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ABSTRACT

This investigation aimed at identifying the areas
of difficulty in the teaching and learning of English
as a foreign language in the primary cY¢le in the State
of Bahrain; and subsequently at suggesting solutions
for the better teaching and learning of English at this
level.

Chapter One includes the purpose of the study, a
number of queries related to teaching and learning English
in the primary cycle in Bahrain and the facts on which
these queries are dependent. This chapter also involves
the status of English internationally, the current status
of English in Bahrain, the objectives, the use and limit-
ation of the study.

In Chapter Two, the ggographical, historical and
economic background of the State of Bahrain, in addition
to the development of education and its administrative
system, together with the place of English in relation
to the system of education in Bahrain, are discussed.

The teaching of English in the system of education
in the State of Bahrain (primary, intermediate and second-
ary schools, and higher education) is described in Chapter
Three.

Related studies and literature are reviewed in Chapters
4,5,6 and 7. In Chapter Four, similar studies that
have dealt with the language difficulties of Arab learners
of English, together with other factors affecting the

learning of English as a foreign 1language are reviewed,



VI

whilst Chapter Five examines the general theories of
language learning and the factors affecting the acquisit-
ion of the first language and the learning of a foreign
language.

A number of methods of teaching English as a foreign
language are discussed in Chapter Six, particularly that of
the Communicative Approach, which is recommended by auth-
orities in the Ministry of Education, Bahrain.

Chapter Seven examines the importance of classroom
language for teaching and learning English and the methods
of analysing it. It also includes a model of a classroom
language course. |

Chapter Eight is concerned with hypotheses, the
sample, the methods of collecting the data, the construct-
ion and administration of questionnaires and interview
schedule, the validity and reliability of the data collects
ed and the statistical procedures.

The collected data are analysed and surveyed in
Chapter Nine. 1In this chapter, the results of testing
each hypothesis are stated separately.

Chapter Ten summarises the results and provides the
final conclusion of the study.

On the basis of the findings of the study, a number
of recommendations are put forward in chapter Eleven,
aiming to provide language support for Bahraini TEFL

teachers and pupils in the primary cycle.
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2.

CHAPTER ONE

INTRODUCTION

1.1 The Purpose of the Study

Through this investigation, the writer will attempt
to find answers to a number of questions related to TEFL
(Teaching English as a Foreign Language) at the primary
level in Bahrain. Besides this, the investigation will
deal with other items pertaining to the areas of difficulty
faced by Bahraini primary school learners. The author
aims as a result of his study to propose suitable approaches
to better achievement 1in the teaching and 1learning of

English as a foreign language at the primary level.

In undertaking this study, answers to the following
are sought:

7. What are the 1language needs of Bahraini teachers
who teach English as a foreign 1language in primary
schools?

2. How far has English language teaching in primary schools
in Bahrain fulfilled its obJjectives from the following
points of view:

a. syllabus and textbooks;

b. audio-visual aids;

c. methodology;

d. the role of teachers who teach English as a foreign
language;

e. pupil achievement.

3. What language problems do Bahraini primary TEFL teachers,



as Arabs, enounter?

4. What kind of programme - for both teachers and pupils
- can best help in fulfilling the aims and objectives
of TEFL at the primary level in Bahrain?

The above mentioned queries are the outcome of the
following:

1. personal experience and observation;

2. the current state of affairs of teaching English as
a foreign language at the primary 1level 1in the State
of Bahrain;

5. remarks made by colleagues and the results of English
language examinations.

1.2 Personal Experience and Observation

As a teacher of English as a foreign language and
a supervisor of B. Ed. TEFL student—teachérs in the Univer-
sity College of Bahrain (U.C.B.), a former educational
field tutor 1in In-Service Education for TEFL teachers,
and a teacher of English as a foreign language at primary,
intermediate and secondary 1levels, the writer has found
that numbers of Bahraini primary TEFL teachers 1lack the
standard of English required for teaching English as a
foreign language. Such teachers cannot wunderstand spoken
English, nor converse in nor write correct English. They
have not the skill and ability to manipulate a dialogue,
or the capability of handling the different language funct-
ions. Too often the TEFL teacher of a primary class memor-
ises the lesson he wants to teach, no matter how obscure

the points in the lesson are for him to teach, or for
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the pupils to 1learn. He memorises certain aspects of
the English language, for example vocabulary, for the
purpose of teaching, but when it comes to the use of these
aspects in, for example, communication or writing, they are too
often used incorrectly.

This weakness in English language competency among
such teachers has an effect on the teaching and learning
of English, not only at the primary 1level, but also at
the intermediate, secondary, and higher educational levels.
This is because the pupils who are promoted to higher
levels after primary education cause problems not only
for themselves, who have +to acquire a certain standard
of English in order to be able to pass the examinations,
but also for their teachers who have +to prepare them for
these examinations. It is claimed by those who work in
the field of TEFL in Bahrain that the pupils who finish
their final year of learning English at the primary level
cannot understand, speak, read or write to the standard
they are supposed to have acquired according to the aims
and objectives which are set by the Ministry of Education
in the State of Bahrain.

With these shortfalls in mind, the author has felt
it necessary to examine the kind of English language primary
pupils learn, and how this is taught. This examination

secondary,
will include those involved in primary, intermediatngnd the
university sector. The author has also felt it necessary
to examine the TEFL programmes in both pre-service and

in-service teacher education.

The author believes that 1in addition to the poor



level of teachers of English as a foreign 1language 1in
primary schools, there are many other factors which cause
the low standard of English among Bahraini children at
this level. These 1include the <classrooms and how they
are organised and scheduled, the suitability of methods
of TEFL and materials, the provision of necessary facilities,
pupils' and teachers' interest, attitude and motivation,

teaching loads and promotion systems.

