 4.0.

Conjointement avec [’évolution des supports de formations et enseignements, les
enseignants doivent intégrer 1’évolution des technologies de I’information et de la
communication, sinon ils risquent d’étre déclassés. C’est dans ce sens que Cristol (2017)
explique que les enseignants d’aujourd’hui doivent apporter plus que des contenus et de
participer a I’introduction d’une culture numérique.

Le méme auteur a rapproché l’intégration des enseignants dans ’utilisation des TIC
avec I’évolution de la technologie dont on ajoute un numéro de version. C’est ainsi que les
développeurs informatiques ont nommé leurs programmes dépendamment des versions. De ce
point, Cristol (2017) a transféré les numéros de version du langage Basic 1.0 qui concorde
avec I’évolution du web en donnant lieu a des versions qui vont étre rappelées pour numéroter
le niveau d’intégration des formateurs pour 1’utilisation des TICs dans leurs pratiques. Sur ce,
quatre versions d’enseignants ou formateurs ont été décrites par Cristol (2017).

Le formateur classique ou « 1.0 »

Il s’agit d’un formateur qui est inconscient de son numéro de version. Il est adapté au
web 1.0. Cette version de web est stable et correspond aux sites qui relient quelques
utilisateurs. Dans cette version le formateur est un transmetteur du savoir, il oriente ses
¢tudiants vers les sites web a consulter.
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Le formateur 2.0 un formateur collaboratif et participatif

C’est un formateur fonctionnant dans le web du méme numéro de version qui lui est
attribué. Le web 2.0 est actif et multidirectionnel, profitant de la montée des hyperliens et
protocoles http, dont la participation des membres est le point qui le caractérise le plus. Les
utilisateurs du web 2.0 ne consultent pas seulement les sites web mais ils produisent et
partagent avec les wikis et blogs. Le formateur et enseignant 2.0 partage et anime des
contenus. Il construit sa plateforme de diffusion de savoirs. Cristol (2017) I’a décrit comme
ayant le nécessaire pour produire et monter en puissance dans le web.

Le formateur 3.0 connecté et techno-branché « Web 3.0 »

Le web 3.0 est un internet facilitant la connexion avec des objets. Le formateur ou
enseignant 3.0 peut utiliser les outils numériques pour relier I’apprenant aux ressources dont il
aura besoin. En bref, c’est un enseignant qui assimile les principes de la pédagogie inversée.
Contrairement a 1’enseignant 1.0, le techno-branché est un facilitateur qui laisse ses
apprenants construire leur propre savoir en adoptant les postulats du socioconstructivisme
dans un environnement TIC.

Le formateur 4.0 créateur d’écosystémes socio-connectés « web 4.0 ou Web 5.0 »

C’est le web dans lequel nous ne communiquons pas, il correspond a 1’e-learning 4.0
décrit par Jean Michel Pauline (2016). Ce web fait la montée en profitant de la biotique et la
puissance des ordinateurs. L’enseignant 5.0 est un constructeur d’environnement
d’apprentissage qui utilise les traces laissées par ses apprenants dans le web pour batir un
apprentissage significatif et les faire évoluer. Il peut hacker une plateforme et détourner ses
usages pour servir sa propre méthode et pédagogie.

Enseignant/apprentissage/TIC

Dans un environnement TIC/enseignement/apprentissage, I’enseignant redevient un
conseiller qui incite ses apprenants a explorer les différentes ressources d’apprentissage. De
méme, dans cette nouvelle triade d’apprentissage, 1’enseignant doit favoriser 1’utilisation des
stratégies cognitives et métacognitives dans les projets qu’entretiennent ses apprenants (Winer
& Bergeron, 2006). Dans le méme ordre et en relation avec I'utilisation des TICs par les
enseignants... La facon dont chaque enseignant utilise les TICs n’est certes pas la méme.
Chacun I’utilise selon des niveaux d’intégration comme décrit auparavant.

Conclusion

Au Maroc, les études recensées de Meriouh, (2015) et Maaroufi, (2016) ont mis le point
sur les outils les plus utilisés par les enseignants, ces derniers servent a la production,
I’illustration et la diffusion. Sur I’échelle de LoTI, ces usages se situent dans les premiers
niveaux (0-3) ; entre "Pas d’usage" et "Pénétration".

L’utilisation des TICs ne pourra avoir un impact positif qu’a partir d’'un niveau
d’intégration 4, 5 et 6 par les enseignants et la combinaison des environnements interactifs
avec la posture constructiviste.
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La recension des écrits cités dans le présent chapitre, nous ont permis de mettre en place
un triangle pédagogique comme ci-joint, dans un environnement TIC visant a appréhender un
apprentissage efficace par I’apprenant associ¢é a un enseignement efficace, en vue de
construire des compétences.

TIC

Raffinement Apprentissage /enseignement
efficace
Construction de

compétences

-
T

Ty

Batir un apprentissage
significatif

Figure 2.Cadre de référence d’un enseignement/apprentissage efficace
dans une situation TIC

Bibliographie

1. Basque, J. (2006). Une réflexion sur les fonctions attribuées aux TIC en enseignement
universitaire Josianne Basque To cite this version : HAL Id : edutice-00086399 Une Réflexion
sur les Fonctions Attribuées aux TIC en Enseignement Universitaire.

2. Charlier, B. (2011). Evolution des pratiques numériques en enseignement supérieur et
recherche : quelles perspectives. Revue Internationale Des Technologies En Pédagogie
Universitaire, 8(3).

3. Dahmani, M., & Ragni, L. (2009). L’impact des technologies de 1’information et de la
communication sur les performances des ¢étudiants. Réseaux, 155(3), 81.
https://doi.org/10.3917/res.155.0081

4. De Ladurantaye, R. (2011). Les TIC servent-elles toutes les finalités éducatives de
I’enseignement collégial? Pédagogie Collégiale, 1-5. Retrieved from
papers2://publication/uuid/CAA1964F-FEC1-415B-B473-0837DF7C285F

5. dos Santos, A. L., Punie, Y., & Mufioz, J. C. (2016). Opening Up Education: A Support
Framework for Higher Education Institutions. https://doi.org/10.2791/293408

6. Folcher, V., & Rabardel, P. (2004). Hommes, artefacts, activités : perspective
instrumentale. Ergonomie, (May), 251-268. https://doi.org/10.3917/puf.falzo.2004.01.0251

7. Karsenti, T., Villeneuve, S., Raby, C., Weiss Lambrou, R., Meunier, H., & CRIFPE.
(2008). Conditions d’efficacité de I’intégration des TIC en pédagogie universitaire pour
favoriser la persévérance et la réussite aux études.

8. Lebrun, M. (2011). Impacts des TIC sur la qualité des apprentissages des étudiants et le
développement professionnel des enseignants : vers une approche systémique. Revues Sticef,
18, 1-20.

30



L’utilisation des TIC Farida Bouachraoui et Aicha Lehiany

9. Linard, M. (2001). Concevoir des environnements pour apprendre : 1’activit¢ humaine,
cadre organisateur de I’interactivité technique Concevoir des environnements pour apprendre :
I’activité humaine, cadre organisateur de I’interactivité technique 1. Sciences et Techniques
Educatives, 8(3—4), 211-238.

10. Maaroufi, F. (2016). Effets des TIC sur les pratiques pédagogiques dans un établissement
d’enseignement supérieur marocain. Http://www.Adjectif.Net/Spip, 1-8. Retrieved from
http://www.adjectif.net/spip/spip.php?article385

11. Meriouh, A. (2015). Les technologies de I’information et de la communication appliquées
al’ Enseignement, 4-9.

12. Moersch, C. (1995). Levels of Technology Implementation (LoTi): A Framework for
Measuring Classroom Technology Use. Learning and Leading With Technology,
23(November 1995), 40—42. https://doi.org/10.1002/ca.10103

13. Musial, M., Pradeére, F., & Tricot, A. (2011). Prendre en compte les apprentissages lors de
la conception d’un scénario pédagogique. Recherche et Formation, 68(3), 15-30.
https://doi.org/10.4000/rechercheformation. 1483

14. Peraya, D. (1998). Communication éducative médiatisée , formation a distance et campus
virtuels. Communication, 1-10.

15. Peraya, D., & Peltier, C. (2012). Une année d’immersion dans un dispositif de formation
aux technologies : prise de conscience du potentiel éducatif des TICE, intentions d’action et
changement de pratique. Revue Internationale Des Technologies En Pédagogie Universitaire,
9(1-2), 111. https://doi.org/10.7202/1012906ar

16. UNESCO, (2004). Technologie de I’Information et de la Communication en Education :
Un Programme d’Enseignement et un Cadre pour la Formation Continue des Enseignants.
France : UNESCO, 2004

17. UNESCO, (2016). Education 2030: Déclaration d'Incheon et cadre d'action pour la mise
en ceuvre de 1'objectif durable 4.

18. UNESCO, (2015). Déclaration de Qinqdao, Conférence internationale sur les TIC et
I’éducation post-2015.

19. Winer, L., & Bergeron, G. (2006). Une approche pédagogique pour 1’école informatisée,
(514).

Webographie

http://cursus.edu/articles/36870#. WpLFYbygL.IU
https://www.youtube.com/watch?v=UMT 1tb-CQKE&t=139s

31



Réflexions Didactiques Salek Ouailal & Naceur Achtaich

Réflexions didactiques focalisées sur la pratique évaluative
a 'université

Salek Oouailal

Centre Régional des Métiers de 1'Education et de la Formation, Souss Massa, Agadir
tarikati.math@gmail.com

Naceur Achtaich
Faculté Hassan II, Casablanca, Maroc
nachtaich@hotmail.com

Synopsis

Dans plusieurs systémes éducatifs, la culture de 1'évaluation de
I’enseignement des grands groupes, a ¢té influencée par le
numérique. A partir de notre conviction de praticiens, nous
pensons que cette disponibilité de ressource ne peut suffire pour
influencer la pratique professionnelle de l'enseignant des
mathématiques qui devient, pour un moment, un évaluateur. Ce
changement de posture n'est pas neutre car quel que soit le
dispositif technologique d'évaluation mis en place il y a un moment
ou I'humain intervient. Cette dialectique " Enseignant-évaluateur "
impose le fait que 1’évaluation doit étre formulée en méme temps
que D’apprentissage. Nous questionnons ainsi l'apport de la
didactique des mathématiques, aux enjeux afférents, a cette
dialectique aux facteurs complexes.

Mots-clés : Evaluation, université, subjectivité, Didactique des
mathématiques.

Overview

In many educational systems, the culture of evaluation in teaching
large groups has been influenced by numbers. As practitioners, we
believe that this resource cannot be sufficient to influence the
professional practice of mathematics teaching, which has
momentarily become an evaluator. This change of posture is not
neutral because whatever the technological evaluation device put in
place, there comes a time when the human intervenes. This
"evaluator-teacher" dialectic imposes the fact that evaluation must
be formulated at the same time as learning. We therefore question
the contribution of the didactics of mathematics to the issues
related to the above dialectic with its complex factors.

Keywords: Evaluation, university, subjectivity, didactics of
mathematics.
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Introduction

L'acces et le partage des savoirs a enseigner, en particulier pour les grands groupes, a
permis 1'émergence d'une multitude de dispositifs dans le domaine de [I'éducation
technologique: MOOC (Massive Open On line Courses), classes inversées (flipped
Classrooms), dispositifs hybrides... Cependant, quel que soit la planification pédagogique
technique en matiere de 1'évaluation, a un certain moment seul l'enseignant doit prendre la
décision. Une décision souvent récurrente, celle de mettre des critéres de mesure (choix
d'outils d'évaluation, de consignes, de situations, de baréme...). Ces deux postures
"indissociables" du relais" Enseignant-évaluateur" imposent le fait que 1’évaluation doit étre
formulée en méme temps que I’enseignement. Nous questionnons ainsi l'apport de la
didactique des mathématiques aux allers retours relatifs dudit relais.

Dans un premier temps et a partir d’autres recherches, en particulier El Arif, Ouailal, El
Wabhbi, (2017) et Ouailal, (2018), nous allons ébaucher un état des lieux de la pratique
évaluative de l'enseignant a l'université. Par exemple, la question de la transition vers les
mathématiques formelles, aussi les aspects de 1'activité mathématique que ce soit empirique
ou heuristique, critéres qui devraient étre pris en considération par 1'Enseignant-évaluateur.

Dans un deuxiéme temps, nous présentons quelques observations issues de notre
expérience professionnelle autour de ce qu'on a appelé "convictions superflues de
l'enseignant". A partir de ces considérations initiales, nous allons construire un cadre
théorique qui peut nous permettre d’analyser la pratique enseignante d’un point de vue
didactique. Enfin, dans un troisiéme temps, et sur un plan macro-didactique, nous allons
interroger le choix de certains établissements de 'enseignement supérieur de l'utilisation de
l'instrument de mesure, notamment le QCM, comme mode d'évaluation. Nous précisons qu'il
ne s'agit pas, en matiere d'évaluation mathématiques, de rejeter ces questions fermées ; mais
de regarder qu'elles participent aux aléas d'ordre cognitif qui ne sont pas présentes, en général,
dans les considérations de l'enseignant-évaluateur. Ces aléas surviennent fondamentalement
aux rapports satisfaisants a la rationalité mathématique et a I’esprit de synthése.

Par ailleurs, pour pouvoir souligner, quelques phénomenes liés a la question récurrente :
Comment mesurer les apprentissages des étudiants, avec le moins de subjectivité possible ?
Nous présentons quelques aspects de la subjectivité. Cette analyse s’organise selon trois
points de vue : tout d'abord sa trace dans les mathématiques en tant que science exacte, puis sa
trace dans les objets/outils mathématiques et, enfin, ses retombées sur la pratique enseignante.
Nous soutenons, a ce propos, I'approche par didactique clinique (Terrisse & al, 2008) comme
cadre théorique mettant en évidence l'impact fondamental de I’histoire personnelle du sujet
enseignant. En effet, de la prise en compte de la subjectivité du sujet enseignant, résulte une
¢valuation empreinte du vécu de I'évaluateur. Par conséquent, ceci pourrait étre en dissonance
avec les compétences mathématiques ciblées que I'étudiant est censé acquérir. Notre vocation
est d'avoir un enseignant — évaluateur assimilé¢ a un praticien réflexif, un évaluateur teneur
d'un projet de planification de ses actes d'évaluation. Une discussion sur l'efficience et 1'équité
de ses ressources mathématiques est, a priori, nécessaire pour éviter tout enseignement
inattendu !
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Enseignement, apprentissage et évaluation : trois tiches indissociables Ebauche
d'un état des lieux de la pratique évaluative a 'université

A travers sa posture de mathématicien-chercheur, I'enseignant universitaire débutantl
congoit la discipline comme un socle rigide. Sans formation a l'enseignement, avec une
appréhension subjective des taches a accomplir, il favorise 1'enseignement sur l'apprentissage.
De ce fait, il se trouve seul a transmettre des connaissances sans outils didactiques
spécifiques. Afin d'ébaucher un état des lieux autour de la maniére contingente de 1'exercice
de ces trois tiches enseignement-apprentissage et ¢valuation. Nous avons questionné des
enseignants débutants pour avoir une meilleure identification de la situation d'une part, et
d'autre part pour nourrir une premicre source de réflexions éclairant notre propre
problématique, et ce, relativement aux deux prémisses suivantes :

v' L'évaluation doit étre formulée en méme temps que 1’apprentissage;
v' La nécessité de faire une analyse réflexive de ses propres pratiques d’évaluation.

Ainsi, nous avons propos¢ un questionnaire comportant 26 questions, congu par le
logiciel de traitement statistique Sphinx Lexica. Ainsi sur 73 au total, nous avons eu le retour
de 56 questionnaires (couvrant § établissements de l'enseignement supérieur). Nous nous
limitons, dans ce travail, a présenter seulement les résultats de la dimension concernant
l'opération enseignement-apprentissage, voir le tableau 1, ci-dessous.

Tableau : Critéres pris en compte pour la dimension Enseignement-
Apprentissage

Dimension 1: Enseignement/Apprentissage

Respect des programmes dans leur contenu;
Déroulement logique de la lecon ;

Adaptation aux réactions imprévues des étudiants;
Chronologie et méthodologie;

Gestion du temps des enseignements ;

Maitrise de la matiére dispensée ;

Traitement de I'erreur ;

Innovation de contenus ;

Ecarter les contenus qui risquent de susciter des
questions.

Cette dimension débouche sur les ¢éléments de réponse a la question suivante: Le
professeur a l'université, sait-il s'il y a une distance entre ce qu'il prévoie de transmettre et ce
qui est réellement transmis aux étudiants ? Pour une premiére analyse descriptive, nous
retiendrons uniquement les compétences qui ont une apparence réduite chez les enseignants
(voir figure 1).

"Nous entendons par enseignant débutant, un enseignant qui dispose de trois années d'enseignement en comptant
cette année universitaire.
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Traitement de I'erreur
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I'enseignement 48
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Figure 1.Pourcentage de réponses aux critéres favorisant les apprentissages
des étudiants

Par ailleurs, en croisant les deux variables (Premicre s€ances2 x posture3), le tableau ci-
dessous montre qu'il existe une relation trés forte entre ces deux variables. On note que les
enseignants qui n'ont pas bénéficié de vacation avant leur recrutement ont une tres faible
conception de l'opération de l'enseignement que celle envisagée lorsqu'ils étaient encore
étudiants.

Tableau 3 : Tableau croisé (Premiéres séances x Posture)
Posture | Enseignant = Chercheur | TOTAL

Premiéres séances

Contacter un de vos collégues expérimentés 12,8% ' 11,1% 12,5%
Imaginer des séquences quand vous étiez étudiant 0,0% 77.8% 12,5%
Avoir eu une expérience quand vous étiezd octorant 87.2% 1 l,l%A 75,0%
TOTAL 100% 100% 100%

La dépendance est tres significative. chi2 = 42,41, ddl =2, 1-p.%99,99< =

Nous allons intituler Premiére séances la variable associée a la question 2 : Pour faire vos premiéres séances a
l'université, vous avez :

1. imaginé des séquences quand vous étiez étudiant

2. eu une expérience quand vous étiez doctorant

3. Autres (a preciser SVP)

3Nous allons intituler Posture la variable associée a la question 3 :Vous considérez- vous comme enseignant ou
bien chercheur ?
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D'autre part, en croisant les deux variables (Premiéres séances / Synthése4), voir tableau
4 ci-dessous, il apparait clair que la totalité des enseignants non débutants interrogés (100%)
n'accordent aucune importance al'introduction de la didactique. Ce résultat n'est pas
surprenant si on se réfere a notre cadre théorique de la didactique clinique ou le sujet
enseignant est "supposé¢ savoir" (on verra un peu plus loin cet outil d'analyse
psychanalytique). Nous interprétons ceci par le fait que ce changement profond des anciennes
convictions en tant que doctorant chargé d'enseignement, est di a l'assurance de sa nouvelle
posture administrative d'un enseignant recruté et aussi de la liberté académique. En
conséquence, il appréhende vigoureusement l'opération de l'enseignement/apprentissage en
une routine professionnelle.

Tableau 4 : Tableau croisé (Premiéres séances / Synthése)

: N'est . .
Premiéres séances / Synthese ’es pa.s Souhaitable Nécessaire
nécessaire
eu une expérience quand vous étiez 4.8% 4529 50.0% 100%
doctorant ?
. imagin des séquences quand vous g5 4, 0.0% 143%  |100%

Pour faire vos ¢tiez étudiant ?

premicres séances a

I'université, avez- vous |Autres (a préciser SVP). 42.9% 0.0% 57.1% 100%
TOTAL 19.6% 33.9% 46.4% 100%

La dépendance est trés significative. chi2 = 30, ddl =4, 1-p =>99%.

Par ailleurs, la définition du concept de I'évaluation que nous adoptons relativement a la
problématique au sein de laquelle nous nous situons, est celle de Charles Hadji, (1997) :
v’ Vérifier la présence de ce qui est attendu ;
v" Se situer par rapport a un objectif;
v" Juger la valeur d’une prestation.
C'est ainsi autour de ces trois verbes ci-dessus sur lesquels s’inscrivent nos réflexions et
que nous explicitons dans les paragraphes qui suivent.