1.3 The Current States of Affairs of TEFL at the Primary

Level in the State of Bahrain

On studying the situation of teaching and 1learning
English in the primary schools, the investigator has come
to feel that the English language syllabus, the textbooks
and the methods which are wused for TEFL at this 1level
do not help the pupils to acquire the English they need
for the levels which follow. The investigator also feels
that teachers at this level are not able to fulfil their
role as teachers of English as a foreign 1language because
of their inadequacy in English language and other factors
such as their teaching 1loads, over-crowded classrooms,
lack of suitable facilities and teaching aids etc.

In respect of supervision methods, one needs to invest-
igate whether advisers are able to provide the help TEFL
teachers at the primary level require.

One also needs to consider the programmes of pre-
service and in-service training and how much these prog-
rammes can help teachers to acquire the teaching skills

and the English they need for TEFL in the primary cycle.



Teachers' and pupils' interest and motivation are
other important factors that one should take into consider-
ation to indicate how much they are positively encouraged.
The extent to which authorities in the Ministry of Education
in the State of Bahrain cooperate for the provision of
better teaching and learning of English at the primary

level should also be taken into account.

1.4 Remarks Made by Colleagues, and the Results of English

Language Examinations

From discussion with colleagues in the field
of teaching English as a foreign 1language 1in Bahrain,
it has been found that the reason for having so many poor
learners of English at the primary 1level can include any
of the following factors: the weakness of English level
among TEFL teachers; the methods and textbooks wused; the
examination procedure; large <class size; teachers' 1load;
family background and lack of motivation on the part of
the pupils.

Again, from the results of the sixth year primary
cycle English language examination, it has been seen that
the number of passes which pupils obtain 1is not as high
as authorities in the Ministry of Education usually expect.
This low standard of English has a follow-on effect on
the students up to the end of the secondary level as can
be seen in the English language results in the '"TowJjeehiya"
examination, i.e. the final examination of the secondary
level. The weakness in English which secondary school
leavers have can also be seen when these students sit

for the entrance examination of the University of Bahrain.
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The British Council, by arrangement with the Ministry
of Education in Bahrain, conducted an assessment test
in English language competency for all TEFL teachers in
primary, intermediate and secondary levels in June 1979.
The results showed that many primary level teachers of
English pequired courses to upgrade their standard of English
in respect of understanding, speaking, reading and writing
(British Council, 1979)-

Although a number of intensive courses have been
organised for TEFL teachers in primary schools, it does
appear that these courses are unsuitable for a variety
of reasons. Among these is the fact that these courses
do not add anything new to the knowledge of these teachers.
This is because:

a. they are confined to revising what teachers have studied
in the past;

b. they contain little direct remedial material;

c. they are not related to their field of interest as
TEFL teachers.

Recently, in Al-Bahrain s an Arabic weekly magazine
published in Bahrain (No. 739, dated 7.12.83), the Minister
of Education, Dr. Ali Fakhro, maintained +that 1in primary
schools there are a large number of children who leave
school before finishing the primary level. The reason
for this, as he said, is that the cprriculum and teaching
at this level are below the standard required. The Minister
added that his ministry had considered qualifying primary
teachers throughv an in-service programme consisting of

a four-year B. Ed. course to prepare them as competent
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classroom teachers. By classroom teachers, he meant those
teachers who would deal with the first three classes at
the primary level. For each class, there would be one
teacher to teach all subjects in streamed classes. Already
many teachers have started taking this course, which has
been organised by the University College of Bahrain.
Unfortunately, the problem of teaching and learning
the English language has not, as yet, been tackled, because

English is taught in the fourth year of the primary level.

1.5 The International Status of English

A vast number of people throughout the world speak
English either as their first language or as a second
or foreign language in addition to their mother tongue.
Strevens (1980) mentioned that the English language is
probably spoken by 600 million people all over the world.
Three hundred million of these speak English as their
mother tongue, and the other 300 million have either picked
it up or 1learnt it formally. Undoubtedly, the number
of people who use English today is much greater than for -
example, ten years ago for the language has established itself
as the international language of the twentieth century.

Internationally, people use English as their main
language in conferences, working-relationships and in
communication, particularly when they speak differing mother-
tongues. English 1is relied on for communicating facts
in science, technology and economics. Increasing numbers
of people all over the world now use English for their

radio broadcasting and mail. They also require English
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as the main language for acquiring information in fields

such as technology, which is not available in other lang-

uages. To keep up to date with scientific information
which is rapidly changing, one has to depend on the English
language. Indeed the science and 1literature of half

the world is written in English (Broughton et al., 1980).

English also acts as a bridge that 1links countries and

peoples together.

The reason for this widespread use of English is
not only the spread of this language during the eighteenth
and nineteenth centuries, or that it is the language
of science, technology and economics; there are many
other reasons, the most important of which are:

1. The English language can take the names of ideas
and things from other cultures and express then
in English;

2. English has many rules which help in the formulation
of new words;

3. The Second Industrial Revolution principally was

done in English (Strevens, 1980).

1.6 The Current Status of English in the State of Bahrain

English is the only foreign language which is taught
at all levels of education in the State of Bahrain. Child-
ren begin to learn English from primary level and continue
up to the university sector. French is taught only in
the literary section of the secondary schools.

Besides 1learning English formally in the schools

and colleges of Bahrain, there are many private institutions
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which provide English language courses for those who wish
to become more competent.

All the ministries recently arranged a variety of
English language courses for their employees to help them
improve their knowledge of English in order to help raise
their professional standards.

One of the main institutes which play. the prinbipal
role in raising the standard of English in Bahrain is
the British Council, which not only provides a useful
service by conducting a variety of courses to suit every
level of the vocational/professional needs of Bahrainis,
but also cooperates with the Ministry of Education ih
solving problems that the Ministry faces in the field
of teaching and learning English in the schools.

Bahraini children begin to learn English when they
reach the fourth level of primary education and are nine
plus years of age. These pupils have to 1learn English
for some nine years as a compulsory subject at primary,
intermediate and secondary levels. This language is one
of the subjects in which a pass mark is required for a
pupil to be promoted to a higher class. In addition to
these institutions, the departments of English in higher
education provide courses in English. Additionally, depart-
ments such as medicine, science, engineering and mathematics
use the English 1language as the medium of instruction.
Other departments such as education depend on English
references and resource material.

Having considered the English language situation in

schools and colleges, one may ask the reason for selecting
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in the community. Even an ordinary Bahraini who has
little to do with English except for personal use,
is aware of these facts. 1In respect of administrators
and others engaged in educational activities, the inter-

est in teaching and learning English goes further.

1.7 Objectives of the Study

Through a review of 1literature and the findings of
questionnaires and an interview schedule, sixth grade primary
level English language final examination results for the
year 1983-1984 provided by the Ministry of Education,
TEFL advisors' classroom observation records for teachers
for the year 1984-1985 (Ministry of Education), and the
results of British Council English language tests for
the proficiency of TEFL teachers in Bahrain for the year
1979, the author aims to achieve the following objectives:
1. To help the primary TEFL teachers overcome their prob-

lems of English in the areas of grammar, phonology
and lexis.

2. To enable TEFL teachers at the primary level to handle
the four skills of English more effectively.

3. To identify a suitable method of TEFL for Bahraini
children in primary schools.

4. To provide for TEFL teachers at primary level a sample
course of classroom language i.e.: the language required
by the teacher of English in the particular day-to-
day management of classroom behaviour and organising
learning.

5. To help primary pupils acquire the language they need
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for the stages that follow.

To fulfil these objectives, the writer will investigate
the areas of language difficulty where Bahraini teachers
as Arabs suffer, particularly in the areas related to
their mother tongue interference which is Bahraini Arabic.

It is also necessary to examine the major methods
and approaches in foreign language teaching over the past
century. These are the grammar translation method, the
direct method, the eclectic method, the audio—lingual or aur-
al-oral method, and the functional-notional communicative
approach. The aim of this is to help choose a suitable
approach for Bahraini learners of English at primary level.

Obviously, every language teacher needs to acquire
an acceptable knowledge in the four basic skills of English
language, i.e. listening, speaking, reading and writing.
It is also 1important that each of +these skills should
be dealt with properly when teaching English to children
learning it as a foreign language. This requires an invest-
igation of pre-service and in-service programmes of TEFL.

One of the main causes of a TEFL teacher being success-
ful in his teaching is the ability to teach English through
English. Even these teachers, however, need to be given
practice in the effective use of <classroom language, and
also to extend their language teaching skills and techniques.
The author will +try to provide the language needed in
dealing with children throughout the 1lesson period in
such terms as beginning and ending a lesson, checking
attendance, wusing visual aids, control and discipline,

grouping etc.
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For better teaching and 1learning of English at the
primary cycle, it is also important to examine the suitabil-
ity of the English language syllabus, the text 1pooks and
the kind of visual aids wused, the classroom situation,
and how much teachers and pupils are motivated and have
interest in teaching and / or learning English.

Generally, the aim of this study is to provide language
support for Bahraini TEFL teachers and pupils in the primary
cycle. By language support is meant suitable pre-service
and in-service training programmes for teachers, better
exposure to daily English, positive attitudes and motivation.
It also involves a suitable syllabus, methodology, textbooks
audio-visual aids and facilities, and better teaching and
learning conditions in the classroom.

This study does not involve the devising of a complete
pre-service or in-service training programme for teachers,
or a syllabus for pupils. It does not include analysing
in detail the type of materials and textbooks used or

any aspect of pupils' and teachers' language skills.

1.8 Use of the Study

The author hopes that his study will contribute by
providing useful information for those who are keen to
improve the standard of English at the primary level and
for the executive sectors of the ‘Ministry of Education
in the State of Bahrain regarding:

1. The objectives of teaching English as a foreign language
at the primary, intermediate and secondary levels.
2. The curriculum of TEFL in primary, intermediate, and

secondary levels.
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3. The programmes of pre-service and in-service training
of teachers.
4. Teachers' and pupils' interest and motivation.

The study also attempts to provide information
for those who are involved in designing courses in respect
of:

1. The method which best suits Bahraini learners of English.
2. The importance of classroom language.

3. The language skills which need to be emphasised.
4. Textbook content and teaching materials.

It is also hoped that the study will help in other
non-linguistic areas which affect the process of TEFL.
These are:

1. Guidance for TEFL teachers to identify the skills
which are most needed by primary children.

2. Helping to formulate clearly stated objectives for
any lesson.

3. Selecting suitable approaches, materials, and audio-
visual aids which assist in fulfilling the objectives

of each lesson.