Evaluation et convictions superflues de 1'enseignant

La these que nous allons adopter, ensuite nous allons essayer de I'argumenter du point
de vue didactique, prone le fait que quel que soit notre influence en matiere d'enseignement,
quel que soit l'outil d'évaluation utilisé (numérique, hybride ou traditionnel), il arrive un
moment ou I'humain intervient et décide. Nous pensons qu'il ne suffit pas de changer I'outil de

4On appelle synthése la variable associée a la question26 :Si on peut appeler didactique /’étude des enjeux sous-
Jacents a toutes ces questions, croyez-vous qu’avant d’exercer le métier d’enseignant, qu’une formation en
didactique de la discipline est: 1. Nécessaire  2.N'est pas nécessaire  3.Souhaitable
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I'évaluation pour que tout le processus d'apprentissage change. Ce n'est pas l'instrument qui va
faire le changement, car le sujet enseignant a énormément de problémes a sortir de ses
convictions superflues en mati¢re d'évaluation. En ce qui concerne la conviction superflue (a
notre sens), on donne l'exemple d'un enseignant qui déclare " moi je ne donne pas des
questions de cours a I'examen !" Ainsi, nous pensons qu'avec un nouvel instrument, il risque
fort de faire la méme chose et par la suite de revenir a ses vielles méthodes traditionnelles
pour évaluer. Et c'est & ce niveau que nous recourons a la psychologie cognitive et la
psychanalyse pour travailler sur I'humain, et sur les convictions superflues de
'enseignant.

Dans le méme propos, nous avons pu observer dans quelques verbatim de notre
questionnaire, certaines convictions superflues du type :"Ma fonction a moi est d'enseigner et
de faire de la recherche et non pas de corriger, je suis tellement pris par le temps et les
effectifs". Or, on ne pouvait pas séparer l'opération de l'enseignement de celle de
l'apprentissage car elle fait partie, que 1'on veuille ou non, de la nature humaine. On ne peut
pas échapper a cela, comme le dit Bloch :

« Les mathématiques ont donc une dimension heuristique — une dimension de
recherche, d'établissement de conjectures, d'expérience — que l'on retrouve aussi bien dans
leur enseignement que dans la recherche.» (Bloch, 2015)

L'idée que nous défendons donc, et ce, pour donner une idée un peu plus claire de la
question ¢évoquée dans le paragraphe précédent, est que les deux processus,
enseignement/apprentissage ou plus particulicrement, enseignement-évaluation sont deux
processus intimement liés.

Evaluation par QCM : Quelques considérations

Récemment, certaines facultés des sciences ont adopté une culture d'évaluation, en
particulier aux grands groupes de la premiére année de 1'Université, pour attribuer des notes et
non pas pour mesurer les prestations des étudiants. Nous interrogeons, dans ce cadre,
l'introduction des questions a choix multiple (QCM) comme un mode d'évaluation pronant la
culture des concours et faisant I’abstraction de la construction d'un rapport satisfaisant de la
rationalit¢ mathématique. Ce qui contredit I'une des finalités de I'enseignement supérieur, a
savoir, celle d'assurer la maitrise des connaissances solides dans les mathématiques.

En fait, on trouvait d'une part, un sujet d'examen rédactionnel, soumis a un baréme, avec
des questions de cours, un texte, une série de consignes dans un ordre donné et puis, enfin, un
résultat mathématique reflétant la cohérence de 1'activité mathématique. D'autre part en face,
il y a une série d'items ou se cache la réponse correcte, ou on pourrait souligner I'absence de la
prise d'initiative et 1'absence de l'esprit de synthése. Nous entendons par synthése le
raisonnement au niveau des savoirs cognitifs relatifs aux apprentissages mathématiques
acquis, favorisant l'invention et la production de nouveaux savoirs sans support. Ce qui est
reprochable aux situations du QCM qui contractent le champ cognitif en donnant une vision
simpliste de l'activit¢ mathématique. Il s'agit, a notre avis, non pas d'une activité
mathématique mais d'une activité "para-mathématique" ! Le lecteur pourrait se convaincre
notamment en lisant entre les deux lignes de la phrase :

"Toute réponse doit étre justifiée, le détail des calculs doit figurer sur la copie. 1l
sera tenu compte de la qualité de la rédaction et la présentation dans le baréme."
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Et la phrase :
"Vous devez cocher a l'intérieur des cases, sans les dépasser !"

Dans le méme propos, nous interrogeons l'absence des productions écrites des étudiants
qui nourrissent la pédagogie de l'erreur mathématique. Il en émerge ainsi, trois questions
fondamentales a notre avis : Comment l'enseignant pourrait réguler ses cours ? S'agit-il d'un
enseignement plutét que d’un apprentissage ? Ce type de situations évaluatives, va-t-il faire
face au formalisme mathématique, qui pose de sérieux problemes aux étudiants de la premicre
année de l'université, pour suivre leurs futures études scientifiques ? Ces enjeux ont eu une
grande répercussion, comme le montrent bien les recherches qui s'inscrivent dans le cadre de
la transition des mathématiques scolaires aux mathématiques universitaires, a titre d'exemple,
Thomas et al. (2015), Gueudet (2008), Artigue (2004), Bloch et Ghedamsi (2004). Or, du fait
que les réponses et les processus cognitifs de I'é¢tudiant, lors d'une évaluation, sont en fonction
des situations auxquelles il est confronté. Nous soulignons, particuliérement, la nécessité de
bien définir la finalit¢ de [’évaluation en matiére d'acquisition des connaissances
mathématiques chez les étudiants. Selon ce qui a été discuté dans la littérature a propos de la
conception des QCM, il est recommandé de disposer au préalable d'une base d'erreurs
fréquentes des étudiants. En outre, de solliciter la collaboration des collégues de la discipline
pour mettre a l'essai des versions de QCM. Or, ceci est en général perturbé par les aléas
d'initiatives personnelles du sujet enseignant et son travail a bureau fermé !

En conclusion, nous précisons qu'il ne s'agit pas, en maticre d'évaluation des
mathématiques, de rejeter les questions fermées ou de favoriser les questions ouvertes. Mais
de regarder quand les mathématiciens tissent les lignes des démonstrations. Et 1a, nous
rejoignons la théorie de la didactique des mathématiques qui observe ces allers-retours dans
les situations d'évaluation et les processus de conceptualisation.

Mesure des apprentissages et subjectivité

Pour donner une réponse possible aux enjeux relatifs a cette question récurrente du
théme de I'évaluation : Comment mesurer, avec le moins de subjectivité possible, les
apprentissages des étudiants ? Nous allons interpeller la trace de la subjectivité dans les
mathématiques en tant que discipline, pour le mathématicien comme sujet actant et, enfin,
pour les objets mathématiques comme outils de travail de 'activité mathématique. Notre thése
est que l'acte qualifié de subjectif, a propos des décisions pédagogiques de 1'enseignant, est en
-grande- partie une conséquence du statut €pistémologique des trois poles: les mathématiques
en tant qu'activité scientifique, le mathématicien en tant qu'actant disposant de sa propre
histoire et, enfin, des objets/outils nécessaires pour l'activité mathématique. A titre de
synthése, pour schématiser succinctement nos réflexions autour de l'acte subjectif influant la
mesure d’apprentissage des étudiants, nous proposons le schéma suivant :
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< Mathématicien (sujet) >
Objets/Outils

Subjectivité
Figure 2 : La subjectivité et ses allocations a l'activité mathématique

Ainsi, dans les trois paragraphes qui suivent, nous abordons chaque pdle et ses
interactions sous- jacentes, inscrites dans le contexte de la subjectivité.

Mathématiques et dialectique subjective/objective

La mathématique est un acte de caractéristique fort intérieur, un acte qui, généralement,
peut utiliser dans son activité des objets fictifs. Le mathématicien essaye de dégager des
concepts abstraits de ces objets a partir d'une réalité relative vécue ou observée par le sujet
actant. Par exemple, on pourrait imaginer le nombre « un sur trois » qui a, dans son écriture
numérique, une infinité de chiffres « trois » aprés la virgule, ce qui rend impossible de le
représenter matériellement, on garde ainsi une image intellectuelle de sa présentation sur le
papier, une sorte d'image non absolue de la réalité congue par le mathématicien au sens tres
subjectif. Mais ce dernier se force a le représenter en toute objectivité. Il s'agit donc d'un
déplacement imaginaire (subjectif) décrochant de la réalité et qui permet de revenir sur le
concret (objectif) pour couvrir la nécessité réelle imposée par la cohérence mathématique. A
titre d'exemple, dans le registre géométrique, on peut parler de plus d'une fiction, mais d'une
idéalité. En effet, une droite est un idéel car on peut poser des questions sur son épaisseur, sa
rectitude, son infinitude. Les formes géométriques a trois dimensions et leurs tracés (on trace
pourtant ces objets géométriques sur un papier a deux dimensions !).

En conclusion, la touche humaine des mathématiques est sans doute présente méme si
elle est cachée, car les publications de ces textes précis et rigoureux ne montrent que la face
des résultats mathématiques. Les savoirs présentés sont dépersonnalisés et souvent cette
désubjectivation des mathématiques est certainement l'une des causes de la production de
cette discipline d'apparence universelle et objective.

Subjectivation des objets mathématiques

Pour exprimer les idées mathématiques, on a besoin en toute évidence (comme toute
production intellectuelle humaine) d'un langage et de symboles (moyens de représentation).
Or, ce langage n'est pas forcément un langage savant et les signes mathématiques, d'apres le
cheminement historique, ne dispensent pas d'objectivité et donc on peut se demander, a ce
propos, pourquoi on note le nombre d'Euler par la lettre e et pourquoi la nomination des
nombres complexes par ce nom, comme le dit Ouailal :

39



Réflexions Didactiques Salek Ouailal & Naceur Achtaich

Dire que les nombres complexes sont complexes veut-il dire que les autres nombres
qu’a rencontré I’étudiant dans son parcours de scolarité sont non complexes ou bien simples
et dans quel sens peut-on voir ou concevoir cette simplicité ?

Dire aussi que ces nombres sont imaginaires : sont-ils vraiment plus imaginaires que les
nombres réels car comment peut-on croire a la matérialité¢ de 1’infinité des nombres apres la
virgule de 1'écriture décimale du nombre réel « racine carrée de 2 » par exemple ?

[...] la majorité des étudiants dégage un concept abstrait de ces nombres, cet aspect semble lié
plutot a la nature des adjectifs, au lieu que les étudiants les percoivent comme de simples
qualificatifs donnés a des objets mathématiques. (Ouailal, 2015).

Ainsi, les chercheurs en mathématiques ont parfois utilisé aussi le langage courant, et
ces pratiques langagiéres ont donné lieu aux glissements : le lecteur mathématicien peut
prendre certains objets mathématiques par leur signification familiere ou naturelle (Hache,
2015).

Pratique enseignante et subjectivité : approche par didactique clinique

Le cadre théorique que nous estimons indispensable a partager avec les enseignants,
nouvellement recrutés a l'université, repose sur la prise en considération de I’histoire du sujet
enseignant et ses effets sur la pratique enseignante. En particulier, en termes d'évaluation. En
effet, a la lumiere de sa propre expérience dans son parcours avec 1’activité mathématique,
I’enseignant décide de ses actions pédagogiques, ce qui influence 1’opération de transmission
de savoirs mathématiques d'une part, et les critéres, souvent subjectifs, de 1'évaluation de ces
connaissances mathématiques résultants.

La didactique clinique (Terrisse, Carnus, 2009) définit trois outils pour étudier le sujet
enseignant, ces outils sont fondés théoriquement sur la didactique d’une part et la
psychanalytique d’autre part. Il s’agit de :

« L’impossible a supporter » : On donne ici ’exemple d’un professeur qui évite de
proposer un sujet d'examen autour des paragraphes qu'il a enseignés au cours des deux
derniéres semaines avant la date prescrite de 1'examen d'« Analyse ». Un dialogue avec
cet enseignant nous a montré que ce dernier avait passé une session de rattrapage
lorsqu'il était étudiant a cause d'une situation pareille. Cette expérience lui a laissé des
valeurs négatives et, par la suite, il ne supporte pas de voir vivre ses ¢tudiants dans de
telles circonstances.

« Le sujet supposé savoir » : Dans son parcours académique, 1'enseignant (doctorant)

s'est spécialisé dans un domaine précis de recherche (Analyse, algébre...) par la suite,

dans le cadre professionnel, il se trouve dispenser un cours dont il n'est pas le maitre.

Cependant, il se force a défendre I’image de I’enseignant face aux étudiants sans

vraiment s’occuper des savoirs réellement transmis.

« La conversion didactique » : L’enseignant recoit une liste de chapitres a enseigner,

mais il reste, en fin, le seul a décider de la mise en ceuvre. Ainsi, ce savoir transmis, il

ne le dispense pas de son propre rapport a ce savoir, par la suite, on voit que I'enseignant

favorise quelques stratégies du travail de 'activité mathématique sur d’autres.

Il est important de signaler, a propos de l'activité professorale, qu'avoir le courage de se
connaitre, de partager avec ses collégues ses propres controverses antérieures avec les
mathématiques est, a notre avis, un maillon incontournable pour mieux connaitre le métier de
I’enseignant et ses enjeux professionnels. L'idée clé peut étre formulée par la phrase suivante :
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« Mieux se connaitre pour mieux évaluer ! ». Car notre maniére d'appréhender les différents
processus de 1'évaluation dépend de notre conception des trois verbes : vérifier, situer et juger.
C'est, alors, avec cette réflexion que nous introduisons notre thése, en premier plan, une thése
tributaire a la connaissance de soi méme.

Conclusion

L'une des finalités assignées a I’enseignement universitaire est de développer chez les
¢tudiants des compétences de haut niveau en mathématiques. Notre pari est d'inviter
I'évaluateur (enseignant) a réfléchir a ce que la didactique pourrait contribuer a I'amélioration
de ses choix et décisions quant au processus d'évaluation des connaissances mathématiques.
Par conséquent, afin de mieux comprendre le métier d’évaluateur pédagogique, I’enseignant
doit avoir le courage de se connaitre et de partager avec ses collégues ses propres controverses
antérieures avec les mathématiques.

Nous soulignons vigoureusement l'aspect du métier de 1'enseignant, dans sa dimension
de métier a soi, pour que I’enseignant s'engage dans une pratique professionnelle réflexive qui
lui permettrait d’interroger ses habitudes de planification, de gestion et d’évaluation des
connaissances mathématiques.
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Overview

With the advent of smart phones and tablets and the enormous opportunities they
offer to access wireless network and HTMLS, new web-based Students
Response Systems (like Socrative, Quizlet, Quizizz, and Kahoot) have appeared.
Despite their differences in features and design, these new Students Response
Systems meet across one point: they all digitize and gamify quizzes and provide
them in a technologically-enhanced game-tike environment. The growing interest
among instructors in employing these Digital Game-based Quizzes (DGBQs) as
formative assessment to motivate their students and improve learning in their
classroom calls for investigating their implementation and effectiveness. Based
on asound literature on digitalgame-based learning and formative assessment,
this chapter raises concerns about the implementation of DGBQs as formative
assessment and highlights the importance of placing them within a reflective
framework.

Keywords: Students Response Systems, Digital Game-based Quizzes, formative
assessment
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Introduction

The growth of technological investment in education has inspired educational applications
designers and researchers to look for more innovative ways to use technology to actively engage
students and improve learning in higher education. One of the outcomes of this tendency has
been the development of Students Response Systems (SRSs) such as Clickers, Keypads,
Handsets or Zappers. SRSs are handheld technologies that students can use to quickly and
anonymously respond to their professors’ quizzes during or after a lecture. SRSs can send
infrared or radio-frequency signals to the instructor’s computer allowing students to respond to a
multiple-choice quiz.

The quiz is prepared by the instructor using PowerPoint or similar tool. The instructor then
launches the quiz during or after a lecture via an overhead or computer projector. After students
provide their responses, they immediately get feedback and their responses are instantly
displayed to class. In literature, different terms such as “Class Response Systems”, “Audience
Response Systems”, “Personal Response Systems” or “Electronic Response Systems” have been
used to refer to SRSs (Wang, 2015). Findings of various studies have demonstrated that SRSs can
be used to increase students’ motivation and interaction in the classroom, assess students’
understanding and to provide feedback (Brady, Seli, & Rosenthal, 2013; Castillo-Manzano,
Castro-Nund, Lopez-Valpuesta, Sanz-Didz, & Yiiguez, 2016; Mayer et al., 2009; Morales, 2011;
Ruediger, 2014). Nevertheless, a major criticism against SRSs was that they required costly
investment in hardware, infrastructure, administration and maintenance (Wang, 2015; Wang,
Zhu, & Saetre, 2016). Therefore, many universities cannot afford investing in these systems and
thereby miss their educational advantages.

In the last decade, the rapid growth of wireless and mobile technologies encouraged the
trend of Bring Your Own Device (BYOD) that reducedthe costly investment in SRSs hardware
and paved the way for enhanced digitization of quizzes. Particularly, the advent of smart phones
and tablets has blessed users with enormous opportunities to easily access wireless networks and
HTMLS wherever they are. Therefore, taking advantage of these new facilities stimulated
educators and researchers and opened wide doors for a new conception of the whole quiz-
delivery and response experience in the classroom. Unsurprisingly, the outcome was the shift to a
new generation of web-based SRSs that provide more interactive platforms with tempting
graphical user-interfaces and audio effects to deliver quizzes, to respond and to get feedback.

The growing interest in games and the echoes coming from game-based learning literature
on the positive impact of games on students’ motivation and learning have tempted SRSs’
designers to inject game elements in their systems so that instructors can gamify the quiz-delivery
and the whole response experience in the classroom (Wang, 2015; Wang, Zhu, et al., 2016). The
term “gamification” has been used to refer to the process of integrating game thinking and game
mechanics in non-gaming context (Kapp, 2012; Zichermann, 2011). Gamification is believed to
advance goals outside the context of a game (Brigham, 2015). In educational contexts, game
mechanics (such as fantasy, challenge, leader boards, points) are imported into learning activities
to increase engagement, motivation and learning and to solve problems (Brigham, 2015; Kapp,
2012; Morschheuser, Rivera-Pelayo, Mazarakis, & Zacharias, 2014; Zichermann, 2011).
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Studies on using Game-based SRSs have suggested that these systems can be an effective
tool to deliver formative assessment in the classroom. Particularly, digitizing and gamifying
quizzes through Game-based SRSs engage students and provide opportunities for instant
feedback about students’ learning (Chaiyo & Nokham, 2017; Coca & Slisko, 2013; Elliott, 2015;
Fotaris, Mastoras, Leinfellner, & Rosunally, 2016; Hussein & Picciano, 2015; Katyshev &
Assessment, n.d.; Wang, 2015). Nevertheless, literature on gamification and that on formative
assessment trigger concerns about digitizing and gamifying classroom activities. The purpose of
this chapter is to point at these concerns and highlight the importance of after-quiz reflection to
facilitate students’ learning from Digital Game-Based Quizzes (DGBQs).

Using Digital Game-based Quizzes in the Classroom

As mentioned earlier, the advent of Game-based SRSs has paved the way for gamifying
classroom quizzes. According to Wang et al. (2013), the gamification of quizzes is done through
a temporal transformation of the classroom into a game show as shown on TV. The
instructor during the quiz experience acts as a game show presenter, and the students act as
competitors. The transformation is facilitated by a Game-based SRS. The system provides a
web-based platform for creating quizzes. The quiz is launched in the classroom by the instructor
in a web-browser on a laptop connected to a large screen displayed to students. The students then
log into the system with a game-pin and a nickname using their own devices (any device that
supports access to a web-browser).

Literature on digital game-based learning has praised DGBQs for their potentials to
increase learning and motivation in the classroom. One potential effect of adding game-based
elements to classroom quizzes on learning in the classroom is increasing students’ engagement.
Specifically, the fantasy of transforming the classroom into a game show, the challenge of
answering questions and competing against other players along with the curiosity cultivated
through the systems graphics and audios and the problem solving process all make the quizzes
fun and intrinsically motivating (Wang, 2015; Wang, Lieberoth, Wang, & Lieberoth, 2016;
Wang, Zhu, et al., 2016).