1.9 Limitations of the Study

Considering the resources and time restriction, this study
is limited to Bahraini TEFL teachers and pupils at the
primary level because it is felt that:

- the inadequacy of pupils' English 1language at the
other levels is due to the 1inadequate teaching and
learning of English in the primary cycle,

- most of the problem areas handled in this study are

relevant to all the educational 1levels in Bahrain
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in respect of the English language, therefore the
solutions could be helpful in terms of better teaching
and learning this language in any level;
the 1investigation of teaching and learning English
in the stages that follow the primary cycle, the devis-
ing of complete pre-service or in-service programmes
for teachers, or a syllabus for pupils and analysing
in detail the materials and textbooks or any aspect
of pupils' or teachers' language skills were beyond
the scope of this study;
carrying out classroom observation and language assess-
ment tests for teachers and pupils by the investigator
himself was not possible because of time limitation.
The study is focused on:
the English language needed by primary school pupils
for the stages that follow i.e. intermediate, secondary
and university sectors;
factors that affect primary school pupils in acquiring
the language needed such as syllabus, textbooks, method
of TEFL, audio-visual aids, class size and teaching
loads;
the English language and teaching skills needed by
primary level teachers for their daily life as teachers
of English and the kind of 1language they use in the

classroom.



17.

CHAPTER TWO

The State of Bahrain

Educational Development in Bahrain

Educational Administration

System of Education in Bahrain

CONTENT

2.1

2.2

2.3

2.4
2.4.1
2.4.2
2.4.3
2.4.4

2.5

Primary Education

Intermediate Education

Secondary Education

2.4.3.1
2.4.3.2
2.4.3.3
2.4.3.4
2.4.3.5
Hig

2.4.4.1
2.4.4.2
2.4.4.3
2.4.4.4
2.4.4.5

Scientific and Literary Sections
Commercial Section

Technical Section

Health Education Section
Religious Education

her Education

University College of Bahrain
Gulf Polytechnic College
College of Health Science
Hotel and Catering Teaching
Centre

Teacher Training

The English Language and the Educational
System in Bahrain

18

23
32

54
36
38

28
38
40
45

50

53

53
54
55
56

56
56



18

CHAPTER TWO

2.1 The State of Bahrain

Bahrain is an archipelago consisting of a group of
thirty low-lying islands. Their +total area is 261,72
square miles. Bahrain is almost midway up the Gulf, off
Saudi Arabia between Kuwait and the Qatar Peninsula. The
most important and the largest of the thirty islands is
Bahrain, followed by Muharrag to the north-east of Bahrain
Island and Sitra to the east. Nabi Saleh, Umm an-Nassan,
Hawar and other islands are smaller than these three in
terms of size and economic importance.

Bahrain Island is thirty miles long and between eight
to ten miles wide. Manama, the capital, is in +the north-
east of the Island; Salman port, o0il fields, companies,
government offices and ministries, industries and colleges
are all situated on the Island. There is a causeway between
Muharrag, the second island, and Bahrain. In Muharrag
is the Bahrain International Airport and the Arab Shipbuild-
ing and Repair Yard. Sitra has the o0il and aluminium
ports as well as the new industrial site for the planned
petrochemical plant. (Appendix 1 shows a map of Bahrain,
taken from the Ministry of Education, Education Statistics,
1978.)

The climate of Bahrain has three characteristic seasons
The coldest is from December to March. From June to the
end of September, the weather is hot and extremely humid.
According to a report issued by the Ministry of Information

(1982), in July 1982, the maximum temperature rose to
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44.5°C, whilst humidity varied between a nminimum of 48%
and a maximum of 89%. In April, May, October, and November
the weather is mild and pleasant. The rainfall is scanty
and irregular. In the year 1982, the total rainfall was
97.3mm, whereas in 1981, it was 28.9mm. The winds are
persistent and prevail from the north-west (Ministry
of Information Report 1982).

The latest population census was conducted in April
1981 and showed that the total population of Bahrain was
350,798, of whom 112,378 were non-Bahrainis. This 1is
shown in Table 2.1 (Ministry of Education, Educational
Statistics, 1981). According to the Ministry of Information
Statistical Abstract for the Year 1982, 41.2% of the popul-
ation are below the age of 15, 46% are above the age of
15. The average age of Bahraini population is 17. This
shows that the rapid growth in population has resulted,
apart from immigration, largely from the high birth rate.-
This means that a large number of the total population
require places in schools.

Historically Bahrain dates back to 2300 B.C. At
that time Bahrain had its own civilization and was known
as Dilmon. The land of Dilmon stretched from Basra to
Oman. The history of Bahrain has been punctuated by invas-
ion after invasion. Kirkwood et al., (1983) and Belgrave
(undated) stated that many have fought to possess Bahrain.
Among these were Mongols, Persians, Greeks, Portugese and
dozens of Arab tribes. In 1783 the Al-Khalifa family,
the current ruling family, arrived, and 1liberated the

islands from Persian rule. This family is originally
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from Wadi Dawasir in the central part of Arabia. From
1880 until 1971, Bahrain was colonised by Britain. In
1970 the British Government decided to withdraw its military
force from the Gulf. Following this Bahrain became an
independent country and Jjoined the Arab League and the
United Nations.

Historically, the pearl-industry was the main source
of income, but the Bahrainis also depended on agriculture,
boat building, fishing, weaving and pottery. Bahrain pearls
were sold in London, Paris and Bombay. In the year 1930,
due to the inroads of cultured pearls from Japan, the
income from the pearl industry began to decline, so the
Government had to depend increasingly on the transit trade.
Fortunately, in 1932 o0il was discovered and became the
main source of income. (Al-Hamar, 1969). The discovery
of o0il proved a great impetus to the development of Bahrain
socially and economically. vIn this, education was one
of the sectors which was given special priority. Although
Bahrain was the first among the Gulf States in the discovery
of o0il, today its production is the least (Bahrain Petrol-
eum Co. Report, 1975).

Another source in which Bahrain o0il fields are rich
is natural gas, some of which is refined in Bahrain. The
gas also helped in the establishment of +the aluminium
industry. It is also used in the -distillation plant on
Sitra Island.

The o0il refinery in Bahrain is the second largest
in the Middle East, and began operating in 1936. Beside

Bahraini oil, it also refines o0il coming from Saudi Arabia
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through a pipe-line. Some sources have estimated that
the o0il in Bahrain will be exhausted in the 1990s. This
is why the government is looking for other resources for
the future and hence the trend towards industrialization.

In 1969, the construction of Aluminium Bahrain (ALBA)
took place. The aluminium smelter began operation in
1971. According to Aluminium Bahrain, 1976, the annual
capacity is 120,000 tons of aluminium, which is 1% of
the world aluminium production. Other industries, such
as BALEXCO (the Bahrain Aluminium Extrusion company) for
manufacturing extruded products like aluminium channelling
for window frames are also being established.

ASRY (the Arab Ship-Building and Repair Yard) is
another Jjoint company project of six organisations of
the Arab petroleum exporting countries in addition to
Bahrain. Ships up to 500,000 tons can be handled (Ministry
of Information Report, 1978). Factories include the Awal
Company (air conditioning assembly), the Maskati Factory
(paper-making), the Bahrain Flour Mill Company, and the
Gulf Plastic Industry are also operated. In addition
to these local industries, overseas companies are actively
encouraged to operate in Bahrain. 1In fact, the strategic
position of Bahrain as a 1link between the countries in
the Gulf, and between East and West has helped to a 1large
extent in the introduction of industry and commerce, despite
the enormous competition which the country faces in the

Gulf (Al-Hamar, 1969).
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2.2 Educational Development in Bahrain

Winder (1959) pointed out that before the modern
education system was implemented 1in Bahrain, Bahrainis
were taught in Quranic (Kuttab) schools. Mullahs conducted
these schools in their houses or in such places as shops,
lanes and bazaars. These Kuttabs were mostly co-educational
Their curriculum consisted of memorizing the Quran in
addition to reading, writing and simple arithmetic. He
added that in 1892 the first western-style school was
established in Bahrain by an Arab Mission. This school
was the first girlg school in the Gulf, but during the
years 1901-1903 a number of boys enrolled in 1it. The
programme consisted of English language, arithmetic and

Arabic grammar.

In 1910 another private school was started. This
school was founded by the Persian community. It is still
functioning and is called Al-Ittihad School. There were

other public schools such as Al-Falah School and Dar al-
ilm which taught mainly Islamic religion, Arabic language,
and some practical arithmetic.

An examination of the history of the development
of education in Bahrain shows that thirteen years Dbefore
the discovery of o0il the foundation of the modern education
system was laid. According to Kirkwood et al., (1983),
the first public school for boys. was opened in 1919.
This school was called Al-Hidaya Al-Khalifia and is situated
in Moharrag. Following this, in 1928 +the first school
for girls was founded on the same island. This made Bahrain

a pioneer of western education in the Gulf. The first
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primary school for boys in Manama was established in 1929
and called Al-Jaffaria. Al-Hamar (1969) mentioned that
a community of well-known Bahrainis contributed to the
financial support of the schools. Their curriculum was
partly religious in basis and partly adapted from other
Arab countries. The teachers who taught in these schools
were mostly from Egypt, Syria, Lebanon and Iragq. In the
year 1932, the Government took over the control of the
public schools because of the financial . problems which the
schools committee faced.

Other private schools are also functioning such as
the Roman Catholic Sacred Heart School, started in 1940,
and the Urdu School, founded in 1956 (Winder, 1959),

The official reports issued by the Government of
Bahrain and the Department of Education show that in 1939
secondary education for boys was  begun, and in 1951 the
first secondary school for girls was opened. The inter-
mediate schooling was initiated in 1961. According to
the Ministry of Education Statistical Summaries on Education
(1982), the number of schools - primary, intermediate
and secondary - was 125 with 2,017 classes in which there
were 71,177 children taught by 3,990 teachers. (See Table
2.2)

The first teacher training programme started in the
form of a course in teaching methods, in the early 1940s.
In 1954, teacher training started as a stream in a second-
ary school. In 1966 a teacher training college for men

was opened, followed by another for women in 1967. Current-

ly, teacher training is carried out by the U.C.B. (University
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- . SUMMARY DATA OF PUBLIC EDUCATION IN BAHRAIN (No. of Schools, Teachers, Students and Classrooms) FOR THE YEAR: 1981/82
Jyaddt Lallal 0 gadadi oottt
Teachers Schools Lujull e g
Class rooms Students FANTR FAEY) £yt St LS £ seall St FL
Type of School
£ ypadl Total Female Male Total Female Male
£ yaadi =V 2855 Total Sl 980 Educational
- Level Wiy
) Jamall -
Total Female Male % Number Female Male
1620 933 687 73 35 38 Primary
CaEn L
Labae Y1 Loy
1214 558 656 62.8 44694 20924 23770 Primary
923 312 611 23 8 15 Primary/Intermediate
LataeY! -
Lalas¥)
480 219 261 24.8 17638 7981 9657 Intermediate
345 199 146 9 5 4 intermediate
5 =
Kl ] nw, Lyl Lshae Yl
-~ mv I et ol -
166 88 78 6.6 4680 2486 2194 e
= 238 161 77 4 3 1 Intermediate/Secondary
. g
m £ ( Gomma psles sty ple ) dupitih
£
92 53 39 37 2636 1455 1181 8 Secondary {General,
518 302 216 10 5 5 Commercial & Health Sc.)
H Lolaalt Lyt
i &
4 b Commercial ~ Secondary
50 — 50 1.8 1306 — 1306 = 146 54 92 2 1 4
1] m
£0 9 Loelall Lyt
o8
Q@ o
125 8
7 6 1 02 121 105 16 |- 183 - 183 3 — 3 Industrial Secondary
i il sgall
el gl wriesll gl
8 — 8 0.1 102 — 102 Religious Edu. 17 — 17 1 — 1 Religious Institute
£ yaadl Lt
3990 1961 2029 125 57 68 Total
2017 924 1093 100% Tn77 32951 38226 Total .
* Some schools include Commercial section. $olaS pad o eday Jailil @

Source: Ministry of Education, Statistical Summaries on Education in Bahrain 1981/82.
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College of Bahrain).