Additionally, gamifying quizzes allows the participants to form teams to respond to the
questions and to discuss their answer. Therefore, gamification has been praised for encouraging
collaboration and interaction among students (Brigham, 2015; Wang, 2015; Wang, Zhu, et al.,
2016). Further, DGBQs has the potential to provide immediate feedback about students’ learning
(Chaiyo & Nokham, 2017; Elliott, 2015; Fotaris, Mastoras, Leinfellner, & Rosunally, 2016;
Hussein & Picciano, 2015; Katyshev & Assessment, n.d.; Villanueva & Slisko, 2013; Wang,
2015). According to Brigham (2015), immediate feedback coupled with collaborative learning
can satisfy the requirements of learners, particularly, millennials. Furthermore, gamification
permits the freedom to fail and to try different strategies to achieve goals (Brigham, 2015). The
sequence of trail and errors provides the participants with a sense of accomplishment and
progress.
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Prototypes of Game-based SRSs That Digitize and Gamify Quizzes
Kahoot

Kahoot is a game-based SRS that can be used to create and deliver formative assessment in
the form of quizzes, surveys, and discussions. Additionally, Kahoot allows the possibility to add
pictures and YouTube videos to questions publish and share quizzes, duplicate and edit quizzes
made by others. When playing Kahoot in the classroom, the instructor launches Kahoot via a
laptop on a large screen (TV, projector or interactive board). Students enter the game through a
web-browser on their own devices using a game pin and a nickname. While playing the quiz, the
multiple choice or true/false question appears on the large screen along with a timer that counts
down to zero. The students must answer before the timer reaches zero using their devices to
select the same color and symbol as the answer they believe is the correct one. If their answer is
correct, students get points which appear on the large screen and their own devices. The faster the
answer is, the higher the points are. Like in a game show on TV, the graphical user interface,
music and sounds of the system create a playful and competitive atmosphere(Wang, Zhu, et al.,
2016).

After answering every question, a scoreboard of the five best players is shown on the
screen. Other details like feedback on the correctness of the answers, the number of points and
the ranking are displayed on students’ devices. At the end of the quiz, the system provides a
downloadable Excel chart that summarizes all the participants’ results and activity. Kahoot has
been praised for increasing students’ motivation and concentration (Chaiyo & Nokham, 2017;
Wang, 2015; Wang, Zhu, et al., 2016).

Socrative

Socrative is a gamified web-based SRS that can provide real-time formative assessment.
Using Socrative in the classroom requires having access to Internet connection on a device like
laptop, tablet or smartphone. The instructor can create quizzes in the form of multiple choice true
or false, or opened questions and control the flow of questions. Students simply log in with their
device and respond to the questions. The system provides the Game Space Race through which
groups of students can answer questions to move their rockets quickly. Villanueva and Slisko
(2013)carried out a feasibility study of using Socrative and smartphones with prospective
teachers and reported some positive advantages of using these tools. Socrative turned out to be
very interesting and easy for students to use and helped in facilitating the argumentation and the
exchange of opinions among students. The researchers concluded that Socrative and students’
smartphones can help professors in assessing the students’ learning and increasing motivation
and active learning in the classroom if they are used efficiently.

Quizlet

Quizlet is not just a SRS. It is a web-based learning platform where students can use
Flashcards, spellers, tests and more to study and review diverse topics. The platform offers a
Quizlet Live mode that can be used by instructors to transform flashcards into a live, multi-
player, classroom game. When the instructor selects this mode, the students are required to go to
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Quizlet Live using the join-code displayed on the teacher’s screen. Quizlet Live randomly forms
teams of three to four students. The game cannot start unless at least six students join. Student
names automatically appear on the large screen. After the game starts, a definition will show up
on all team members’ devices screens, but only one of them has the matching term. Students
must collaborate in teams to match each term with the correct definition. A leader-board is
displayed on the large screen providing instant feedback about the team’s progress.

Quizizz

Quizizz requires almost the same procedures as Kahoot. The instructor creates and launches
a quiz and students log in using a game-pin and their names. Both Kahoot and Quizizz offer the
possibility to insert multiple-choice questions to which students respond by pressing the button,
on their devices that corresponds to the answer they select. One difference between Kahoot and
Quizizz is the way questions are displayed to students. Kahoot necessitates a large screen on
which the questions are displayed in front of students, whereas Quizizz displays the questions
individually on students’ devices. Another difference lies in the order and the pace of the
questions. In Kahoot, students respond to questions in the same order as they appear on the large
screen and cannot move to answer another question before the whole class answers the question.
In contrast, questions in Quizizz show up randomly for each student. When using Quizizz,
students do not have to wait for the whole class to answer a question before they continue to the
next one. Quizizz also displays the total number of questions that have been answered correctly
and incorrectly and real-time progress bars for each player(Chaiyo & Nokham, 2017). Like
Kahoot, Quizizz is often used by instructors to increase engagement and make learning fun in
their classroom. To evaluate the effect of these SRSs on students’ concentration, engagement,
enjoyment, perceived learning, motivation, and satisfaction, Chaiyo and Nokham (2017)
conducted a study in which Kahoot, Quizizz, and Google Forms were used throughout the lecture
to facilitate questions and answers in the classroom. According to the findings of the study,
Kahoot and Quizizz demonstrated more advantages than Google forms. The study also suggested
that students perceived Kahoot and Quizizz as tools that support learning and increase
concentration, engagement, enjoyment and motivation.

Concerns about using DGBQs as Formative Assessment

Literature has suggested that digitizing and gamifying quizzes through Game-based SRSs
engage students and provide opportunities for feedback about students’ learning (Chaiyo &
Nokham, 2017; Coca & Slisko, 2013; Elliott, 2015; Fotaris et al., 2016; Hussein & Picciano,
2015; Katyshev & Assessment, n.d.; Wang, 2015; Wang et al., 2016). Nevertheless, the terms
engagement and feedback have always raised concerns in literature. Based on literature on
gamification and that on formative assessment, this section raises questions about whether
DGBQs canengage students cognitively and on whether they can provide formative feedback.

Are students cognitively engaged?

How to engage students has always occupied educators. Undeniably, engagement has been
a challenge in education (Silpasuwanchai, Ma, Shigemasu, & Ren, 2016). However, this
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prolonged challenge has started to fade away thanks to gamification. Literature on gamification
has affirmed that gamification has hypnotic effects on students’ engagement. Even so, any
excitement about the hype around gamification should be delayed until a generic insight of what
is meant by engagement is reached.

Narrowly, definitions of engagement focus on attention or enjoyment (Silpasuwanchai et
al., 2016). Yet, a more comprehensive definition considers the different dimensions of
engagement. Engagement can be referred to as the behavioral, emotional and cognitive
connection that is built between the learner and the task(Silpasuwanchai et al., 2016, p.460). In
this regard, assessing the effect of gamification on engagement requires taking the three
dimensions of engagement (behavioral, emotional and cognitive) into account. This reasoning
guided a literature review conducted by Silpasuwanchai et al., (2016). The review covered
studies that used various measurements tools to measure the effect of different gamification
strategies (challenges, points, leader boards, badges and competition) on engagement in a wide
range of disciplines from 2011 to 2013. Using the key terms “gamification”, “learning” and
“education” in various databases (including the ACM Digital Library, ScienceDirect, and IEEE
Xplore Digital Library), the initial search yielded a total of 486 publications (DL = 278, SD =
152, IEEE = 56), but the researchers narrowed the number to 36 to cover original full papers with
empirical evidence, papers published in peer-reviewed English forums, and papers limited to
gamification rather than full-fledged educational games. Using a two researchers screening
process with high inter-rater reliability (Kappa = 0.889, p < 0.05), the review revealed interesting
findings on the effect of gamification on engagement. Precisely, 14 out of 17 studies reported
positive effect of gamification on behavioral engagement (participation and involvement). As for
emotional engagement which concerns affective reactions such as interest and boredom, 18 out
22 studies reported positive effect of gamification. What sends worrying signals about
gamification in the review is the cognitive dimension which, as reported by Silpasuwanchai et al.,
(2016), concerns psychological investment in learning. The analysis revealed that the cognitive
dimension has not been sufficiently investigated.Therefore,“it remains inconclusive whether
gamification can really make learners think deeply and reflect” (Silpasuwanchai et al., 2016,
p.462).

The claim that engaging learners goes beyond getting them physically DO to getting them
actively THINK is grounded in active learning theory. Mayer (2002) distinguished between
behaviorally active learning and cognitively active learning. Behaviorally active learning occurs
when the learning activities demand a physical response from students as pressing buttons on a
device or clicking on words or pictures on a computer screen; whereas, cognitively active
learning takes place when the learning activities engage the learner in deep cognitive processing
such as paying attention to the learning material, organizing it and integrating it with the prior
knowledge. Active learning falls into rote learning if learning centers around behavioral activity
and does not demand any cognitive efforts from students (Mayer, 2002; Mayer & Johnson, 2010).
With insufficient evidence on the effect of gamification on the cognitive engagement of students
(Silpasuwanchai et al., 2016), using gamified activities like DGBQs can be therefore
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adventurous. There is a risk that the entertainment features of these activities may trivialize the
academic learning content (Mayer, 2002; Mayer & Johnson, 2010).

Other reasons to delay excitement about gamifying quizzes are related to various factors.
One could be the default coding of DGBQs to multiple choice coding which targets testing
students’ knowledge. Games that simply test students’ knowledge are ineffective at engaging
students in critical thinking(Broussard, 2014, p.6). Another worrying factor is related to the
learning objective.There is no evidence so far whether gamification clarifies the learning
objectives or eases understanding them (Brigham, 2015, p.475). Worse, there is fear among
scholars that gamification strategies might trivialize the learning objectives of a course since
research has shown that some game elements do not support educational outcomes.

Is feedback formative?

DGBQs are often granted a formative value for their potential to generate Instant Feedback
(IF) about students’ answers. This formative value along with the students’ engaging nature seem
to be a sound premise to open the classroom door wide for these quizzes. However, theterm
“Formative” should not be taken for granted. Basically, what grants any activity its formative
value is the quality of feedback and the way it is used to improve learning and modify instruction
(Black and Wiliam, 1998). Feedback mainly represents the information given to students after the
completion of a task to modify their understanding or fill the gaps in their knowledge.Studies
have indicated that IF hassignificant effect on students’ achievement and learning (Duijnhouwer,
Prins, & Stokking, 2012; Hattie & Timperley, 2007; Shute, 2008; Steen-Utheim & Wittek, 2017,
Zlatovi¢, Balaban, & Kermek, 2015). However, the potential effect of feedback is heavily
dependent on the kind and quality of information it provides. Due to their computer-based nature,
the systems that digitize and gamify quizzes can only yield IF about correctness verification.
Exceptionally, some systems can also send personal feedback to students’ devices praising them
on their efforts (Wang, Lieberoth, et al., 2016; Wang, Zhu, et al., 2016). With the principle that
the formative value of assessment is heavily weightedon the type and quality of feedback,it is
worthy checkingwhether the feedback generated by the systems that digitize and gamify quizzes
is sufficient to grant DGBQs a formative value.

Before tackling this issue, it is very important to expand on the term ‘“formative
assessment.” Hattie and Timperley (2007) suggested two ways (a student-centered way and a
teacher-centered way) of looking at formative assessment. In a teacher-centered approach,
formative assessment means designing activities and questions that provide feedback about the
effectiveness ofinstruction and help the instructor to develop plans to improve their teaching.
From a student-centered perspective, formative assessment means getting feedback about one’s
performance and finding the effective ways to meet the goals of learning. In both perspectives,
formative assessment goes beyond feedback to feedforward.Hattie and Timperley (2007)
suggested a framework that is based on the idea that studentsfeedforward from assessment when
they getinformation about a task and how to perform it effectively with the learning goals in
mind. Directing students’ attention towards the way a task is performed with targeted goals in
mind facilitates and improvesstudents’ metacognition and helps them self-regulate their actions
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towards the learning goals.Hattie and Timperley (2007) believe that elaborated feedback that
communicates to students’'metacognitive and self-regulative information is more powerful in
terms of deep processing, mastery of tasks and transfer of learning. The effect of feedback
diminishes when it stops at the verification of the correctness of students’ product (corrective
feedback) or when it focuses on rewards and punishments (personal feedback). While corrective
feedback provides necessary information for metacognition and self-regulation, it is not sufficient
when it is presented alone since it does not generalize to other tasks. Accordingly, when feedback
stops at correctness verification, students are deprived of the potentials to improve their learning.
Students might also miss the opportunity to better their learning if feedback stops at praise such
as “good job” or “great effort.” Such feedback about the self as a person expresses evaluation
about the students; nevertheless, it barely leads to learning gains.

Studies on game-based formative assessment itself have demonstrated that elaborated
feedback is more powerful that non-elaborated feedback. In an experimental study, Tsai, Tsai,
and Lin, (2015) tested the effect of different gaming modes-Single player Online Game (SOG)
and Multiple player Online Game (MOG)-and different feedback types — Immediate Feedback
(IF) and Immediate Elaborated Feedback (IEF) on the effectiveness of knowledge acquisition
and participation perception. While the gaming modes had no impact on the knowledge
acquisition, IEF facilitated knowledge acquisition. These findings are reinforced by another study
that tested the application of on online game-based assessment in a flowchart-based tutoring
(Hooshyar et al., 2016). The study revealed that IEF significantly increased the level of students’
performance.

The Need for a Reflective Intervention

Overall, students’ emotional and behavioral engagement and the systems’ instant feedback
are not sufficient to guarantee a meaningful learning experience from DGBQs. Therefore, it is
important to find an instructional way to ensure learning from DGBQs. One recommended way
in both formative assessment and game-based learning to guarantee meaningful learning from
classroom activities is engaging learners into reflective thinking (Broussard, 2014). Reflective
thinking means critically and carefully considering an actual experience in relation to another
situation or to previous knowledge (Mezirow, 1990). Reflective thinking is the backbone of
theories of active learning, reflective learning, and experiential learning. For these theories,
experience alone is not enough for learning to take place. It is reflection on experience that gives
meaning to experience. Considerably, reflection plays a critical role in both formative assessment
and game-based learning.

Literature on game-based learning suggests that game-based activities can be most effective
when there is a follow-up reflective intervention. Reflective interventions such as discussion or
journaling are believed to compensate for any limitations or concerns in the game design
(Broussard, 2014). Besides, studies on assessment highlight the importance of reflection to
cultivate learning from assessment. Researchers attribute the effectiveness of assessment
feedback to the level of reflective engagement of students. Feedback is more effective when it
stimulates students’ reflective thinking (Carless, 2013, 2016; Steen-Utheim & Wittek, 2017).
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Reflective thinking requires assigning an active role to students as participants in the feedback
process. In this regard, feedback should be extended into a reflective conversation rather than
one-way transmission of information from instructor to students (Carless, 2016; Merry, Price,
Carless, & Taras, 2013; Steen-Utheim & Wittek, 2017). During this reflective conversation,
students take part as active negotiators of meanings. The instructor, within this framework, is no
longer the only source that can supply feedback. It can originate in multiple sources (instructor,
peers, self, etc.). In such a reflective conversation, students can effectively feed-forward feedback
(Sutton, 2009). Framing feedback within a critical and reflective pedagogy make students critical
reflective thinkers who look back into their experience and try to make sense of it. The instructor
acts as facilitator who guides students to answer questions about where they are, how they got
there, where they should go next, and how to get there. Researchers believe that involving
students as active participants in generating feedback supports thinking and develops
performance since providing feedback is more cognitively engaging than receiving it (Carless,
2013, 2016; Merry et al., 2013; Steen-Utheim & Wittek, 2017). Involving students in the process
of feedback can be very difficult if there is no motivating classroom atmosphere where students
can feel free and safe to express themselves and take risks. Therefore, dialogic feedback should
be facilitated by trust and relationship (Carless, 2016).

Conclusion

Based on literature on formative assessment and on game-based learning, this chapter
raised two questions about the effectiveness of DGBQs. The first question is about the potential
effect of DGBQs on students’ cognitive engagement, and the second has to do with the formative
value of the feedback generated by the systems that digitize and gamify quizzes. The chapter also
highlighted the importance of a reflective intervention to guarantee meaningful learning from
DGBQ. Future research should be to measure the effectiveness of DGBQs with and without a
reflective intervention.
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Overview

This chapter investigates the current—and sudden—shiftfrom a time-based
approach to a competency-based approach in the Algerianeducational system and
the subsequent syllabi. The teaching of English as a Foreign Language is
explored as a case in point. The way the Competency-Based Approach to
Language Teaching (henceforth CBLT) has been implemented since September
2003—and more recently revisited—in Algeriais discussed on the basis of
classroom observations, the learner’sattributes together withthe current school
setting and environment. These will serve as indicators and markers of school
failure in Algeria today. This chapter concludes with some suggestions on a
more adequate implementation of the CBLT for a more appropriate English
language teaching and learning in Algeria.
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Introduction

The current educational system in Algeria remains essentially based on courses which
are scheduled to last for a given period of instruction (time-based programs and textbooks). At
the same time, one notices a growing tendency among various actors (school inspectors,
teachers, parents, etc.) that the Algerian educational sector needs amendments. Similarly, a de
facto recognition (not to say a me a culpa) amongst higher- level decision makers is indicative
of the will and wishes that changes must be brought urgently'. This issue takes place of pride
in the most recent debates on schooling and education. The issue at stake is that the current
educational system in Algeria remains essentially and fully based on courses scheduled to last
for a given period of instruction. This implies that learners in various fields of study like
math, physics or languages are involved in courses that supposedly -and erroneously- prepare
them for a profession that will integrate them as white collar staff in the Algerian economic
and social spheres.

If one takes the case of English for illustration, progress in these courses is time-based
(1%t year English, 2" year English, 3™ year English, 4" year English, etc.). This means that
during this learning phase, the teacher is supposed to have given an amount of knowledge and
reached a particular stage in the textbook or the course content. This entails that the learner is
supposed to have learnt at the pace “imposed” by the teacher, the textbook, or the course
itself. Yet, it is generally agreed today that not all learners of language learn at the same
space, nor is the teacher’s output necessarily the same as the learner’s input (Krashen, 1995).

Tests are scheduled on a periodic basis to evaluate the learner’s acquired knowledge in
terms of scores (marks out of 20) in order to check his/her progress in the course. In case of
failure, some remedial work is sometimes improvised by the teacher, but it has never been
based on the individual’s needs because of overcrowded classrooms (over 40 pupils,
sometimes more). The failing learner rarely obtains individual assistance unless he resorts to
private courses outside the school (or the university) and provided the parents can afford it
financially.

The typical effects of a time-based teaching program in Algeria appear clearly in the
low rates of success for equivalents of the O level and A level results (BEM, Baccalaureate,
etc.) which are published each year and which are indicative of school failure and of the
inadequacy of the teaching / learning policies in Algeria.Time-based teaching has proven
successful at times over the years and in specific teaching environments (sandwich courses,
crash courses, etc.). Nevertheless, such approaches to teaching have also proven to be
inadequate if the course objective is to lead the learner to perform a number of tasks on the
basis of the knowledge he has acquired during the learning phase.

At university, the “Licence d’Enseignement de Langues™ has produced over the years
teachers who have been poorly prepared for feaching (rather than for the teaching profession).
The programs, knowledge, skills and training at university are inadequately designed for the
teaching profession of foreign languages'. The result is that the Algerian school learner
knows basically how to perform an addition, a multiplication, a subtraction or a division
problemin class. However, he/she often fails to apply this knowledge in real everyday
situations simply because he/she has been trained and used to ‘return back’ what he/shehas
learnt in the classroom during an assessment, a test or an exam at school. This entails that
knowledge in such cases remains confined or restrained to the classroom environment and for
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evaluation purposes both for the teacher, the learner, and the school institution under the form
of a summative evaluation.

What lacks in the case of the teacher and that of the learner is the opportunity - or at
least the adequate environment-where the acquired knowledge becomes dynamic rather than
static. The learner needs to put to work the acquired knowledge in terms of skills and
capacities, to be able to re-invest it during the performance of a task and to call upon his/her
individual strategies such as breakdown strategies in problem solving situations. The learner
needs to develop a new behaviour in class as well as outside class. Most of all he/she needs to
be guided to develop the feeling of having achieved something on the basis of what was learnt
during the course.

No doubt, a time-based educational system as implementedin our schools - and
universities - is not appropriate for such an achievement, nor is it adequate for the training of
successful actors in the Algerian educational and socio-economic development. The answer
would rather be teaching and training based on competencies, capacities, strategies and
skillswhich he/she develops and acquires through learning and practice inside and outside
school. This can be achieved by implementing an adequate and more appropriate Competency
Based Approach (henceforth, CBA) and in particulara Competency Based Language Teaching
(CBLT) approachthat fits into the Algerian educational field and responds to classroom reality
setting and requirements.