In 1978 the University College of Bahrain was estab-
lished by an Amiri decree. The main client of the Univer-
sity College is the Ministry of Education. This 1is where
undergraduate and postgraduate students are trained in
a_wide range of subjects.

The Gulf polytechnic College (G.P.C.) was founded 1in
1973. Students take courses leading to a diploma in a
range of technical and commercial subjects.

An article written by Kirkwood et al., (198%3), stated
that it is planned to merge the adjacent sites of U.C.B.
and G.P.C. into what will eventually be the National Univ-
ersity of Bahrain.

In addition, an Arabian Gulf University 1is to be
built at Zallaq City, one of the best areas of Bahrain.
Currently, its medical college is being built at the Sal-
manua Medical Centre, and at the end of 1983 the construct-
ion of the main campus was due to start (Kirkwood et
al., 1983)-.

One reason for not providing higher education in
all subjects is the small size of Bahrain. For these
areas of study 2,619 Bahrainis are enrolled 1in colleges
and universities abroad. The details are shown in Table
2.3.

Parallel with the development of the educational
system in Bahrain, the level of 1literacy in this country
has increased steadily. This improvement however has taken
place largely between the years 1971 and 1981. During

this time, the number of adult 1literates 1increased
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from 35,779 to 88,802, i.e. by 14 per cent, while that
of illiterates has decreased by 8 per cent. Among Bahrainis
in 1959, there were only 31.2 per cent males and 8.5 per
cent females who could read and write. In 1981 the standard
was raised to 74.8 per cent males and 51.9 per cent females
(Kirkwood et al., 1983). The Educational Statistics for
the year 1981, issued by the Ministry of Education, show
that in that year the total enrolment in literacy centres
was 3,115, distributed among 146 classes (see Table 2.4).
Dr Ali Fakhro, the Minister of Education » stated that the
Ministry's efforts were aimed at eradicating illiteracy
in Bahrain by the year 2,000 (Kirkwood et al., 1983).

There are also channels of continuing education for
adults, such as in-service teacher training and vocational
training. In-service courses take place either in the
Directorate of Training in the Ministry of Education for
short courses, or in the U.C.B. for a four year course
which leads to a B.Ed. degree. Postgraduate in-service
courses are also provided by the college. Vocational
training is provided for adults who wish to upgrade their
educational background, and improve their skills in their
occupation. There are two types: commercial and technical,
and they are provided either in oné of the schools in
the Ministry of Education, or in the G.P.C. Most of the
adult education courses are held in the evenings.

The complete curricula of the school system wunder
the Ministry of Educationhave developed along modern 1lines.
In the primary cycle, for instance, the syllabuses of

various subjects have been further developed recently.
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Enrolment and Classrooms in Literacy Centres by Area, Grade and Sex: 1980/81
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Muharraq 3l
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Manama Lt
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Male 10 2 2 3 3 180 26 35 53 66 2083 :

Jidhafs oada aa
Female 18 w 3 4 8 527 72 80 112 263 U
Male 2 — — 1 1 27 — — 22 15 2083

Northern - Ll
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Male 2 — 1 — 1 32 - 18 -_— 14 2053
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Total 146 28 31 37 50 3115 472 578 749 1316 & saall

Source: Ministry of Education, Educational Statistics, 1980/81, Bahrain.
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These include Religious Education, Arabic, Science, Social
Subjects, Home Economics and Physical Education. In
addition to Modern Maths in all the stages of the primary
cycle, several experiments have been made in order to
develop further skills of reading, listening and express-
ion.

In the intermediate cycle, more up-to-date curricula
have been adopted in all classes, the level itself being
extended from two to three years in 1977-1978.

Planning for extending the range of the secondary
system has taken place with the assistance of experts
from UNESCO. The general aims of this project are based
on the constitution of the State and the educational
policy of the Government.

As a result of these changes in the secondary cycle,
the syllabuses have been considerably modified. Certain
subjects such as Islamic Education, Arabic, English
and Physical Education in the general branch of the
Literary and Scientific sections are now.the same. These
are in addition to each section's own special subjects,
such as Sociology and Philosophy in the Literary, and
Science and Mathematics in the Scientific. Not all
subjects in these two sections are‘ compulsory, some
being optional.

Although students in the coﬁmercial section take
special subjects such as Accounts, Secretarial Practice
and Typing, they still follow the general subjects in
common with other sections. In this stream, each student

has to choose one subject such as Shorthand, Insurance,
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Salesmanship or Travel Agency Procedure as an option.

Health Science students also share subjects with
other sections, and also have such special subjects
as Health Science and Nursing. These are studied theoret-
ically and practically.

The curriculum for the Religious section 1is the
same as that for the general branch, but with
more emphasis on the religious subjects. The time table
for the curricula of each c¢ycle and section is given
in the System of Education in Bahrain, p.34).

New textbooks and guidebooks for teachers have been
written for certain subjects in order +to meet the new
demands of the new syllabuses. Many primary and intermed-
iate textbooks have been revised and reprinted.

A project for the development of an Audio-Visual
centre and use of such aids in schools has been studied
by a UNESCO expert. The Audio-Visual Centre now not
only produces teaching aids, but also organises training
courses for the production of these aids.

In addition to the development of curricula, method-
ology and teaching aids, the Ministry of Education allowed
the system of examinations to be reconéidered. The
new policy for the evaluation of students has been imple-
mented. This holds that during each acadenic year,
there should be two examinations: the mid-year and the
final. In this system, the continuous assessment of
the students' work throughout the year at all levels
is also taken into consideration. In general, this

system of evaluation has helped to raise the pass rates
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at all levels of education.

The organization of educational administration has al-
so been modified. Certain directorates such as those
of Training, Physical Education and Scouts have been
added. For more details see under Educational Administr-
ation.

The numbers of students, classes, schools and teach-
ers at all stages of education have been increased
significantly, especially during the years 1957 to 1982.
Table 2.5 shows the increase in numbers of teachers

and students during these years.

2.5 Educational Administration

The administration of education in Bahrain is centred
on the Ministry of Education. Its major function 1is
to deal with various stages and types of education in
Bahrain, i.e. primary, intermediate and secondary; the
last of which 1is of three types: general, technical
and vocational (Ministry of Education, Directorate of
Planning, 1981).

All stages of private education, literacy and adult
education, and the programmes of training set wup by
other educational sources come under the supervision
of the Ministry of Education.

Although the University College of Bahrain and the
Gulf Polytechnic College both have a certain measure
of autonomy, the chairman of their boards of administrat-
ion is the Minister of Education.

Every school has its own committee which the Ministry
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STUDENTS AND TEACHERS IN GOVERNMENT SCHOOLS (1957/1958—1981/1982)
[ Sl e’ 09yt #
scademic Stodents oy JsU Teachers Zacdl
Year Lastl | &G | Less | Students| gy | oau 5953 Slyl
Total | Females| Males Teg:;er Total | Females| Males
71953 13358 | 4,391 9,767 24 587 164 423 RETREY
58/1959 | 16,113 | 5,019 | 11,094 26 616 1180 436 Viza/oa
59/1960 17,831 5,467 | 12,364 27 672 202 470 Vav- /s
60/1961 20,409 6,486 13,923 26 799 252 547 ARAVAR
6171962 23320 | 7.764 | 15,556 25 951 329 622 ERLTAR
621963 | 28,125 | 9.699 | 18,426 26 1,086 402 684 Valy /Y
63/1964 32,550 | 11,920 | 20.630 23 1,405 534 871 VA /Y
641965 35,715 | 13273 | 22,442 23 1,563 604 959 JRENAY:
651966 37,643 | 14,290 | 23,353 23 1,746 706 | 1,040 V110
66/164~ 41,735 | 15,997 | 25,738 22 1,899 713 1,186 vatv
67/1G¢> 1 44919 17,968 26,951 22 2,082 786 1,296 VARA /Y
681965 1 46.200 |18 957 | 27,243 21 2.236 884 1,352 VAT1/1A
691977 ' { 47,615 | 20,196 | 27,419 21 2,313 944 1,369 vav- /s
70167 T 50,049 | 21,243 | 28,806 21 2,433 994 1,439 VAV /Y-
TISTD 1 23232 | 22,18 | 29,084 2) 2,546 1,76€ 1,480 LAVY /YA
721973 | 53661 | 23,459 | 30,202 21 2,590 1,125 1,465 VAV VY
?3/'1974 | 55726 | 24,519 | 31,207 21 2,717 1,141 1,576 Vave /vy
7141975 = ¢ 57,740 | 25,854 | 31,886 21 2,696 1,194 1,502 Vave /vi
751954 » § 39497 | 26,713 | 32,784 21 2,870 1,308 1,562 VAVi/ve
761977 «» } 51201 | 27,611 | 33,590 22 2,826 1,288 1,538 VYV VA
TIN978 = 1 62:925 | 28,631 | 34,294 20 3,122 1,454 1,668 VAVA/VY
78ﬂ979\* : 45368 | 29,566 35,802 19 3,412 1,629 1,783 VAVA JVA
79/1980 « ¢ =7.379 | 30,302 | 36,877 19 3,557 1,735 1,822 VAA- VA
80/1981 » -1_{, 35.083 | 31.625 | 37,458 18 3,405 1,488 | 1,917 VAAY /A
81982 « § Ti177 | 32,951 | 38,226 18 3,990 | 1,961 | 2,029 VAAY [AN
— :
*Disinclud:g A gministrative &Technical Staff Loally OloY) Lol Jauia v B

Source: Ministry of Information (1982), Council of

Ministers, Central statistics Organisation,
Statistical Abstract, Bahrain.
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of Education appoints and supervises.

Numbers of directorates have been organised in the Min-
istry of Education. In each of these directorates there
are several divisions of specialization. Each division
carries out a specific aspect of the educational admin-
istration. These are shown in the Organisational Chart
of the Ministry of Education on page 35, (Figure
2.1). |

Financially, the education and training in Bahrain
is provided for, 1like other Ministries, by the State
funds. Education and training also receive certain mater-
ial aid from such countries as Kuwait in building new
schools, and Saudi Arabia in providing specialists and
teachers. Other institutes such as the Gulf Polytechic
College are also supported financially by such Gulf
countries as the United Arab Emirates and Oman. The
Al-Noor Institute for the Blind is supported by the
Middle East Regional Office for Blind Affairs in Riyadh
(Saudi Arabia) (Ministry of Education, Educational Devel-

opment, 1981).