The next section presents, from a socio-educational and a socio-linguistic perspective,
an overview of the Algerian teachers’ and learners’ entry and exit profiles. The case in point
concerns the teaching / learning of English as a Foreign Language. These profiles have been
subject to changes in the Algerian society at different periods of time. The main objective is to
illustrate howsocial upheavals in Algeria have affected the teacher’s and the
learner’sattributes and attitudes towards English. At the same time, they highlight their impact
on the educational sector as a whole.

The Teacher’s Entry and Exit Profile in Algeria

The 1980s are used hereas a demarcating line to illustrate changes that occurred in the
teacher’s profile". These will serve for comparison purposes to illustrate the impact of socio-
economic and cultural changes on the teaching and learning of English in Algeria since
independence (1962).

Prior to the 1980’s, teachingwas considered as a profession. It was mainlymotivation
based. The would-be teacher of English was undoubtedly someone who, for various reasons -
cultural, vocational but hardly ever triggered by instrumental motivation -wanted to be a
teacher. Teaching was then considered as a respected and respectable profession in the
society. The teacher stood as the source of knowledge inside as well as outside the classroom
and represented somehow the Authority in the city. Prior to getting the job, the would-be
teacher had to follow teacher-training programs in special institutions (ITE)'for a better
practice and an adequate management of the profession. Teaching was a profession and a
creative source in terms of cultural and scientific activities. Official texts encouraged at that
time the exchanges between the University and the industrial sector in terms of applied
research.
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For the case of English, there was an open access to educational reviews, journals and
magazines on teaching / learning English. The magazine, “Forum,”for instance, to which most
teachers of English used to subscribe, was available and the subscription was free of charge.
Open air activities such as theatre plays and dialogues in contexts were performed almost
daily. Movie sessions, language laboratory sessions, tape recorders and self-access teaching
cards constituted teaching aids, materials and realia available and accessible to teachers to
help the learner at school or at university. The relationship teacher-learner was based on
mutual understanding. Parents or relatives were part of the game and worried about their
children’s behaviour at school (or at university) by monitoring their progress and their results.
In addition, the presence of expatriate teachers, advisors, syllabus designers and counsellors,
among others, motivated the national teachers to be professionals as they were aware of how
to handle a class in terms of their learners’ motivation, personality, gender, anxiety, beliefs,
misconception and apprehension of cultural aspects of the targeted foreign languages in order
to avoid, for example, cultural clashes. Teaching represented a dynamic and honourable
profession in the service of society.

During the 1980’s, the teacher’s profile represented someone who had mastered a
know-how in didactics and pedagogy that he/she improved thanks to various human and
material resources available on the spot (specialists in didactics, pedagogy, inspectors) along
withteaching materials, facilities and up-to-date documentation in place (school library,
university library, magazines received from abroad — Great Britain and the U.S. in particular).
Although teaching was teacher-oriented and based on defensive learning at times, thestatistics
of the 1980s are indicative of substantial results obtained by pupils and students alike during
their school or university studies. For example, the best students who were selected by joint
committees from the Ministry of Higher Education and the British Council took standard
international tests of English and succeeded to get national or international grants to study
abroad.

After the 1980’s, teaching became a trade, i.e., a transaction for a particular job or task
to perform or “a business of buying, selling, or exchanging goods and services...” (Longman,
p. 1173) rather than a profession, i.e., “...a form of employment, especially one that is
respected in society as honourable and is possible only for an educated person and after
training in some special branch of knowledge’ (Longman, p. 874).

The subsequent era to the 1980°s witnessed abrupt changes and radical social upheavals
in Algeria. At the same time, uncontrolled population movements heading towards big cities
took place. Consequently, overcrowded classrooms emerged everywhere in the country and
the teacher became a kind of ‘knowledge supplier’. He stood, in some cases, as a provider of
grades and marks for end-of-term or end-of-year evaluation, tests, and exams which were
hardly ever conducted and administered properly. Despite the massive selective program for
higher studies abroad of the 1980s which was financed by the Algerian Government in order
to provide qualified national teaching personnel, the home-bound teacher has become a better
knowledge holder to some extent but he / she remained more a knowledge provider than a
professional as it were. This was mainly due to the “social malaise,” lack of motivation
(poorly paid) and most of all, the lack of a proper teaching environment in the country. The
exception to this general tendency would probably be the very few cases where individual
initiative (by teachers representing forces in favour of change) had been stronger than the
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environmental pressures and teaching routines (by teachers representing forces in favour of
the status-quo and reluctance to change). The teaching of English and other foreign languages
in Algeria boiled down to individual initiatives with inadequate teaching material, textbooks
and classroom environment. University libraries were literally stagnating (no new books or
magazines, emptied library shelves, unqualified librarians and personnel, etc.). As a matter of
fact, one observed that within the same Department (that of English in this case), a given
module was taught differently,in terms of content, teaching methodology and approaches
from one teacher to another. Most of the teaching staff was fully national and trained locally
with no selection criteria. The exit profile of the teacher after the 1980°s was that of someone
looking for a full or part-time job to survive financially. Unemployment rosedrastically as a
result of the oil prices sliding down of 1986 and the teachers’ salaries dropped down
significantly compared to the costs of living. The teacher became then a job seeker and if
he/she was lucky enough he would do some extra hours outside school or university and get
paid as a trader more than as a professional.

The teacher who used to be a model for the English language and culture, prior to the
1980’s, did not hold that place of pride anymore. His teaching has become routine work with
the same modules being taught over the years without keeping on a par with new theoretical
trends or new teaching principles, methods or techniques. This is mainly true for content
modules. Even the topics in oral expression, reading comprehension and listening
comprehension were the same year in and year out. The teaching material, documented
literature, teacher training courses, adequate teaching programs did not help to overcome this
vacuum where social tensions undermine the teaching itself. Unfortunately, this state of
affairs seems to last even today. In fact, the whole question on the teacher’s attitude and his
motivation towards teaching a foreign language remains open to debate, revisiting and
updating.

The Student’s Entry and Exit Profile

The student’sprofile had but only followed suit as that of the teacher. Prior to the
1980’s, the student’s profile was that of a Baccalaureate holder with an above average in
English and a strong motivation to learn this language and its culture. Socially, the father was
a skilled worker living in an urban area. Some of the freshers came from mixed secondary
schools (boys and girls in the same classroom with no distinction or discrimination based on
Gender). Their motives for English language studies were more integrative and cultural than
instrumental. These preferences and motivations for learning English were dictated somehow
by the environment in the city (American and English folksongs, films, the British Council,
the Afro-American Institute, etc.). The teaching staff was partly national and partly expatriate
(mainly from the U.K. and the U.S., but also from Australia, New Zealand, and India).
Algeria was then a promising oil and gas producer heading for socio-economic prosperity.

The social and economic impact and upheavals of the dark decade in Algeria (1988-
1998) produced learners who do not seem to ‘worry much’ about what or how knowledge in
general and learning in particular may help them shape their personality and prepare them for
a future integration into a profession. They worried more about an overall average of 10 out of
20 (or an equivalent pass mark or grade) in the exams. The student came from a mixed
urban/rural background. In most cases, the students were weak in English and almost ignorant
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of the culture of the language they study at university. The motives for a BA in English have
become more instrumental than cultural. Attitude and motivation towards the target language
(English in this case) have changed substantially over the years (1990-2018). Attitude here
refers to the student’s general state of apprehension towards the target language and culture.
Motivational props at the family and university levels are scarce for the student nowadays.
This appears in his basic need in ELT. He/she needs to get a degree for a job (rather than
teaching as a profession). This is clearly spotted in expressions used among students and
produced in the mother tongue. These may be translated as: “I want to lock the module” (I
want to get a pass mark), “I only need half a point to close my module,”, “I don’t think I’ll be
able to close the module this year.”

These sociolinguistic characteristics of the student are closely related to environmental
settings for ELT in Algeria. On the whole, direct contact with the native speaker does not
exist'l. Programs such as “Follow Me” and “On We Go” that used to be shown on the
Algerian TV have disappeared from the screen. This may be due to a shortage of supplies in
the series or for another unknown reason by the author. It may also be the result of a top-down
language policydictated by higher decision makers. The only contact remains through social
networks, the satellite TV programs in English and scarcely through written literature
available in situ, i.e., in our university libraries and perhaps in some bookshops downtown.
Both the TV channels and the book represent a uni-directional contact that is not always very
motivating for the student to learn about the culture of the ‘Other’ (socio-constructivism).
When the student reaches university, he comes with a cultural background in his own home
language (Arabic and Berber in particular), some cultural background knowledge in French
and a rather poor knowledge of the English language and culture. This background knowledge
made of a mixture of Arabic (including Berber) culture and French culture constitutes the
common layer on which his learning is based.

The Current Situation

As it stands, the quality of second-language instruction is not effective enough to
achieve an adequate teaching/learning that not only allows the student to build and re-invest
knowledge in the performance of a task but also tocultivate himself for a better cross-cultural
communication while preserving his own “forces propres” and cultural identity. No adequate
and appropriate responsive educational or pedagogical programs that suit the Algerian
educational field reality have been suggested or implemented. Unfortunately, no feedback,
surveys or suggestions on this issue are solicited from above. The exception is perhaps the
articles or outstanding dissertations and theses (Master / Doctorate) produced at the national
and international levels in this vein but which remain either unknown, ignored or just set
aside.

The BA curriculum dates back to the 1980s with no subsequentamendments being made
in spite of the drastic changes in the socio-economic structure of the country. The teacher still
lacks qualified ELT professionalism despite the new ELT methodologies and approaches that
proliferate in the market. The teaching is often conducted hastily with no suitable teaching
material or adequately trained instructors. EFL methods and approaches are often instructed
from above‘iwhich most often leave the teacher bewildered and intimidated in the
performance of his task. The educational system has this far failed to develop appropriate
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curricula. The teachers still use English as an educational end (i.e., leading to a BA degree).
They do not see it as a means to an end, i.e., a language that opens up ways to global
communication and modernity. The question often raised is where does the problem actually
lie? Some teachers and course designers and educational specialists see it in the dissimilarity
that exists between first-and second-languagewhich affects the language instruction in Algeria
today, while they agree that the cultural background (Arabic/French) of the learner may help
bridge this gap. Others see the “cloisonnements universitaires™ ', the social malaise and the
teaching routine as the prime factors that hinder the development of a proper English
language curriculum where culture understanding and learning should be implemented.
Others still blame the learner himself whose motivation has become purely instrumental. In
any case, they all agree that the lack of internal support (government, institutions, university,
etc.), teachingfacilities and the current environment have a direct impact on the quality of
second-language instruction in Algeria, no matter what the subject matter or the levels
(school, university, private teaching) are. This issue remains open to debate and will be
presented in a subsequent article in this avenue of exploration.

The fact remains that since 2001-2003, urgently required changesin and by the
educational sectorhad to be conducted in Algeria.This was triggered off by the fact that the
country’s economyheadedmore and more towards an affluent and a consumer society. A“new
educational policy” was then launched and expounded in the official documents published
under the banner of “Réformes de 1’Education” (Educational Reforms of 2003).Teachers,
learners, inspectors and parents alike were looking forward to this change. The press in all its
forms and tendencies encouraged this need for change which they said and wrote will make
the educational system more appropriate, the teacher more professional and the learner more
competitive. This approach was seen as a means for new horizons to prepare Algerian citizen
of the 21% century. Consequently, high-level decision makers in Algeria called upon local and
foreign experts to implement the Competency Based Approach (CBA) as a teaching/learning
approach and to elaborate curricula and programs for “a new vision and new perspectives” for
the training and development of the “New Algerian Citizen” through education, teaching and
learning in a globalised / globalizing world.

Some Views on the CBLT

We shall not embark here on the various shades and shapes of a CBA. Given the
proliferation of definitions of this fairly new approach to teaching and training, the definitions
based on the CBLT which are presented here are those which influenced in a way its
implementationin Algeria. Mention should be made, however, that while this approach
originated in the Anglo-Saxon world, the European definitions and perspectives (French and
Belgian in particular) have had the lion’s share in the syllabi designing and teaching
orientations under these reforms.

A prime distinction between what was used in terms of teaching and learning practices
and this new approachis the place and role of the learner. Time-based teaching is teacher-
oriented (centred) and progression is essentially based on a time unit (teaching/learning
schedule or programme). The Competency Based Language Teaching is learner-oriented
(centred) and based essentially on progression in terms of the acquisition of specific
knowledge and skills* to perform different newtasks. The key concept is obviously the
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concept of “competency” which boils down to a “know-how-to-do” and a “know-how-to-act”
combined together and acted out under specific conditions. However, these two factors have
been subject to debate*for a long time. Perrenoud (2000) for instance,rejects the “know-how-
to-do” as part and parcel of a competency which he defines as:

La compétence n’est pas un état ou une connaissance possédée. Elle ne se réduit ni
a un savoir ni a un savoir-faire. Elle n’est pas assimilable a un acquis de formation.
Posséder des connaissances ou des capacités ne signifie pas étre compétent. On
peut connaitre des techniques ou des régles de gestion comptable et ne pas savoir
les appliquer au moment opportun. On peut connaitre le droit commercial et mal
rédiger des contrats. (p.45)

Perrenoud insists, as it were, on the fact that a competency does not boil down to knowledge
per se, nor is it a know-how-to-do on its own. It is rather a manifestation of some skills in
particular circumstances and at a particular time for a particular task.

De Ketele (1996) goes even further. He argues that a competency should be spelt out in terms
of its basic constituents. He thus defines it as :

. un ensemble ordonné de capacités (activités) qui s’exercent sur des contenus
dans une catégorie donnée de situations pour résoudre des problémes posés par
celles-ci. (in Xavier Roegiers, 1999, p. 65)

The key concepts here, according to De Ketele, are “capacités” (skills and activities),
“contenus” (contents) and “situations” (contexts / tasks). This standsin fact as an integrating
concept as opposed to specific objectives of the former approach (time-based) to teaching.
Accordingly, a competency envelops at the same time the contents of the course in terms of
acquired knowledge, the activities that are subsequent to this content and, most of all, the
situations in which these activities are put to work.

Johanne Myre (2000) also spells out what she considers as prime features of a
competency. The latter emerges when the following characteristics are observed in the
learner’s behaviour and actions:

e Elle se démontre par des résultats observables; (It is demonstrable and actual)*

o Elle fait appel a plusieurs habiletés; (It requires various skills and abilities)

e Elle a une valeur sur le plan personnel, social ou professionnel;

(It has a personal, social or professional value)

e FElle est associée a la réalisation d’activités que I’on retrouve dans des situations réelles; (It
reflects task performances in real contexts and situations)

e Elle permet de mettre a profit des habiletés.(It triggers off the learner’s own skills)

In other words, Myre (2000) argues that a competency is demonstrable in terms of
observable facts (performance of the participant — learner / student). It requires various skills,
it represents a personal achievement in actual situations and contexts and it helps make use of
the skills of the performer (learner / student).

Gillet, P. (1991) argues along the same lines:
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La compétence est un des principes organisateurs de la formation. Elle s’inscrit
dans une logique d’organisation de la formation qui supplante la logique
d’exposition des contenus. La définition des contenus est imposée par la
compétence et non par le développement expositif de la discipline. C’est elle qui
est le maitre d’ceuvre dans la composition d’une formation. (p. 72).

Gillet stresses on the fact that in terms of teaching programmes, the contents are
dictated by the competency(ies) to be installed (and not taught) rather than on the content
knowledge to be taught. This view diverges from the traditional approach in teaching
programmes where the contents of the course are prior to the skills to be attained by the
learner (pedagogy by objectives). Thus syllabus designers and text-book writers have to think
in advance of what competency(ies) must be installed in the first place before they think of
the content of the discipline.

This approach differs fromthe textbooks for English used in Algeria (and elsewhere)
where the lesson is followed by some practical exercises and drills to make sure the learner
has grasped its content. In fact, this approach (CBLT) requires that the learner puts into
practice and re-invests the knowledge he has received in problem solving tasks and situations.

On the basis of the above-mentioned definitions, the Programme d’Anglais -2éme
Langue Etrangére- (Niveau 3éme Année) of the Ministry of Education (2001)*i, defines a
competency in these terms:

La compétenceest un savoir-agir qui intégre et mobilise un ensemble de capacités,
d’habiletés et de connaissances utilisées efficacement dans des situations
problémes, circonstances variées qui peuvent ne jamais avoir été rencontrées.

In other words, emphasis is put here on an adequate behavior of the learner who has to re-
invest the knowledge acquired in class in a problem-solving task in and out of class (writing
in English to a penpal, asking the way in an English environment, forms of address, etc.).

The issue at stake is that such a definition, which is used as the main starting principle
for new teaching programs based onthe types of competencies required in Algeria, is more
than acceptable in theory. However, in practice and according to the field and classroom
reality such a definition cannot apply or be applied. The various bilateral meetings, detailed
reports, suggestions and seminarsincluding foreign experts for the elaboration of syllabi and
programs for the CBLT in Algeria have resulted in a series of very sound recommendations
and suggestions in perspective but which we believe had not taken into account the very
nature or the pros and cons of the educational system in Algeria. Moreover, no readjustments,
amendments or evaluation have been presentedor communicatedso far on what worked well
and what didn’t work in the implementation of the CBLT in Algeria.

There are, we believe, various reasons for the failure of the CBLT in Algeria. Some of
them are summarized below:

a. The attributes of the Algerian learner were not necessarily reflected in the teaching

programs and textbooks resulting from the implementation of the CBLT in 2003. A case

in point appears in the first lessons of English which refer to a multiracial classroom in
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Algeria with pupils like Chan and Aminata at a time where you hardly ever find foreign
learners in the Algerian school. The objective was to teach under cognitivism and socio-
constructivism to better know “the Other.” This objective does not appear to have been
reached today.

b. The topics and the related vocabulary, forms and functions of English presented in a
lesson do not necessarily motivate the learner (or the teacher). The pupil is more
motivated to learn when the textbook contains hand drawings and pictures rather than
icons, emojis, smileys and scanned photos. One of the objectives was to illustrate that
one form may serve different functions in English (e.g. the use of the present tense for
description, habitual actions, declarations, comments, etc.) The learner failed to grasp
these differences in English. One reason — among others- is that Arabic has a different
way of expressing time and space which do not necessarily match the subtleties of the
English gestalt of time and space.

c. The Algerian learner (and the teacher) has a cultural background which is heavily
based on reciting and repetition (Arabic rhetoric). One cannot expect him/her to switch
suddenly to self-reflecting, reasoning (deductive and inductive; cause and effect,...) and
most of all self-confidence as he/she has always relied heavily on what the teacher has
given him (defensive learning).

d. Evaluation today remains summative (a grade out of 20) at a time where it should be
formative under the CBLT (project presentation, personal initiative in the preparation of
the project, searching and filtering information and data from the web). Although access
to the internet is available today in theory; in practice it is hardly ever available at
school (or at university) as a learner’s facility. The fortunateones have it at home but it
is so slow. The unlucky ones have to go to a cyber café to prepare the project in an
overcrowded and noisy atmosphere.

e. The most obvious cause of failure in the implementation of the CBLT in Algeria is
that the teachers (as much as the inspectors and later on the learners and the parents)
have not been prepared for this approach despite the initial round of seminars that took
place just before September 2003 to make actors and recipients aware of the importance
and impact of this approach in the Algerian society.

f. Last but not least, overcrowded classrooms, pupils with heavy bags full of different
textbooks and copybooks, extensive homework, the lack of recreation sessions and most
of all considerations of the learners’ attributes such as his/her characteristics (age,
gender, personality, anxiety), motivation, attitudes towards the English language and
culture are but some prime factors and markers that should’ve been explored and
analysed in advance before the implementation proper.

The most obvious consequences of the failure and today’s bitter criticisms of the
implementation of the CBLT in Algeria are that while the CBLT was seen as a good path for
changes atuniversity level (Licence, Master Doctorat (LMD) or the 3, 5 8 university
curricula), its application and use has ended up in poor university students who still rely
heavily on the knowledge they get at university and who are often holders of degrees that do
not reflect their knowledge, skills, capacities and competencies.
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Some suggestions and recommendations

The following are some suggestions and recommendations which may help the Algerian
teacher and the learner to improve their competencies in an EFL setting. The teacher must be
aware that he/she shouldspend no more hours teaching a given subject while his learners
aretrying to store as much as they can for future evaluation in class. He must create authentic
and increasingly complex situations as the course while showing themprocedures which help
them carry out new tasks. He/she may, for example, ask the successful learner the question
why he/she used a particular procedure, or why he/ she started with a given procedure and
finished with another. In most cases, the learner would not be able to answer these questions.
This is in fact due to his / her meta-knowledge where several processes based on his own
experience are put to work and gathered to carry out a task. Basically, the learner acts by
using his primary knowledge (knowledge not necessarily acquired in class) with that which
he/she learnt in class. He must be led to feel that he has to organize his knowledge to perform
a task.

The learner can interpret and produce verbal and nonverbal messages of average
complexity in English. He can use personal working methods and share them with his/her
peers (negotiation, exchange of ideas, etc.). He needsto use his own learner’s strategies to face
problem situationsand improve his knowledge of the culture(s) of the Target Language.
He/she must be made aware that he needs to interpret authentic materials of average
complexity in English with a certain degree of autonomy and call upon transversal
competencies as breakdown strategies.

By doing so, the learner’s motivation increases through self-satisfaction of having
accomplished a problem-solving task with less guidance. He/she gets the feeling of giving
significance to the task rather than prepare for a test or an exam. During the presentation of a
task the learner feels the need to put to work his knowledge and know-how. Knowledge and
the know-how the learner acquires during a problem-solving task and its realization can in
turn be put to work (completely or partially) to carry out other similar tasks or more complex
ones. The role of the teacher is mainly to check if a given competence (e.g. interacting orally)
has been installed while the learner chooses for himself the procedures he knows to perform a
task. The teacher should also check if theprocedures by the learner are adequate for the
performance of the task in question.
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End-notes :

i, Cf. the successive ministerial instructions in this vein, the different committees of programs and syllabus
designers and experts, TV and radio debates, speeches and recommendations, the documents published by under
the banner of the National Education Reform in Algeria, etc.

ii, Tt is no more called so. The cover label “Licence” is a global term for what is taught in the BA in Foreign
Languages in Algeria.

i During their graduation, students never have the opportunity to perform demonstration classes or prepare a
project (oral or written) on teaching a given structure, form and function in front of their peers. Similarly, once
they graduate for the ‘Licenced” Enseignement de Langues’ and get a teaching job, there are no teacher-training
sessions to improve their didactic knowledge, skills and performance.

¥ We concentrate on the Teachers of English in Algeria as a case study.
V. ITE: Institut de Technologies de I’Enseignement (Teacher Training Institute) which exists no more today.

vi. Exception being made here for the use by students of social media and CMC (Computer Mediated
Communication) for chatting or exchanging news and views with native or neo-native speakers of English on a
virtual basis. However, not all of them can afford paying to have access to the Internet and the Web.

Vi Cf. The Ministerial instructions and orientation notes on the implementation of the Competency Based
Approach in the Algerian Educational Sector which started during the academic year 2003-2004 (September
2003) and provoked a massive misunderstanding of this ‘new approach’ by teachers, learners and parents alike.

Vil Cloisonnement universitaire, i.e., the university represents closed doors in relation to society. They seem as
two separate worlds (environments) apart.

X, A skill is enveloped in a task or tasks that the learner performs within a given competency e.g. interact orally.
It usually requires cognitive and motor functions such as performing a form of address in the foreign language
with the necessary behaviour and the required greeting forms. It is knowledge- and attitude-based in this case. In
the technical field, a skill is easily detected during the manipulation of instruments or equipment, e.g. mantling /
dismantling a tool or a machine (a drill, an engine, a fridge, etc.)

X, The term ‘savoirs’ is often used as a blanket term for “knowledge”. It was then divided into ‘savoir-faire’,
‘savoir agir’ and ‘savoir-étre’. This in turn was split out into ‘savoir-redire’ and ‘savoir-refaire’ that belong more
to a skill than to a competency (cf. De Ketele, 1989, in Xavier Roegiers, Unepédagogie de I’intégration, De
Boeck, 1999, pp. 55-56

*i_ These are the Author’s translations in English for clarification purposes only.
*ii The official teaching program of English for 3rd year pupils (where English has had recently the status of
‘Second Foreign Language’ compared to French with the status of First Foreign Language). Notice that these

are institutional, not sociolinguistic labellings. French in Algeria is a second language on sociolinguistic
grounds.
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Overview

The ability of students to use self-regulatory learning skills is rapidly becoming
more important than at any time before in our fast-developing 21% century world
of educational technology. EFL educators would not deny the significance of
implementing teaching practices that would foster skills related to self-regulated
learning (SRL). This study aims to investigate the impact of online learning tools
on the development of students’ self-regulatory competence. The different online
learning technologies used in the MA course of Educational Technology were
explored to investigate students’ perceptions towards their SRL development. A
total of 29 undergraduate students from an EFL master program were selected as
a sample group for this chapter. Their perceptions towards the use of online
learning tools were collected using an online self-reporting questionnaire. The
findings demonstrated that the majority of students believe educational
technology tools have a positive impact on their self-regulation development.
Consequently, the chapter recommends educators to provide support and
strategies for maximizing technology use as a learning tool to develop students’
self-regulated learning.

Keywords: Self-Regulation Learning, Self-regulatory Skills, educational
technology, online learning tools
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Definition of Self-Regulated Learning

In a traditional school setting, learners are accustomed to relying on their instructors for the
acquisition of knowledge and information. You might even find them paralyzed to independently
comprehend, control, organize and regulate their learning process. Besides, learners highly
depend on their teachers to provide them with the learning content and to control the learning
process; deciding what to learn, when to learn and how to learn. Under this traditional school
conditions, neither self-regulated learning skills are developed nor are learning goals set. So, to
understand how to develop a learning environment that fosters self-regulated learning skills we
need to clearly define self-regulation.

The concept of self-regulated learning (SRL) holds multiple conceptualizations that make
its definition different in significant ways. However, in their broad overview of self-regulated
learning, Boekaerts and Cascallar (2006) comprehensively defined SRL as the one that refers to
“multi-component, iterative, self-steering processes that target one’s own cognitions, feelings,
and actions, as well as features of the environment for modulation in the service of one’s own
goals”(p. 199). Simply put, self-regulated learning can be defined as a learning process in which
learners are consciously motivated to independently involve certain actions to manage and direct
themselves to reach certain goals.

Zimmerman (2001) assumes that “students are self-regulated to the degree that they are
meta-cognitively, motivationally, and behaviorally active participants in their own learning
process...[these students] self-generate thoughts, feelings, and actions to attain their learning
goals.” (p. 5). This definition implies that for learners to become self-regulators they ought to
demonstrate active participation in their learning process. Metacognitively, self-regulated learners
have the ability to plan, set goals, organize, self-monitor, and evaluate their learning at different
points (Zimmerman, 1990). Regarding motivation, self-regulators display a high degree of
intrinsic interest in the learning of content. They manifest an elevated level of persistence with
astonishing effort during learning (Zimmerman, 1990). In terms of behavior, learners with self-
regulatory skills select, structure, and create the learning environment. They self-instruct during
learning and self-reinforce during performance (Zimmerman, 1990). This means that for learners
to become self-regulators they ought to have the ability to monitor, manage and regulate their
cognition, motivation and behavior (Moos & Ringdal 2012; Zimmerman 1989, Zumbrunn,
Tadlock & Roberts 2011).

Zumbrunn, Tadlock & Roberts (2011) regard self-regulated learning as a process that
“requires students to independently plan, monitor, and assess their learning” (p. 3). For them,
self-regulated learning is an important key driver and predictor of learners’ motivation and
achievement. Motivation is seen as a major engine for the development of self-regulatory skills
for language learning. In other words, the more motivated the learners are the more self-
regulating they become and the more skills are developed for their self-regulation competence.

Zimmerman (1990) suggests that for students to develop their self-regulatory skills three
determinants are to be involved: their personal processes, the environment and their behavior. His
triadic formulation implies that students’ self-regulated learning “is not an absolute state of
functioning, but rather varies on the basis of the academic context, personal efforts to self-
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regulate, and outcomes of behavioral performance” (p. 51). In other words, self-regulated
learners are assumed to consciously realize and understand the inevitable impact of the
environment on their motivation and their behavior while learning and to know how to adjust and
improve that environment through the use of a variety of strategies.

The learning environment that Zimmerman (1990) is addressing is exactly what Boekaerts
(1996) introduced as “learning episode” that was defined as “a situation in which a person is
invited, coached, or coaxed to display context-specific, goal-directed learning behavior” (p. 418).
Boekaerts points out that it is essential to differentiate between learning episodes that take place
in natural contexts and the ones that take place in the classroom. Natural learning episodes are
often spontaneous, initiated by learners themselves and driven by personal goals. In contrast,
most learning episodes in traditional classrooms are not naturally initiated by students but
directed by teachers’ goals with no direct experiences (Boekaerts, Zeidner & Pintrich, 2000).
Seemingly, both Zimmerman (1990) and Boekaerts (1996) imply that for the development of
self-regulation, learners should be allowed to work in environments similar to natural contexts in
which they can create their personal learning episodes that match their personal goals.

One of the pre-requisite conditions for an effective development of self-regulated learning
is creating opportunities for learners to establish and set their personal learning goals in a context
of felt necessity (Boekaerts, Zeidner & Pintrich, 2000). The line of the argument here is the need
to involve students in the establishment of the whole learning goals that would create a “self-
necessity” feeling within them towards their learning content. This would be possible when
learners are given the opportunity to create their own opportunities of learning that would meet
up their needs and expectations. Boekaerts et al (2000) “assume that knowledge and skills
acquired in this manner will become an integral part of the network of goals that steer and direct
an individual's behavior.” (p. 421). What they imply here is not the fact learners will not adopt
certain goals and practice strategies set by their teachers. Rather, the argument here is that when
learners pursue personally-set goals or when they are provided with the opportunity to make ones
they become intentionally driven by their strivings and aspirations to understand, perceive,
interpret and appraise the learning episode (Boekaerts, Zeidner & Pintrich, 2000).

To sum up, self-regulation learning is a specific form of learning that refers to students’
cognitive ability and academic performance skill to regulate their learning by motivationally
control what, how and when they learn to achieve their own goals. Learning should not be
“something that happens to students, it is something that happens by students”
(Zimmerman,1989, p. 21). This defends the view that for an effective development of self-
regulation learning, students should create their own learning episodes and be involved to set
their own learning goals and need; which inevitably brings about motivation as the major
gateway to self-regulation.

Self-Regulated Learning Models

Literature shows that there are various models of self-regulated learning that suggest a
variety of principles and conceptualizations. However, Boekaerts, Zeidner & Pintrich (2000)
argue that all SRL models are basically similar in their shared assumptions about learning and
regulation. The active constructive assumption is the first common assumption that all models

68



No Self-regulated Learning Mohsine Wahib & Youssef Tamer

basically share. All SRL models view learners as active participants in the learning process who
construct their own goals and strategies. According to this assumption, learners are not passive
consumers of knowledge and information from their teachers, but rather active and constructive
(Pintrich & McKeachie, 2000).

A second general common assumption is the one referred to as the potential for control
assumption. All models of self-regulation assume that learners have the potential to control and
regulate their learning by monitoring their motivation, cognition, behavior and environment. Yet,
this assumption does not say that learners have the ability to control and regulate in an absolute
manner but rather that their regulation is relative depending on certain individual biological,
contextual differences that may hinder their regulation (Boekaerts et al., 2000).

A third general assumption common in these models is the goal assumption. All models
assume that there must be a goal, a standard or a criterion set by individuals to adjust their
learning. This assumption assumes that all learners have the ability to decide on their own goals
and needs to strive for in their learning. In doing so, learners can regulate their learning progress
accordingly and control their cognition, motivation and behavior to achieve those goals
(Boekaerts et al., 2000).

A fourth general assumption that is made clear in these models about learning and
regulation is that self-regulatory activities applied in learning episodes are just mediators. Simply
put, it is the learners’ self-regulation “of their cognition, motivation and behavior that mediates
the relationships between person, context, and eventual achievement” (Boekaerts et al. 2000, p.
453). Seemingly, this implies that self-regulation activities used by teachers are purposefully
associated with learners’ outcomes and their achievements.

With these assumptions in mind, a broad definition of self-regulated learning can be
suggested. Boekaerts et al. (2000) concluded that SRL is a kind of learning that:

It is an active, constructive process whereby learners set goals for their learning
and then attempt to monitor, regulate, and control their cognition, motivation, and
behavior, guided and constrained by their goals and the contextual features in the
environment. These self-regulatory activities can mediate the relationships
between individuals and the context, and their overall achievement. (p. 453).

Seemingly, self-regulation is easier to define than to understand as a concept (McMahon & Luca,
2001). Despite the simplicity of this definition, self-regulated learning is more about a range of
processes and principles that govern its application in different educational contexts and settings
that discloses the complexity of the whole concept.

The Acquisition of Self-Regulatory Competence

One of the biggest challenges that teachers encounter while creating appropriate self-
regulated learning environments is the ability to develop one that would suit different students of
different academic potentials, personalities, learning styles, skills and educational backgrounds.
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Yet, literature reveals a variety of instructional strategies for developing self-regulation in the
classroom (Zimmerman 1990; Boekaerts, Zeidner & Pintrich, 2000).

According to the social cognitive perspective, self-regulatory processes can be acquired and
developed by social and cognitive factors or influences (Bandura, 1997). Most self-regulatory
skills are attained by observing other skilled social models such as teachers (Boekaerts, Zeidner
& Pintrich, 2000). This goes firmly hand in hand with Bandura’s 1997 model, which is based on
the development of four main sources of influence.

First, the development of students’ self-efficacy is initially concerned with mastery
experiences. For him, experiencing series of successes fosters a sense of personal efficacy within
learners, but failures and obstacles that are overcome to reach that success would create an even
stronger sense of self-efficacy (Bandura, 1997).

Second, self-regulatory skills can be fostered through observing competent social models
who will inspire and instill within learners certain skills and strategies. These social models’
influences would encourage learners by transmitting knowledge and competencies to be adopted
for better learning environments (Bandura, 1997).

The third source of influence is what Bandura refers to as social persuasion. For him,
learners should be persuaded and motivated to believe that they do have the capabilities to
succeed to excel in certain tasks. Persuasive boasts foster development of skills and a mastery of
activities; which in turn promote a sense of self-efficacy (Bandura, 1997).

Finally, different physical and emotional states do influence how learners perceive their
capabilities and competence. States such as mood, stress or fatigue affect students’ self- judgment
of their efficacy. According to Bandura, “the fourth way of modifying self-beliefs of efficacy is
to reduce people's stress reactions and alter their negative emotional proclivities and
misinterpretations of their physical states.” (Bandura, 1997, p. 3).

Drawing from Bandura’s social cognitive perspective, Zimmerman (2000) suggests a
multilevel analysis of the acquisition of self-regulation competence. For him, SRL competence
can be developed through four levels: observation, emulation, self-control, and self-regulation
(see Figure: 1).He argues that both “speed and quality of learners' self-regulatory development
can be enhanced significantly if the learners proceed according to a multilevel developmental
hierarchy” (Zimmerman, 2000, p. 31). These levels are meant to support the metacognitive,
motivational, and behavioral aspects of learning (English & Kitsantas, 2013).

The observational level refers to skills acquired by students through observation of an
expert model. Here learners get prepared to develop basic comprehension of basic skills of
learning. Observing a model, and the used strategies while learning or performing, does not make
learners only acquire strategic skills but also develop self-regulatory processes that are conveyed
(Zimmerman, 2000, p. 31).

Self-Regulated Learning and Educational Technology

Technological advances nowadays have made it quite possible for instructors to develop
and improve the learning environment. Besides, the widespread of internet along with its central
role that it plays in students’ lives have made the learning accessible to anyone anywhere. As a
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result, it has become mandatory for learners to be self-regulated learners in order to acquire life-
long skills. According to the 2002 EU Council Resolution on life-long learning, self-regulated
learning has been regarded as one of the significant competencies contributing to the
development of life-long learning skills (EU Council, 2002).

Yet, for technologically enhanced learning environments to be able to support SRL; certain
criteria have to be met (Carneiro et al. 2011). Zimmerman’s model (2001) emphasizes the
importance of having an expert at the first stage of learning is whose role is initially to engage
students in modelling. In the subsequent stages, this expert gradually leaves the stage for the
learners allowing more and more autonomy (see Figure 1).

Carneiro et al. (2011) identified three major criteria that technologically enhanced learning
environments should meet for a better self-regulated learning development. First, the learning
environment should encourage learners and give them the chance to plan their activities. In doing
so, learners will be encouraged to develop both planning skills and time management skills.

Second, to make learners able to monitor their learning; they should be receiving
appropriate feedback. For Carneiro et al. (2011), saying that technology can encourage learners to
develop their planning skills does not mean that they should be left fully independent. It is quite
important that they get some feedback for planning their activities. This will eventually result in
positive conclusions about their learning progress.

Finally, Carneiro et al. (2011) see any technologically-enhanced learning environment as an
inappropriate environment if it does not provide learners with criteria to evaluate their learning
outcomes and conclusions with regards to their already-set goals. All of this demands an
evaluation space that records their results of learning, information about the criteria of learning
and means of communication.

Methodology

This research explores, through the lenses of online educational technology tools, the
learners’ development of self-regulatory competence. It examines the whole approach
«Educational Technology » course to improve students’ self-regulation throughout the third
semester of the Master of Arts degree program. (MA) The study examines learners’ perceptions
and experiences of being engaged in different educational technology tools and analyse the role
of these tools in developing self-regulatory competence.

The research questions are:

1. Can educational technology tools impact learners’ development of self-regulation
according to MA students’ perceptions?

2. What can we imply from students’ perceptions towards their use of educational
technology tools in developing their self-regulatory competence?

A social cognitive perspective was considered to be appropriate for this research; namely,
addressing the four levels of the development of self-regulation competence suggested by
Zimmerman (2000) as shown in Figure 1.
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Levels of Perf Educational
Regulation e Technologies
o

Figure 1: Multilevel Development of Self-regulation
with Educational Technologies

In this interpretive study, a quantitative methodological approach was employed. This
methodological approach allowed the students’ perceptions and attitudes towards their self-
regulation competence development to be scrutinised resulting in a rich comprehension of the
research questions.

Data Collection

Since the main aim in this research is to reveal the MA students’ perceptions towards the
use of online learning tools, the data was collected using an online self-reporting questionnaire.
The online survey of self-regulated learning and online learning tools was designed incorporating
background information of the 29 participants (such as age, gender, technology literacy,
technology use) and two main sections.

The first section is composed of 12 items addressing the educational technology tools used
by students. These items were measured using Likert scale design from 1 (never) to 5 (always).
The second section has 13 items addressing students’ self-regulation as related to their
educational technology tools used in the MA course. These items were also assessed using Likert
scale design ranging from 1 (strongly agree) to 5 (strongly disagree). The results of this
questionnaire depend on the frequencies of each item.
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Participants

Twenty-nine university students who belonged to the MA of “Applied Linguistics and
Language Studies” at Ibn Zohr University in Agadir, Morocco, were selected as a purposeful
sample for this chapter. The reason behind the selection of this MA group gets back to the
integration of technology in the ‘Educational Technology’ course. The course offered a
technology-integrated approach engaging students in different online learning tools such as:
educational applications, online courses, online videos, online calendars, and others. Participants
were composed of 12 females and 17 males.

Results and Discussion

The findings demonstrated that the majority of students believe that educational technology
tools that they have been exposed to during the course have positive impact on their self-
regulation development. The view was held by89.66%of the research participants. Half of them
strongly agree 44.83% while the other half just agrees 44.83% (See Figure 2). These students
expressed their positive perceptions towards their self-regulation development due to the help of
online learning tools employed throughout the course. This positive view was ascertained and
reconfirmed by another item addressing their perceptions towards any possible negative impacts
of educational technology tools on SR development. Among the MA students, only 3.45%
expressed strongly that the tools had a negative impact and 13.79% agreed that they had a
negative influence (see Figure 2).
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The implementation of educational technology tools in this course
had positive impact on my self-regualtion development.
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Figure 2: MA students’ perceptions of educational technology tool impact on their self-
regulation development
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As shown in the figure below, it can be stated that MA students’ positive perceptions stem
from their firm belief that educational technology tools cannot be destructive to their learning.
This was held by a wide majority of the sample with a percentage that reached more than 70%.
Namely, the results below verify it as 37.93% strongly disagreed that educational technology
tools were destructive to learning and 34.48% disagreed on that. Conversely, only 10.35% of the
sample believed that it was destructive with 3.45% agreeing and 6.90% strongly agreeing(see
Figure 3). So, stating that online learning tools are destructive to learning is only a pretext.

MA students’ perceptions of educational technology tools as destructive to learning
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Figure 3: MA students’ perceptions of educational technology tools as destructive to
learning

Zimmerman (2000) explains that self-regulation development starts at the stage of
observation in which students get cognitively engaged in the learning. In the following stage,
self-regulation competence is developed through emulation wherein students start behaviourally
getting active and more engaged while practicing. Participants’ perceptions affirmed this view
with a high percentage that reached 72.41%. Namely, 34.48% agreed that they were actively
involved in their learning and 37.93% strongly held that perception (see Figure 4). Therefore, it

becomes apparent that the integration of educational technology tools actively involves students
in their learning environment.
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I was actively involved in my learning.
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Figure 4: MA students’ perceptions of educational technology tool and their involvement in
the learning process

Revealing to what extent students’ self-regulation can be developed by educational
technology tools is the central objective of this research. In this regard, all models of self-
regulation assume that learners’ ability to develop their learning strategies is among the main
predictors of self-regulation competence. The figure below shows that 86.20% of the MA
students had a definite opinion that learning strategies were developed during the ‘educational
technology’ course. Among them 55.17% agreed that they developed their own learning
strategies compared to 31.03% who strongly agreed on that (see figure 5).
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Figure 5: MA students’ perceptions of educational technology tool impact on the
development of their own learning strategies

For students to be self-regulated learners, it is assumed that they should be driven by their
personal goals (Boekaerts, 1996). Self-regulated learners have the ability to plan, set goals,
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organize, self-monitor, and evaluate their learning at different points (Zimmerman, 1990). With
this in mind, students were asked about the development of their own learning goals. Results in
the figure below demonstrate that 72.42% of the MA students had the perceptions that throughout
the course they had developed their own learning goals. Among them, 44.83%agreed and 27.59%
strongly agreed that goals were set, planned and developed during learning. In contrast, only
6.90% of the research sample disagreed (see figure 6).
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Figure 6: MA students’ perceptions on the development of their learning goals

For the acquisition and development of self-regulatory competence, learners should be
persuaded and motivated to believe that they do have the capabilities to succeed to excel in
certain tasks (Bandura, 1997). This motivation can be either directly coming out from the
encouragement of the instructor or indirectly fostered through the teaching method and practices
employed. For Bandura (1997), motivation fosters development of skills and a mastery of
activities; which in turn promotes a sense of self-efficacy (Bandura, 1997). Thus, it’s prerequisite
that educational technology tools employed during the MA course must have these motivating
qualities so that MA learners would potentially acquire self-regulatory skills.
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The educational technology tools experienced in the course
increased my learning motivation.
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Figure 7: MA students’ perceptions of educational technology tools and their motivation
development

In this light, students were asked about whether the educational technology tools
experienced in the course had an impact on their motivation to learn. The results in the figure
above support the aforementioned major role of motivation. In the survey, 79.32% of the MA
students expressed their agreement towards the increase of their motivation. Specifically, 44.83%
agreed and 34.48% strongly did that the experienced online learning tools in the course did
increase their motivation to learn, whereas only 6.90% of students disagreed (see figure 7).

General Conclusion

It is hypothesized in this study that educational technology tools can impact learners’
development of self-regulation. The findings of this chapter strongly supported this hypothesis
arguing that there was a relationship between the use of educational technology tools and
students’ self-regulation development. The evidence of this can be presented through a number of
implications.

First, it is concluded that the integration of educational technology tools inevitably boosts
students’ motivation to learn. Teaching students to be more self-regulative requires promoting a
high level of intrinsic and extrinsic motivation that can be fostered by a technology-based
environment.

Second, the findings of the present research suggest a more integrated view of educational
technology tools that helps learners develop their own learning strategies. Students who are
exposed to a wide variety of online educational tools and driven by their motivation to devise
their learning strategies will eventually acquire self-regulatory skills.

Furthermore, the educational technology learning environment seems to be an appropriate
medium for students to facilitate the setting of their learning goals. The latter is a major predictor
to promote self-regulation. Therefore, in order to help students become more self-regulated in
their learning, it is inferred from this study that online learning tools provide practical support
and strategies to learners to set and plan their learning goals.
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Besides, this research indicates that students see educational online learning tools as a tool
to empower self-regulatory competence for the active learning environment they promote, the
motivation they experience, the development of learning strategies they offer and for the
development of students’ learning goals they promote.

Finally, if their teachers’ goal is guiding students to become successful life-long learners,
self-regulation must be favoured for creating and offering students the opportunities to engage in
active technology-based environments of learning and to discover different useful educational
technology tools.
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Overview

The purpose of the present study is to explore the extent to which the engineering
lessons in math books for grades 3-5 (basic education) in the Republic of Yemen
measured up to the standards of the National Council of the Mathematics Teachers
(NCTM, 2000). To achieve the objective of the study, an analysis card was
designed, including the primary and secondary standards of the engineering content
for grades 3-5 (NCTM, 2000), where the engineering item was used as a unit of
analysis. The results revealed that the construction of the engineering lessons in the
three books complied with the National Council of the Mathematics Teachers
(NCTM, 2000) to a poor degree and that some of the sub-criteria were completely
lacking.

Keywords : engineering content, International Mathematics Standards, mathematics
book (3-5), Republic of Yemen
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Overview

This article aims at studying the measurement of mental skills required during math
exams during secondary-school examination in Yemen during the period of 2009-
2014. The problem of the present research is to question the extent to which the
secondary-school exams measure the mental skills of third-year students. It is
hypothesized that these exams measure the skills of memorizing, understanding,
practice, analysis, composition and evaluation. For the methodology, this research
has relied on a descriptive and analytical approach, and Bloom’s taxonomy of
mental capacities as a research tool. The sample involved in this study is the
examination period starting from 2009 until 2014 in the Yemeni secondary school,
in which 1,903 questions have been designed. The research also used a multi-tool
analysis such as the percentages and repetitions and the square of Kai. The findings
pertain to the general idea that the exam of mathematics focuses on measuring the
skills of application, analysis and understanding only, and it marginalizes the skills
of conservation, composition, and calendar. It is concluded that there is no
improvement after each year; rather, the exams have shown a decline in quality
during the last few years.

Keywords : Exams, secondary schools, mathematics, mental skills
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Overview

The aim of the research is to identify the instructional modules' effectiveness in
improving dictation skills among first-level students at the Faculty of Education at
Hajja University, Yemen. To achieve the goal of the research, three instructional
modules were constructed, including all the dictation skills and an achievement test
for these skills. After verifying its validity and reliability, the modules were applied
to a sample of 68 students, males and females, who were then divided into two
groups. The experimental group was studied by using the instructional modules
strategy and the control group was taught in the traditional manner. The equivalence
in academic achievement of the two groups was also considered. To verify the
hypothesis of research, (t) tests for two independent groups were used. The research
concluded that the hypothesis was accepted that there was a statistically significant
difference between the mean of the experimental and the control groups in all skills
related to dictation for the benefit of the experimental group.

Keywords : instructional modules, dictation
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Overview

In light of the emphasis of many international organizations and community
institutions on the role of education in achieving sustainable development, and to
regard it as a cornerstone of developmental work—notably the regional strategy of
the United Nations Economic Commission for North America and Europe, aimed at
activating the role of education for sustainable development, which includes a set of
procedures and rules that have been enacted in the form of a binding law for
signatory States (UNESCO, 2005). In view of the importance of the application of
governance as one of the modern systems that moved from the economic sector and
companies and entered educational institutions, demonstrating an effective role in
improving education and a positive reflection of its output through important and
effective principles, this paper presents a comprehensive vision of the governance of
higher education and its impact on achieving sustainable development in the Arab
world. The analytical descriptive approach was based on the review of theoretical
literature and research studies related to the subject of the paper in the hope that it
will contribute to the awareness of education officials in the Arab world to initiate
the implementation of the principles of governance in the education sector through
its important role in achieving sustainable development.

Keywords: blended, creative, self, excelling students

46



Bpiolee ayli dame wleall malazll Al 3deld

EPRF

2l 5598 G tuaall He poll ddiad gl Llle 3 Slnll 2l caline § Losamllly aoyudl aodsl) iag
Jssos 6l a1 s aslsll Loyl e Rnyale clad cdunl s llly Lslyil 285 Colymll JLATY punlgll Jlaazadly
Lne oiless llal e mall 3 Blagll 5] Gyl 2 Jlonzls ailly sslailly wssill 1ia (Sl coallal e um
ol platll sia jlus AT Susr Feuns cesllaly ko 15Shuy Zusyl) zalill e cadlal das oo poebal Jlme 3 Zuolig

puis e ells 3 Btetas Aiglite sy wlaill Sty eelatll LomslpiS akial J) clablly dmdl pan ads
.(Body, 1991 :Seattler, 1978) ¢,Lud¥|

@ claaazmll Al (il b ol 0o (Lo Balanadlly me (el Loguasy edldl patlas yishiy (russ day

RVETRVAREW- X

LesS el moladl pasy e mets B (0 Lo el Logins g bl wlyle pglas 201861 JI 85Lal Sy
gy lla oo JI' (Houser, 1989) yuga dulys gl colks o el Apasl 2l Lusgl 131 Lpeing 5,611 Lealaty o) (S 85l
Ll U ey (slond! mudtlly ASatll Sl e ailopas @ Auelad) zolall conyai @l clegamal) Lilas! @ls
ASadl Sl G aal) dadaSll 5T a9z JI (2001) Al dulys cplal LS« Byde goladlgyalall cibasll 3 cndsarel]
ahldl sk 3 Gwsmll meldl 9s dI (Brana, 1991) Awlys  cylisly . syl Agae 3 Apeluad) aloy bl llad 100!
el sda e oyl Al Al

Acgiie Awgzme Auyti Addl JI oudsanll al8¥) (opad gud @l agde cpws Alal JI 65 laly sids
Al Slblail) § szl qupuidl zaliall lsopad cpddl Adlll ol cus (1996 ¢ quall) dwlys § a¥l g LS olpsl
Sslully Sl agede @ Apyaall meladl 3Y Amialy A¥s 5929 JI (Bebensi, 1980) 5l,>l il cumdl 5Lal s« 1S Wgas
iy Viag (I WSs5 @ (Flex S melind oyl pglodd adbll WS (Kneuss, 1977) dwlys cliogiy <oyl
ey 2l @lazy mosd G aguzelly alasll pwe 8y9500 USES Buamius Slns J) adlall (oya5 § Sauuz b sl 2l
(1995« zmumy «ollad) lhady Aol Joaal 5aill malall oda PS> (e pre Cretddly (adsasll adlall wileLus| (£,

Llylf A e

Lo Gilay &) USLadl SST o dualidly duesSdl oylall (and Liluge Lydieg Luys dlae JM5 (o L)l !
ool cnaley cnalall alezaly gladl stk A dd¥l Alal dm®s oyally Aalazl) cHISEL (po otdgatl) Loguasy 2l
Ludal) Buyatll Slaylell e sleze¥) 2 JusSTly « 2o Al si¥) Aldy o Ayudd) Ll (o ymeially Jlly 2uaiall
(2010 3yumleall) wgo cndsally GIASYN Goa cpalall Adlall Cuged &y Lulazll

Lkl mensts & onelacll Toge 1udly dayy o Bolae¥l Zuudanll Zagdasll oLl JoS zileall malasl cld
lse 0550 meladl (o izl goall i pa unyanll § SIS aalall oy geadl iglubs Byolell Gslul (e suaiall
,all Jo1s agage elall (e Lyl U8 0555 iy cpladl e g o) Bl o Lo S o0 gyl @lally Il Leclsy
Auaal 33a alul aluzial ae o Leo 9las Awsyaall zalill 585 @) ¥ laadly clalai¥ly @uall (G @ 0595 AunaY Asiall
@5 maliy 31 e adSU Al sda ciele L ey (2005 ((ouses 5o1) Adlall @ulai 3 Lz sJeiSilly cawlsmd! ol
el G el de UL uglte 3 onBgaill 2dlall gl ol ppgdey (¥l 4Satll 2uais § o) larll ) difuee

Ayl A

A dlyull Al (e LY J) Al Al aud

Leatr § Ablall g dwemtll puregenl] olol gu (g =0.05) UV Syiwe sic Lilas] AIYs o5 G35 lia o .1

§ gilatl] melail Jltiiad ! costill molind! siai (£1u¥ Sl )ylpa

Crni § deymtlly ALl gueganll o1 oy (g =0.05) UYLl Sstwo iclilins] Y5 S15 G956 ia do .2
§ Silatl! melaill e @ilall guyuil] molinl) Siai i)l s9pio

Lualyll Cilusal

Dleal) eedatdl e @lall quyaddl melidl 3T Adpas -
skl Ll b il agiae olat Bl ol -

47



Bpiolee ayli dame wleall malazll Al 3deld

el gud Sl agida jushat o (1Y) xSanll 2 § pileall peladdl e @lall qupudll melipdl LT 2dpae -
Lufyll Agqal
Ll deadl -
SN pyede slardy (£ludl pSazll wlll dieisy plell malazll e @l oyl zeldl  Adyae Zualyall clgl>
83l 9 « Jlell lda 3 st ldl Lo ddiun lalysg gl sl adgdy « saddl Gojlie @ omsladl a2 ddball (e dipe ]
cealall sda cyud @ wbylaidly ¢ lilly caasdlll ASazlly alzsll sladlly Gaarlly g lu¥l mealia Jo> 3ylally ciloglall
Lleall deaa¥l -
oo ol sda e gl oSay LeS ¢ alanlly elaxld 3 die Salazaedly Zualyl) sia 3 Jgenll gzl (e sMYI dglns
s s,all Boyall (£l Ley sadlall Slid o W8 IS dpmiasns ST 45wl Joey udatlly Al 85050 @ Cnlosadl i3
A3 2 end @) amll @latdly W e 0L laze ST 3o s mq payall 3315 Tae Baomg Akl
Lyl cloellaal 481 ¥ 9 Apagalat! QL&.;,;J."

pased ilyr caliray e@hud deeis SBug clelexlly o83 L (et yladlly Abdi¥l (o mose bayls melindl —
(1996 . gzall)
Cronse el ol Ladil ol meall larll e 2aslall lpsdly Sloyally Lugydl o Aegazme (L)) uusll melindl —
onalaill &3 rusmily - ALaYly 259,009 28U Slyles Aait! Lagpms
- (Alexander, 2006) ,uiwsSl gobae¥l wulaill o cowgoell pulazll 7z Lol ga iz3lesll @lasdl —
A8 Ak Bugas alpsg las JI Jgwosdl I e aally Budall 2ulaall Slbladl oo Aadusa @£l 1Sadll —
8 posiadl ilss e (e QL Lele hamny @1 2l 4l Wil 8,09 (2008 3l 552) laa 235l
Ayl sia
G Al Lilr| C8yai9 ((Rogers,1976)  o,3¥| ladl § Auwis ga laly LS Auis (o 3,80l 8yg4m oldll ngean —
Ayl sds § ol asede ulda e yalall caall (s Lacxy
Lelouzmag Aulytdl g
Lyl @eald Gl Al e G Gl SIS sl -
22012 alall o G gelyll Jimall s Glasdl usedl -
(5553) yalall Cagall s @pddll umdl -
Lualyld) Slstms
LAyl Slgol e LY 9 Al Buzy « Auwlull SlasY LyiesSiwdl patlaslicilgall -
Al @l epend 261 -
Gladl U1
wileal! mglazll
& oy uad 2asbe Laylael LuSey ¥y Lelasiuly legass ASYI 5,000 5ymlall Lo dazall uopasll Coglad ata
zeold shan ¥ (gLl bl STy sunyanll osleadl I Alladl gud Zulaall colyuall sais 1a8 (aglydd duaisy 2ulball alial
Lol meladdl wlaas oo JolS) plaseialy duedaddl laadl o Joladlly JolSl 3azs Bupur @hb oo Cemdl bygys
(2002 « yall) golytll ZLall ligSe oo GsSo Ldumgr Lpwarynll aflucdly Lyl
xd! elatlly "Blended Learning” :ziledl olasdl (uoyusdl Cigludl 1 I 8,La cilelbhall oo 4331 puserud
oliadl goand clldg (Aegite slowl mlasall lda sy (Orey, 2002) "Mixed Learning” lalizll @ladlly "Hybrid Learning"
GlgSe bls @ b laded obally celatll cleluy (dedldlly (Bladly Sl AN o malasll Slusl § peud a3 &I
- Otelatell Apeslad ciloyies Bims [ises Ladle wlasll 09+ Jlady Coulio Sy Balises yolic eus AleSe

48



Bpiolee ayli dame wleall malazll Al 3deld

Jseall qelanll &eadlgg 2oudas oo clanadl 09 pelasll § 2uadll Lo oleiall Jloaiul zilaall eelasl) dasly dinz,
puzdl Jolsill Gyl plasinly dwlyadl Jpmall Jsls ;aldl Llelazy Axtia (29 ulyll diasll ) Hauasdly ¢ Lisle & Le
plall JF alasdly Blall Jas ddee plans @) il peladdl lda caimy (Sasy AisSiadl AT daslg oy eSS
s1ol Sotun ulidy 2aally wmlly cBoll pdeny eulanll (po poull Ida jremy . Aalisll g AN ulasll daslug alasiuly
(2007 « dagd) Adgdua dpaglad A dsiy Allall alall byl Jpamdll (s (o liali (Jlad Sy Logdsy bl

eelad 1 Jguooll Chue asladl L) ae 359 AV Aadanll ol Las 3l (Alexander, 2006) yuwsdl 485039
Cadle a9 g3

Apagdad ol Guama) Bylally wloglall Jasg Aaslhal zeliyy 45l (Bark, 2004) by 4éyai g

plasialy G A eulast) bolal J1 28Lal (o A0 wyndl Reus Baladl olasasll J) cagais (Julie2001) L
REFATES (RO PO |

et Lz J5iSs Cadags pe Ladadily duaall 5100 daglatll Jslugll Las) (Bersin, 2003) (e 48219

suslgdy milerll @edasdl il ) e

wSas 855 Jobl dplin g5l cablgn 3 Loyl Jaig Lluams Uguwg Bjlally cloglally oludS¥1y Lol ue 8L
¥l Lolsdly Jelall dlee Jeady cpubanll § adSilly agmdl oo Jelanlly cnadaill s ulydl Juazddl &g a9
Slas e aszm Slmi¥ly eVl Aoy usgy 4 LS gyl ploadl allanily bl Cad sie Glassy el peizll (e 7 Liai¥ls
(20128 poliall) elanld Ao 20l bl sley¥ nue 509 (rpsidoy hoasasS Cralall telung «elasl]

lazll @ilylag z3leal! melaztl

el duda (§ byladl sda ol Gy ity A2 9bl cAerdailly deladl Sbyadl e sue e Zleill @ulasll pga,
adglls ne 3l J1 A8 clgal (o L) iy cla g Wlad Lol 3amy JaSG plate eha] J) cdosn lad (oo dbignty
el Slas ) 8 SHldng crleld 3955 O e Crredadll (1SS (3 palud

I e« Bl Jguas 3 olegadly alisally ol Je oSy il pedastl e 2S5Ladl &laill uS5is
Lo yd Zogunlodl 400l Al ad¥l § cdlall zilaal) @lanll mady oz « osllas sa Lo JI Jsumsll (3 ¥l 51,80 @ulasll w S
elall o il U35 0939 @l caall Jals dajiai &1 cISad) Jalod 20,4l claLadsy) Agles 5 (o 7 leill
£2009 « Jeelow) sl poinly Alae o dazly 045 Slizmayn 2950 Cswlall IS (e dudiy Aad> ol 55lmil o Sl SLs
Latlos Asla¥l 4Ssldl Cdlual wyuzet o dwyall sda cows Laall eladll Cadlge @uasazd (2005 ol 2007354

Lty Aoles ST Uslute juolic Bue e Aaild @lad Ades disogy ilaall pelastl 1 jlais ad el aladll Lal
Ko a1 plarlly @lall cllend Zazdlas ol Ll pnliall oda (o S sue po plazll Jelas LSy ladll g
s ) lasll Cadlge paasas callagy Llaill sds g Auleg ¢ juobiall sda (e Lple Jsuaxdl @ &1 Sloglally cil@dall
Otelazll BLG1 de @ Layladinly Lasads & 5laiadly Lsall clpill quudiy colpsdl sl dwlidl ulsxll e elasll alps
(2003 .aeylyall) e Hous A AlelSilly Abay AL ElusS eIyl Ales @

AR e Fludl Sl

Aegig Adlezy dunlaliy Sall AMatuly Camny LSy 4513 By 10,8 (sl aSanl) wlhld duazill 5yall am
Ll sle bl oo (reaal] 2olidl cilabas¥l (£ Y Aadasll malidl 059 ¢ Orae adl payanll wie Laylay (S ,IK8Y1
& ol oleadl (K6 .(47-43.1999 « Jyladl) Byl maldl Gl 7yl oudsazll dlall Bjles Bazs goly oo el
Laad Al> S8l Ladsgn Auelal s llgd Led Ogmily Tuaie mglo (o Oslam (Aadlully Aasdlly 2udaall w@lus
{(Berk,1997) d5glate ouds 8y1ya3 (Sasg 85¥g & 1us¥l ulgy M <(Sternberg & Lubart, 1991) e 30,9

ASlae oaudly 3,8l A4S Ll audg Lo LSl Tasg cdalall duiy S8 s o0 o891 wie ol agde AL
S A Sl oilazd (2004 yallall) & Aozl agylall S ae aSEl s ) Vgt clllly wlasll due cliug AMisb

49



Bpiolee ayli dame wleall malazll Al 3deld

Sall elys) e slere¥ly Lz of Liled clill pid o Sasg (1995 calasell) adgzadly dManed) daisy ol il gai § wilall
(1963 caaw) wlBgyall oit dlasy (i 2dlat)) oldhaill (g By LB g,all

(1981 (03u0,l) Apeunlly Aueloiz¥ly Aulaall Lalsz § Lod blo)) dnasddly Ly @l ealall (o Sldl uad
G 88T ST U semge (T o ldag oemg aSatlly aSas cladls celiy 4l lusle ol S @ clin of olud¥) ety
G2 Lolee OF 3] aSadlly cladl Ol yyas Aadad) sda BLAIS| (¥ A8yaall A0 Ll 093 (e @l dI dee ¥ 0F 1803 558
Lo 2eela¥l Logiasg YL Tolyl AT 0sSs il Lolomy) Togein clliey gl 3,806 (310 oo o o liall i) ) lie
(2002 5 9,all) (ay3¥1 e Iolaze | AST 5,411 oS5 Sl sda (uSag

oesr S0 (35250 BT 03] 88T BT) oylSs gal malsll Lanyl 65 aSanlly I @83ay ot Ll oyl llazasl da
lades .olddl JuSad oldee ol Ll (Burns, 1977 (1975 cauw) aSatll Lreg ddaall cldeall degame Ll olddl Games
(1995 « axl) 1Satll 2l giume olSsludly c¥laasyl Gauidyall piels (1988 dal>) 31,891 slized Tualins Iyumie Freud wjss

plisl dag (1989 (Sagy) ol Buams § Lwladll sslasdl (£ Zrlu¥ly Sla¥ly gladl hxll (2 ldl dad
oliadl ) gl Sl bwgn G adl Gldeall o adMazadly c1o¥) Byog Adggad] Jazes 5,41l 3gady il
.(1985

A28 Il e By gud) el @ el M5 (0 Aueleta¥l ol il duaal e (Sternberg, 1993) § i 1S5
Ll pumadl Loy Lol Lasygyusg Apablally Auslaia¥l dpaseadl (psSs § Jolse (Sylwester, 1995) iusgliw sa> Ay
Blew e Muadine g 3,8l Sazs Lllaasly Lable g ddl Lowyall clga¥l e slan¥ly Lole 8ylacudly (L laty (Lablgal
(Fle!

Ayl byl

Sl aSaally zileat! elastly Aalaztl cobulyll

Ldlaal (& byl dalies 2,883 by (oo Slinay 4Satll olileay ilaall eelatdl 28%e ) cplial &1 lalyudl (2 5,08
ALl 8 B sSandl Loylall aesladl cpaltdl Caall Bl (e Bie e cdae @1 diwlys (§ (2008) Allgadl Jand Lelpiieg
Lats @ plete ol alad z3ga plazinl w0 sladiul sxi eglalzily polall omie (3 (2008) Aol d,8,a0) A lladd)
Aegazll Bas Ll 3l e 0y Adlay LU (138) (e &g dulyull Zige cilly o ¥ad Ladill wlall 3,1l salall 5Sasll
bl (oya5 o @l Aegezll (e pileall eladll malasl) z gl plasialy cys I

Dolete @lad maliy ploskiuly A=l jeually @palall Guyus 3T e Bpatdl 1 cdua dulys (2009) sandSely Ay
S oszs J) awhudl mln oplaly dullagdl 5uy) dasle oo aeazd) Ogiall Ol (o 2dllog Wl (14) (o Byl Aige s
oo el Sleetia Al 7Ll sag2 Ayl @ls oylal LS el Ogiall Ol wlyud Geas e zgail] sl ol
A Al at) Ayl Hguall

Aol Al mely b wlas @ plete plad meliy plasiul Hi e 2 aSH clua 2wl (2009) o Gise G2l
zoln i dpall Goylall &b (e prelidzadly rolall Ml (e Ay s (416) (o 5SS Ae (e Ayl ciaidog
onalad) &lae sl Zdladl mllal 2,Ka¥ls deelall Slhuall juiad § melidl Heo @ludl cpdsl el § dualsl AUl

G Al Goiws e Bl @lai 3 pilail) ladl z3ged ST e adSO 1 cdaa Awlys ((2010) Gy G
3 Sl Slaaladl gus] § 20l K Ll Ll @lal Slilus (o 2dlag Wb (216) (o Zige e Lagdas @iy D]l
Gl oy e @6l aleal! el alasrnd Bilasl AV @3 dolel 39,8 G 929 melidl @l cyedsl el Bl
PSSP TRV R{LE FTREBA P

Al e oo il lad 35 jglas 31 (e ST ) idua dulys (2011) sibe psag Mgt pld o0 IS Sr2 T
Lipe cddoy Aaslzll Db ) cISEL J> aillay (slan¥l 4S8l alhla pgland dpelagdl oMl J> 2o alusiuly
Cosdiiv) eplatll SLaES 3 elas (5) (e eSS Adlily Geuy5 ms (15) (e Jo¥) Aegazmll cigSs copicgams (e Auly]l
Bl 50l 08y e slasly (ISAL) Jd Hlasly el aSal (udsss Hlasly cpileie @laly waydd z3gai dwlyll
e L Jgumzmy cHISEL do> 85las cAueland) 2,8aall SlLL Gatue cpumiy sshaty gileill pelatll 73503 3yud dulyull
Al § dadall sl 4Sadl allas) G eIl d> alhlas] § e abladl § Jef aldle

50



Bpiolee ayli dame wleall malazll Al 3deld

Sl pyqias gileat! plastly 2atazl! byl

Loararll Aleall Calaal Gaams § pleill pelatdl e @lall elatdl 2zl il 2ol (2005) 5059 Lileye 2ulys uS]
Aldly adlaaidly Adaall Loilsa caliea,

ot e Jend pleall peladll e suazall plazll Lmglinl of Je (2008) sidy (wSiulSle Awlys @S] ady (lia
hldly Bgly (Jaally (ops¥lgms slmi¥l § Bzl Anlm¥ly cduolsall Shilea Ling coupdially goladl Oyall ililiay ducisy
ey a8 lleag (dpe Lozl

Las Sl psqdns Zaldll Zogdl s e edad meliy pluiial o ZMall Zulysy (2010) Ssea 2 Blsedl lda G
Sl gus] § Adlby Ll (614) e Al cads tus golazd¥l slaia¥) aunglly (Brally peally uizll lpazl
Ols pe 0ols Flaazl @3 agan ) Jswmsll Aaline Slimslinl Ogading bl o J) 2l mln cydsly Al all
el puladdl wlluwe § CIlal 485 Lae A58l sy I g da Sotuw

Byuall (g gl ikl lanll dalash alusial (r 28l (e S @lg (2010) gludy cdud (98 Aulys L6 cliS
oo Alyll A il MY gl SN ssda cucss e a3l Jalatll el 8,08y celazll lee agal S £6)) rumty
BB ey 29 A BLL Tyl ety Appall lablall gas] @ Llall Ll olall (e 2y LU (14263)
plasiul o cpls LS O g dalizll ol i) cualie 2ali 3 Adels @3 ol 23U @ladll Gl alusial of d] 2wlyull
Ml gl w28 SN pggde unces § Alad Aoy AlalSall Il Lail s ae sll elall

bl Slalyldl e Galaztl

eelatll Z3ga Aulyy ) e 1B Lpasy of (£l aSally pleall eladlly dalall wluhyuld Golad! (oyall (e puay
Slahll pasy cdolis WS ((2010) (idass Hsine «(2011) siuis psy pistd pld Auhys Jia (£l 1Sadll e 6,305 Zileal
(2008) Ayl duslys Jia sulall 1Sazll clyleas 4i8Mey ziloil) @lazll da,Lell

elatdl z3g03 Aulys JI Bua 3 Lpasy of man old agiey ziletl) @ladlly Aalaall dayladl clulal) ey L
L) cluhull pasy cdolis LS (2010) 3ssa 2ulysg «(2008) sidy (uSiulSle dulys Jie lddl agae e 0,8y zileall
Aulyog cpladdl loe agal 1A £5)l Crums @ (2010) gludy a9 Aulys Jio 63T Slpdiay 418deg Ziloill @lasll
Sl pgiaay ASHull 2l 8o i) cpws (3 (2005) o959 Lileye

Ot Azl WMLl (e L L S5al LS muladl G ol edaddl gl el Alamyly Alelay byl oS5l
ASadlly ol agiae

2ol Badas 2 b pileall eladdl Aapbs 0d § byl (e Al dalyull cislazwl a3y

Lparg polall b Jo co cligall pamg (opaladl Zdlll oy «&b¥ly oSl (o clive cdolis Slulyldl arexsy
dudly Bl Leasba oo Al 2ulyull ety claslad! 2l e

Slely2¥ly Ads,lall
Qufydl o) ,81
Asslre § petl) S dlle S oylie & 58Il guladll bl Capall 2l oo Ll (56) e Aualyll 1,381 06
dl oreadd) w395 @ds cpads § Alyl Aye ST 8593 i Lyiad Aashy @ayliasl @3 2012 /2011wyl plall wyl
oeyamll e Bahll A 31,31 41593 (1) ol G <Lolgde aslally Zunymtll (e gamll
AhyLially dunyztll Zulyll Gogeme (o Lualyul 31,81 a1395 (1) Jouael!

Ll sue Laidl ol Legarl
26 Ot ke Ayl A goel
30 cbls yale Ahylall degazl
56 oilag (s sazll

51



Bpiolee ayli dame wleall malazll Al 3deld

Bl bl
Dl walall o wlall gupuall maliall : o8 5181
‘;‘-‘fj-’)}‘-” E"L’f) ‘Alm.ml.’ (Aeedad! WIS codl iy “aMb Ol s ‘_,L}I) ‘?Q)Jul.a_“ ol b)).E_U 21..4.94_” alll

“all (Internet Explorer) meliy plusiul Lusye oS o Jatun JSCay cale S (355 6329 (Uosadd! Fllas mebipg
¥ (o pel) Tadg 0¥ 3Ss e 2815kl (oya) Lapias

Lida9 Auardaztl Bl epasais sl Aoye s foll Aot

L9 ASH Aaglaztl Bolll sluse] :aalell Al L

Ayaslatl Aymandl gy 22l Ayt

soall s eelanll Jiluoss LimslsiSlly SlSadl 3 (olars¥l 653 caeSmll o Aegame e gyl malidl bye o3
FSAN e 5Ll cnay Ladsl @3 ady ccdlpuadlly SllasMUl (any @ OSE (dBuss (e uSLU Gl bzl § Gavazall (e
alill clalily olsI9 sLasl o3 Uiy (A8s ey A Aaylay dae Jolazll (po whatll Sies Blds Al alipdl dudis e

Slasly ol pad sl @ walddl (asy oo sbaa¥ly (Sl alasialy celateld il alad) &8IS0 L jlasll as L
Awbl) Lglasd|

(1) 2lasll) 5 yuall (Sl ASEIY il 93 L) aalal) 315

hles LNl udyg Ao ¥l 2l Jually (adaalll 3yesall (1) ziges Slandl aSarld il o3 5las) alasiul @3
) Sasll
alt ey @ atoll Aadgrll LY sae 3 Jiexmg SN -
Sdsma g oy 3 bl e LY Glegeme Cadat (§ Jieiy ity ll -
L sume By § Bgrudl a2 LY 5,85 sue 3 Jiemsy :llad) -7

(1) adasll 3590all) (£l ASanll (w93 slas! Gubso

QLIS S 5L 1 Blagases (aibias 7l 2yl dulys (1983) Jaiidl gy

T LAt 8y e mszmall Adlall Lole Juas a1 g 1l 2SI cloyadl o Lol Jalas lus 5 (e ] Guse
(0.05 =0) Asliax] V> =15 2agd (29 (0.70) LLa¥l holas gl Cu coiealan o1yt @ilsd @ Lole Tslas &1 oilayally
Lo lly ALl hles e Aueydll Guosmall Sy on (Jarddl) U8 oo bladl Jolas lus @3 o oIl GLus¥l Li
Otsoszall Slays o Lol chlalas @ud cmglyig el HLasdl e 2081 Aoyl po slast US § Lele Islias a1 ALYl
4t wad il (0.75-0.40) o (£lod) xSatll (il se5 HLasy Alaslll 5yguall e asladl HLas 2SI dmylly e sl
b Ll Aglas) A5 @3 Lasezs (0.72-0.49) oy s gliid lLa¥l day La <(0.62-0.40) ¢y &i9,L1 wady (0.75-0.46) o
A1 Aoyl aeslas) S 3 Al Lede Juas (@1 (LY a5,y A8MT1) due il (mgmall cilays ( Ladl lelas
Ailas] AV &l Larenrs (0.84-0.37) (i cmglys wad o gl jLasy

(1) 2ulaall & 0] el aSaall i g5 sLeas bt

Lye e Ll Bale] danb plasiwl (sladl xSadl) (il es whlasy Sl Jalas zlaiwly (1983) Jaiddl ol8

ASanl HLasy 2l Ayl il Jolas oF Gty «Jo¥) Buatll (o aly syl diie Gy Bylay (il L (120) (o 2355

il e ALYl 259,009 a8l (0.38 .0.73 .0.74 ) 5Las¥ slayl (e ay SO bl dalas 0 cn> 3 <(0.70) oS (£l

Aulyog (0.83) &y Zus> (2003) §5Lay dulys Jie Aol il § wluly pany @ b LS ald oY 5L 1] of oag
(74 .0) &y Zu> (2008) asseadl dulyzg (0.87) iy Eu (2004) 4l

52



Bpiolee ayli dame wleall malazll Al 3deld

oo Wl (39) (o 0585 Aawlydl Bige 715 (oo ApeMntaol Aige e diglad §pa Ayl sda @ 5Las¥l ol oo uSTally
el Lasy A Aoyl il Jelas of s (Pearson Correlation) Ogewy bl Jelas cilus @59 el ylae 3l
0.745) 4L JSS £l

AR poia ke 2L 1o
Al slasl ) o penlall 0dn s 35 (i +0ba3) e esslall s es + gdsll i slis & enlall
8,38 (48) AilWl disgue @ obdll @lyad sue il (Jlaai¥ly (was8¥ly (uadly 2atlly « sloaa¥l) (Lo Il agae olial
Al bl slayl (e de 390

o by cdBus e aSTl 2alire Slayass 3 oyl A slael oo Bpde e ¥ dijgmy bl (oye
e <Yl o Su led Gllly deluadl 4859 duuas ‘5..'\.[\ =l J) Lelemsl guey @lyaall sda Jy Fhdady ﬁ'@’;u elal
Al sda e JB1 e cdias Sl @lyaall sladul @iy Lpeuliog L gy (de (reSell (o ASL %80 aex| (&I il paall

Lati Flog,S Uslas plusraly s ludl GLud¥ Jalasy) 105 Balell ol Jolas Bolay¥s Yl yolaall bl Gilus o~
(2) Jouz & zoge 92 LS

JSS wlaally olatt poeia obiia slayl oo dad SO F Il Glud¥ly Bale)) cild cdlelas (2) Jogud

Ll ald Jolas
salell bt Jalaa alyaall sue uadl
sl
0.90 0.85 16 “,cu:..?-}!l
0.84 0.80 1M owadly dasll
0.87 0.81 12 (@S¥
0.90 0.82 9 Jhﬂm
0.91 0.85 48 JS st
byl Culize
¥ el e dwly)dl cdozil
.@'L«.Iil p.g.la_ﬂl e p.‘.LEJ| _.‘.p..\.ﬂ\ @Uﬂ.ﬂ Jazad!_pazt :‘231
Anylall ulpuiall Gals
(Sl e bl —
GR1 01 _ Oz a.k.)‘.fé." a.ﬁ‘”#‘
25Lasy! At

Ayl s e 2L (T test) 5Lz by 2ylakl sl =il 2ol clbwgil] alasial o

53



Bpiolee ayli dame wledl! pelazhl Al 4deld

Lyl il
Js¥ Jigadl o

Shasl e Aaybally Zuumdll Aegantl olsl oy (0.05 = O) 28LasHl WY Gstuws wie Aglas] AYs Cl3 Ggyd dass Ja”
Sbert! malarll e ilall gupall melindd (gpad Sl Sl lylen

ALl A gazelly Tyl Aegazmll o158 2Lkl iy Lplucel cllwgill zystul o5 Jlsadl lia oo LM
@ Apluadl Slawsill on Abasdl G9all Oldy Acgazmll piie s JSS 5Ly (Fludl sSadl Sl slasl e
lls misgy (3) Jgamdly "o slas | alasi
e lasl e Lubull Qe 3lal olol e Aogamll 38 " JLasly aylall clilaidly dpluadl Sl (3) Jous
cdgaall ALl gl gl

) Slays Ao | Bl Lo gl o EFA |
45lasy! Lyl "o &kl RS ]

.000 54 -4.372 10.46 44.23 30 EVNIN 4
11.78 57.23 26 EWRES

.000 54 -6.590 375 18.33 30 ahls Lgye
3.66 24.88 26 EWRES

.000 54 -6.035 1.56 6.80 30 ahls Ul
1.48 9.27 26 EWRES

.000 54 -5.752 13.19 69.36 30 ahyls Sl pSad)

15.46 91.38 26 Abys S

84l Ao il Sl puer @ alad! golindl 6523 (0.05 = F) Aslas] Vs oI5 By 3929 (3) Jouzd! o Oel
s1,8l alae leall meladd) plasiuls aaw,s addl ozt desenll 2131 lal G9,all sl LN 22yl (e (£l¥)
(2488 .57.23) Aplucdl cllhwsill e Anpmtll Aegazmll cdias oo Zoalae¥) 2aall Tgwys ool Alaylall degezl
e dalall degenll clias> LS (Aol g ll @8al) £y (sldl ASall Sl o Bl S e cusilly (927
@2 Lea (005 = @) AV Sgiun oo J3I 2slasyl UYL @8 2o Eu> (6.80 48.33 (44.23) 25¥! Aluzdl Sillasogall
Ayl Aegazell 5131 o) (Sl el llee ushas § Ylas o8 malidl o

S gl l il

Lutymall Aegamdl elal o (0.05 = O) AsbasYl AV et wie Aslias| ANs i3 B9yd uarer Ja" Sl Jlgeudl
Toleall peladll o @slall quyutall olisdh Sa8 il pgqdo ulsin o Aayliatly

ALl Ao gazelly 2pnymtll Aegazell 1Y Lyliall culdlyomi¥ly Aplucedl cillasogill z1siul @ Jlgadl 1ds oo L
" Hlas ] alasiel @ dplucd! Gllawgall sda o Goyall ¥ Gy Aegazll pdie i Balayl ey SISO bl e
1eld misgs (4) Jsazlly

54



Bpiolee ayli dame wleall malazll Al 3deld

SN pyeia goliia (e Buabll Luge syl o138 Aegash] 38 "a” sty Apliall Slilyaiily 2pbucll cllawgall (4) Joda

ondgatl) adhall gl
Ayl alays Aagd | el Loogall o e gazell
2ilasyl e e &bl bl

000 54 -6.997 27 3.02 30 TR $lezs!
25 3.50 26 Ay

000 54 -8.737 32 2.98 30 TR s
32 373 26 Ay

000 54 -7.205 37 4.05 30 il Py
26 4.68 26 Ay

000 54 -5.707 52 3.26 30 TR Jlas!
38 3.96 26 EWR

000 54 -8.183 32 333 30 Aol | JSS Il agghe
26 3.97 26 Ay

B9 oIl ayeaae slal arer § Aegazll pial 5523 (0.05 = @) dplas] A5 3 39,3 3529 (4) Joazdl (e Ol

Lylae zileall pelasdl alusiuwly lgus cpddl Ayl degazll o181 Allal Goyall celey (SO clddl pgal AN dn,all

$3.73 :3.50) dplud)l Sllasogill e L pmetll Aegazll clins> oo Aalaedl 2an bl Tgawys cpddl AlayLall degazll o180

cdias LS o (Jlaad¥l (o8 uanlly 28801 flaaa¥l) (29 Sl pggie olide sl e day IS e casillg (3.96 .4.68

aatll (sla¥l) Sl psae olde sl e (326 (4.05 2,98 .3.02) 4u¥l Aplucll cllawgill (e Alaylall degazl

zelindl Alad ) pda liag (0.05 = @F) AVl st (o J3I Ailasy! YU @b o s (Jlaai¥l a8« uadlly
Fludl Lssle

Wl Gorue wie Aglas] Ay @bl @9yd daed Ja" ide pan dlly Jo¥! Jigaddl il (Jo¥) Jlsad) mlad adsle
" guall alinll (g3ad (Sl¥! Sl byl slas! (e Aayliatly 2pupmall Aegamtl olal ¢ (O0=0.05) 2sbasyl

Luyzdll) niegazll Ao elol lawgia o (A= 0.05) dsbas] A5 &b G9y8 ss2y "o Hlasl  mls wid
Glusd) bawgall iy Ayl degazll @llaly gyl meliall G5aT (£l el HLasy gaadl HLasdl e (daylally
- (69.36) alaylall degazll (s ¢lol Lawgio gl > G <(91.38) guasdl HLas¥l § A ymdll Aegazll (DL £1oY

e pilaill elasll 2353 8yudy Aleliy Lamsl G (2011) sk poog pigantd pld Buslys Biplsl Lo po Bmylidl olia il
Lol 51 LayLlaly (2010) hdinsyganye dulys domls 5081 Lo Idag Adlall eSLEL! Sy (£land 4Satdl (Blea (e S cess
el Aol ol aiany 2dlall 5)u8 (s (3 20l 2l el Al ayus e @Al gileall @lazll z3sas alusial @
Lolas] JIs bl 5T 3929 iy 3ls (2009) GgadSiely Bualys dmeli o Bmglill sl LeS Aunll 28,301 3 L] gusyad &I
ol cig @Iy (2009) ¢ Gsa dwlys @l ae S 3azg bl dela¥l S Gruss @ pleall @lasll 73505 alusrud
leall lashl zaliy L3 oy dwlyudl 3 cnSHLadl odall il &, Ka¥lg dpelapdl Slhuall j5a e Jos Zileall @lazll zobiy
maladl UL ae A5lae crusbidzaddl O oo aulels AST oK

daglall sda (asbast Aladd @lad ol e Je aelu Zilaal) pelastl 2asb alagernl ) il sda giad of (Sas
oo oalxdl § Lmgl ! sla aeluds celaddl Gb (e dasb (e AST On pedd @b cAmlml plad lsleg il syl @
pods Bl Aratey @latll By yady Leigs llally (3 yimloell iglaol dazad @y Apaleze¥) Al lly 2dlald ) @ladll jallas
bl e sss Gl lailly el eudadll & Azslarll Aaplally Bugia el colul 3 Ladbssiy @l e Bl do sletluly
ognllly @lallS suime (o ASL o puds Ladic Loguas s ] 1Saml jam Las o puis &l clalbially cualioll 2kl
Y

55



Bpiolee ayli dame wleall malazll Al 3deld

el Boby J) o5 gl ¥l Jelanll oy8 Adlall mdy (relall 392gn cuwlaml egydl s ol I A8La)
o Al ¥ SLLL 5u5adg Apadlally laydudly
Aegazll olal (o (01=0.05) dgliasyl AYull Sgima die las| AYs @l3 Bayd dags Ja” Gl Jlsadl @l 2adlie s
Sestert! malaztl e @slall sl malinll sad il poqie olita e dlaslially Apu,mell

Luyzdll) opiegezll Db ol lawgia on (0= 0.05) wie Libas) AV Goyall sggs " Hlasl mls cuyals
el baogill 4y o Azl Aegazell @ty oyl moliall grad Sl aggie sLasy guadl 5Ll e (alaylally
ey Las (3.33) Ahylial) degazll Adbs olol bawgin o o> 3 <(3.97) guadl HLas¥l de dnymill degazll § DUl o1Y
Sl pgide Bpais § lerll peladll Banylay s S Bewyll Aegazell Bpas )

plasialy Ggasdy (z3l) pladdl slse 3 olzmad] Adball o) ey (§l9 (2010) Seen dulys w5l pe Aaladl Al 3259
elatll Sl § m@SHlie Lle cadsn, ol o ageall 1ia Oly o Lols (slainl &l3 pogdn Juamt) Ol Calise
BPS\

cgluds ek o) Aulyng (2005 . gu59 Lilzya) (2008) sy uSiSle (e S Huslys L pe Amalill sda 3435
e @ilgioY meliall § dosall Sl agde uilsr puer Otucmiy Apais (e 3018 ol bl pladl Aanb of w1 (2010
Jandls Bogady iy llall 485 dueis (o Aullall (usas 3 eladdl gl AS L gl I Ll 90 a5 Leld (e Aadd)
Al ALl olg2¥ (§ WS)Ling 25LaSs DiS5e 28y & Ul 595 (e Say silly eabasl) § Anilly &l 352 5d e Jms 093
Azl sy palazll 3

oo JLaYl e ) delu 3ladi¥ly Ll § 595 om0 g Loy (alatll malindl ol I bl s glayl oSaus
Lulooy adlsay sgeoy Slssol (o eladll &l Aecludl Gligll 59299 Adlll BLGI Gl § dals (o igwlell U elall
danh o LS Gud @lddl agae LgaT 3 deluwe JolaS Lol @I loglally clyL Al GLudST J1 8a9a59 Cdlladl welud dalisee
O LS oyl o lid) Zalall 5o gz a1 Aa i Zsolid) Zaz ) 23450l 83950 alidl M5 (o0 Bt Zileall el
Leais e 3yaall mead Ol eayadly Adlll jelin jie elasll oilpte 2l 4 il o8 gl QL Sala &1 Golasdl ¢lg]
Soiua pdy @ palud Busuz H88| )b I massds o) oS Lo S By meliall ao Jelail] pales bue (pguaded cilye auex
e ol pocie

WMall ol Jsall LiSard calinll 1 5,58 Lole cuald (&l Zawlall (29 elall 5o0 olall aue die Jsall LSy 1nsl
gdsll Jbo pealoz S (10 B9 G9g ilS Lage @a)lSaL AS,LAL) Adlall moss @lally Adladl oy lema¥lg duzdl o912 Ll
Aoluy O LS coeuasd @ay3085 39 dyztll Ao gzl Adbs gl I agiin «Susaiy s § I3 (S ealug aibls el @
calaa¥l 1 daldl 385 Al Jax J1 Leasos olagas olillly dazlly 7,all 31al duaglasll 3olll o Jaz 4554599 molindl
Leagazs I adly 330l

4gpadl a2l

Bralall (ol @l b Laasdi-bapdas-laydd— Lali) — Lasesas: 209 ASIY clyyall (2009) cupsdl cdiebos) 1

s

oles Sal 1 .(31) .Gadally gluidlls Luaskl (2008) . 35 .col5ym

gl Zopall ALl (L, (Spaddl AaSe 21 Szl malal (2001) esalpl (!

www.alqurtubischool.com (gl ;&) Zuyus a8ge «gls o3l (Llic (ndgarll 218 " (2001) al>

2saall Al 46 A AUy 23150l G crelaal) el Hsbadly S geaa” (1976) olay pdadl ie dal>

co2bdl el aie Gl Aasols

yuiSeayl! ¢ LI S 350 Dlally pagseddl (guaill wlla@¥l (1995 ) .call (Axll 6

bl b anladl QLS s dilumgluly updadl @l (2001) 1 ogame dexe (Al 7

el a39ally a0l plak G o iloll Wlag (sl adl Aazy3 (Ao ASIYI elasll clymgtiinl (2005). 0 (ols 8
Logwe

b st (Pl aSantl 2pas o uxdly ilaglally Jelaatly cibled guys galip H81" .(1995) . cuall dae wsly ccglasedl .9
iarle Wly Ao ¥) Zaalll Ldadl lalyudl 308 "any] Age @ @ubaadll palall cagall

[N NI N

56



Bpiolee ayli dame wleall malazll Al 3deld

sy Aeldall JSall 5ls gyudl il Lol azys ¢ sl  aSaall udazd coygSH maliye (1998) o caylon] < sisus
Ak (olee ‘E,'}:Jlﬁ

Ayl wlle 1o gl galidlly pladl ghusl (1989) urusll (Kas,

Syalall el dadall (Sl Wle (2aallly Wgalall) sandl (s @l (1985) Dl die dal> )1

3L olee ignlly yadlly Acbdall ,Sall 51s (nagastly crierl! dy3 Jf dsue (2002) Ll 59yl

Al g Jatdll wlasll 5,03y alall Saxll Apais § gibete alai (glal zigad pliciul Adlad (2008) wllu .allsul
031 eyl gl Ansla Br9dde a2 o) y538s & 9,bl agas rlalaily polall Cime § @bl cpalitl casall

Spalall el a @il ¢ Lebylas dlalid dLelodms Apaseddl LagleSiw (1975) auid 3pama duse

10lsiny 59 egilaall @lazll of asluogl suazll g AN @lazll Jladl @lasll § Ayudl Lolai¥) (2007) . guilacid o dagds
NYCS JUATE-PONES “ég‘.sﬂl sleze¥ly elazll Baga oiless

plipald S paa8h! aslaldl uyus (8 Akeadl clpazll 595 1wyl § Apasdl Gl alaskisl dueal (2002) aesi < jalbs
O3> e polally

2denlly yadll Jilg5ls (1h (plee «Gadazlly Apylasdl oy il pgeda (2004) el llaced o yallall

O3l colee caueally ;aill 35Latll Hls 1Ly afleag Sazl @ulad (2007 ) was jiall e

iae olalglly il Sl sliely lall il Zoguga (o) 3y zliall aie

O3l colee caa3eally yadll Bilg 1o cquedaztl 3 qugulad! (2007) 2yl c3gec

L Aglall Aoy l) Al oud S pggie uglaal hetaall Loladll @ gualad gebipy puasad " (1996) ,SLa edle . gzall
(Bogdde 2) 859385 A glal aluiy Aasle Apezedl (5301

Al of pleasSl Bale § lazll Zpadhilly aladl Juazmall (§ Boazll Jasbugll pluiul 31 (2003) S35e des! (eyl,all
Ldadl Slayald Zpall Glae Aaals Bogdde pd 615938 A gy bl auslall Cavall Jazill gadsiag Jpanddl adine
Ol olee

Asgrall el daele il ygdds ioles (Pl ASGTH (1996) . pus « zoimy 2asls ((pollad

LWRES (PPN

10

Nk
A2
A3
14

A5
16

A7

18

19

.20

21

22

23

24

1. Rogers, C.R. (1976). A Theory of Therapy Personality and Interpersonal Relationships as
Developed in the Client - Centered Framework. New York: Lary & Ziegler McGraw Hill.
2. Alexander, David. (2004). Cisco learning institute for blended learning.

http://www.Cisco.com /Learning Institute.

3. Bark, Helen. (2004). Cisco learning institute for blended learning. http://www.Cisco.com

/Learning Institute.

4. Bersin, D. (2003). Blended learning What Works. http://www.bersin.com/tipe-technigues.

5. Julie, M. (2001). How to Design Effective Blended Learning? www.brandon-hall.com.

6. Seattler, P. (1978). The Roots of Educational Technology. Programmed Learning and

Educational Technology

7. Body, G. (1991). The Shaping of Educational Technology by Cultural Politics and Versa.

Educational and Training Technology International, 28(2), pp87-95.

8. Bebensee, Ann. (1980). Ajadustment Counseliny With Children of Divorced Parents,

DAI. VOL.40, NO.12.

9. Liamthaisong, Khachakrit., Pumipuntu, Sangkom., Kayapard, Sanit. (2011). Developing a
Web-Based Instruction Blended Learning Model -Using the Creative Problem - Solving
Process for Developing Creative Thinking and Problem - Solving Thinking of
Undergraduate Students. European Journal of Social Sciences, Volume 24, Number 2

(2011).

57



Bpiolee ayli dame wleall malazll Al 3deld

10.

11.

12.

13.
14.

15.
16.

17.

18.

19.

20.

Gregurovic, Maja. (2010). Technology-Enhanced Blended Language Learning in an ESL
Class: A Description of a Model and an Application of the Diffusion of Innovations
Theory. ProQuest LLC, Ph.D. Dissertation, lowa State University.

Wilkinson, Stephen. (2009). Teaching Animation Concepts Using e-Learning Tools and
On-line Communities. Proceedings of the European Conference on e-Learning; 2009,
p695-702.

Honebein, Peter. C. (2009). Transmergent Learning and the Creation of Extraordinary
Educational Experiences. Educational Technology, 49 (1), 27-34.

Bournr, Lye. E. (1977). The Psychology of Thinking. New Jersy prentic Hill, INC.
Bebensee. Ann. (1980). Ajdustment Counseliny with Children of Divorced Parents. DAI.
40, No.12.

Berk, Laura. B. (1997). Child Development (4th ed). London: Allyn & Bacon.

Sternberg, (1993). Creative Giftedness A multivariated investment approach. Gifted Child
Quarterly. Vol.37.NO.1.

Ross, Allen & Parker, Marolyn. (1998). Academic and Social Self-Concept of the
Academically Gifted. Vol. 47.

Kneuss, J.W. (1977). The Effect of Group Assertiveness Training on the Aggressive
Behavior and Self Concept of Fourth Grade Boys. DAL Vol. 38, NO, 9.

Houser, Cherry I. Ann. (1989). Effect of Group Counseling on the Self Esteem, Creative
Thinking and Problem-Solving Skills of Gifted Tenth and Eleventh Grades Students. DAJ
Vol.49, NO.11.

Brana, P. (1991). Promoting Creative Confronatation. Journal of Computer Assisted
Learning. Vol. 7, No. 2.

58



APPENDICES



Appendix 1: Volume I

Issues in Education Quality: Teaching
Edited by Elmakhtar Elmaouhal, Mohamed Zniber, and Ouafa Barakat

Table of Contents
Preface
Omar Halli, President of Ibn Zohr University.........c.coouiiuiiiiiiiiiiii e, i
Forward
CaroliNg AL JOMES ..ottt ii
Table Of COMEEILS ...ttt e e e 1
Introduction
Devin Thornburg and Mustapha Aabi ..........coooiiiiiiiiii e, 2

Les Enjeux de la Qualité dans le Systéme Educatif Marocain Challenges to Quality
Education in Morocco
Mohamed Boufous ..o 5

La Formation professionnelle continue au Maroc : une nouvelle phase qualitative
Noura Touzrhar et Abdelali Lahrech ........... ..o, 17

“The Boys Won’t Leave the Girls Alone!”: The Importance of Advocacy and Educational
Leadership in Addressing School-Related-Gender-Based-Violence (SRGBYV)
Claire McLoone-Richards .........ccooouiuiiiiii e e, 28

System change through teacher leadership: Possibilities and constraints
Samira Idelcadi @t al. ..o, 36

poaill g A i) U3 B gad (pulila £y



Appendix 2: Volume II

Issues in Education Quality: School Reform
Edited by Hanan Bennoudi, Youssef Sadik, and Youssef Tamer

Table of Contents
Preface
Omar Halli, President of Ibn Zohr University ...........o.vviiiiiiniiiiiiiiiiiieeieiieaieeneen, i
Forward
CarOliNE AL JOMES ..ottt e e ii
Table Of COMEEIILS ... .ottt e e e 1
Introduction
Devin Thornburg and Mustapha Aabi ..o e, 2

L’application de la norme qualité ISO 9001 dans les établissements scolaires
Marocains : Cas du secondaire collégial
Naima SaAhel ... 5

L’Enseignant et la Réussite Scolaire au Primaire : Analyse des Résultats du Maroc aux
Evaluations Internationales TIMSS 2015 et PIRLS 2016

EI MoutaouKil, €t al ......oooiiiiii e 19
L’Enseignant du FLE au Maroc : fonctions et développements sociotechniques actuelles
Boujghagh Hassan et Mohamed Moulay ..............oooiiiiiiiiiii e 34
Probing School Culture as the Key to Effective Educational Change

Abderrahim AMEhar ... ... e 46
The Role of Headmasters and Community involvement in Moroccan Public Schools
Improvement

Mohamed Achamrah ...... ... 59

Say) LS g cla_SY g cilanall s jially (oSl g gy 5l U Sl AdUnalf (pa L ) gilal
oY) 4dis g 315 2 oSl g Ay 3 gl - Sal

(Ol JBIdga )
1 ............................................................................................................ l.@.i C’_\;J daaa



Appendix 3: Volume III

Issues in Education Quality: Curriculum and Instruction
Edited by Aziz Sair, Khalid Sqali, and Mahmoud Jday

Table of Contents
Preface
Omar Halli, President of Ibn Zohr University...........oouiiiiiiiiiiii i, i
Forward
Caroling A. JOMES ..ot e, ii
Table Of COMEEIILS ...ttt e e e 1
Introduction
Devin Thornburg and Mustapha Aabi ............ccoiiiiii e, 2

Vers une Nouvelle Approche d’Ingénierie d’ Apprentissage des Systemes
d’Apprentissage en Ligne
AMal BattoU ... 6

L’utilisation des Technologies de I’Information et de la Communication en
Enseignement Supérieur Marocain : Vers un Apprentissage Efficace L’utilisation des
Technologies de I’Information et de la Communication en Enseignement Supérieur
Marocain : vers un apprentissage efficace

Farida Bouachraoui and Aicha Lehiany ... 22

Réflexions Didactiques Ancrées sur la Pratique Evaluative a 1'Université
Salek Ouailal and Naceur Achtaich ..o 32

We Played the Quiz, So Now What? The Need for Using Digital Game-based Quizzes
within a Reflective Framework

Abderrahim Mimouni and Youssef Tamer ............cooiiiiiiiiiiiiiiii e 42
The CBLT in Algeria: From Euphoria to Bitter Criticism
Farouk Bouhadiba ....... ... 54

No Self-regulated Learning, no Education Quality? Developing Self-regulatory
Competence through Online Learning Tools: MA Students’ Perceptions in an
“Educational Technology Course”

Mohsine Wahib and Tamer YOussef .........oouiiiiiiiii e 66

& gan QA ) W\ QA 5 -3 (e cagiall ngti).“ 3alal q.m).\an sty QA Ll (goina delua 3aea
(NCTM, 2000) Luallall cibpcalyll ylee

Ggaslatl] cilasall plasaly Zysalll ileall dpan

29 ....................................................................................... )}c;\ﬂ.\mm‘;\m)}n;

cliall any @Bley cpfsiial) 40kl o gslaial) agbeill dn il 4ol



Appendix 4: Volume IV

Issues in Education Quality: Higher Education
Edited by Farouk Bouhadiba, Mohamed Hicham Hamri, and Mustapha Aabi

Table of Contents
Preface
Omar Halli, President of Ibn Zohr University ...........o.oiuiviiiiiiiiiiiiiiiiiiiieieieeeaee, i
Forward
Caroling A. JOMES ..ot e, ii
Table Of COMEEIILS ...ttt e e e 1
Introduction
Devin Thornburgh and Mustapha Aabi............c.oiuiiiiiiii e, 5

INluminating the quality of teaching in Croatian higher education
Nena RONCEVIC .....ouinti e 8

The Role of Strong Syllabi in Increasing Student Engagement and Enhancing the
Quality of University Curricula
Tkram Ben AJIDa ......oouiiiii e 24

Self-Efficacy, Academic Motivation and Achievement among Moroccan EFL Learners
Hassan Zaid ..o 33

Investigating Intercultural Communication Competence at the Tertiary Level: The Case
of Moroccan EFL University Students
Nourredine Menyani and Malika Jmila ......... ..o, 48

The Implementation of Marketing Approaches in Higher Education
Faical Chanour and Brahim Houban ...............oo 68

il sl 3 ahiandl) Apatl) (a8 Wiy (Sl el ASsn
20 e @il ale o dale