2.4 System of Education in Bahrain

Any Bahraini or non-Bahraini can receive free educat-
ion in Bahrain, but education is not compulsory. It
has been planned to make it compulsory at the first
two of the four levels in Bahrain. Children who reach
the age of six plus are accepted into the first level.
Places for all these children are available. In respect
of pre-schooling, there are two kinds: nursery, which

is from birth to three years of age, and kindergarten,
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FIGURE 2.1:

Organisation Chart of Ministry of Education 1980 Bahrain
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which is from three to six years. These two are not
provided for in the educational system by the Ministry
of Education, but they come under the control of the
Ministry of Labour and Social Affairs with the cooperation
of the Ministry of Education.

The organisation of the system of education has
been described by the Ministry of Education in the Educ-
ational System Report (1972), the Educational Development
Report (1981), and the Educational Statistics (1981)

as follows.

2.4.17 Primary Education

Children in this level are accepted only when they reach-
the age of six plus. The aims of this 1level are to
develop children physically, mentally, morally, socially
and emotionally, and prepare them to be good citizens.
It also aims at ensuring that they acquire the three
R's (reading, writing and arithmetic), and form such
desirable attitudes as the ability to observe, 1listen
and think. To develop their talent, to respect» the
work of others and to be proud of their own work is
one of its chief objectives.

Those children who successfully complete the six
years course are promoted to the intermediate school.
In the first three years children are promoted on the
basis of a minimum attendance of 75%, and the recommend-
ation of the teachers and headmaster. For the other
three years, students have to pass mid-year and final
examinations. The curriculum of this level is given

in Table 2.6.
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TABLE 2.6: . Curriculum Plan for Primary Education: 1980/81
25
7 el = al3g M.m _ m m s
R 81 g3 3815872 8|5S8|_8|3%
_ w.M jel e S 8l-01d 2|3 B 2%
1B|22|58|28|74(387 2535 5(28
Sublect e MR 82298 w HERES: HEE S sl
e e m. ol _ ' m el m 9! Iol_v ! m 8
mus . ®>15 8|18 & <| 2
E
Y=
First Boys 30 2 3 3 — 2 6 — 1 3 O .
Year Girls 30 | 2| 3| 3| — | 2] 6| — | 11 3 Sl Sl i
Second Boys 30 2 3 3 — 2 6 — 11 3 s Ll T
Year Girls 30 | 2| 3| 3| — | 2| 6| — | 11 3 e =
Third Boys 32 2 3 3 2 2 6 — 11 3 o SUGH Do)
Year Girls 32 2 3 3 3 2 6 — 1 3 by
Fourth Boys 36 1 2 3 3 3 6 6 10 2 s . .
i - I S
Year Girls 36 1 2 3 3 3 € 6 | 10 2 <l el
Fifth Boys 36 1 2 3 3 3 6 7 9 2 N ] ]
Year Girls 3 | 1| 2| 3| 3| 3| 6| 7| o] 2 by el
Sixth Boys 36 1 2 3 3 3 6 7 9 2 ps ol Do
Year Gilrs 36 1 2 3* 3 3 6 7 9 2 by
includes one period for home economics CAEN ]

Source: Ministry of Education, Educational Statistics 1980787 Bahrstn.
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2.4.2 Intermediate Education

This level is of three years duration. Children whose
age is twelve plus and who have passed the primary level
are accepted. The aims are to develop children physically,
mentally, morally and socially, and enable them to become
good citizens. The school aims also at preparing themn
for the secondary level, and for life, through developing
their talents, pride in their work, and respect for
the work of others. 1In this level children are prepared
for different sections of the secondary level. Therefore,
a general course of arts, science, and some technical
work (boys only) is taught.
In this level students study their subjects both

theoretically and practically. Those children who pass
the final examination gain the Intermediate School Certif-

icate. Table 2.7 gives the intermediate curriculum.

2.4.% Secondary Education

According to the Students' Guide to the Secondary Level
Ministry of Education (1983), students who have obtained
the Intermediate School Certificate and are under eighteen
years of age can enter the sections of this level, the
duration of which is three years, in which time students
specialize in their field of interest. These sections

are:

2.4.3.1 Scientific and Literary Sections

The aims of these two sections are to develop students

physcially, mentally, morally and socially, and to prepare
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TABLE 2.7: Curriculuses Plan.for Intermediate Education: 1980/81
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Source: Ministry of Education, Educational Statistics, 1980-81, Bahrain.
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them to be good citizens; also to educate them in arts
and science and to train then vocationally so that they
are prepared for higher education or a working 1life
that will enable them to become useful members of society.

Students spend three years of study in these sect--
ions. 1In the first year, they study subjects in arts,
science and mathematics. For the other two years, a
choice is made to specialize in either the scientific
or literary sections. Students in both these groups
are awarded the Secondary General Certificate (Tawjiheah)
which leads on to higher education. Students who display
a high standard of work may be given a Government scholar-
ship to continue their studies either in Bahrain or
abroad. Details of the subjects taught in the scientific

and literary sections are given in Tables 2.8 and 2.9.

2.4.3.2 Commercial Section

The introduction of this section was originally
made to fulfil the needs of Government departments and
the commercial sectors of the economy. To enter this
section, students have to pass the intermediate stage;
those who have a talent for mathematics and the English
language are given encouragement to enter this section.
The aims are to train students in the skills of commerce
and industry, to develop their practical work and back-
ground knowledge.

In the first and second year, the curriculum is
general. In the third year, study is divided into three

sections: these are secretarial, accounts and general.
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TABLE 2.8:

Education 1980/81

Curricula plan for Sciences Section of General Secondry

Assigned Subjects Compulsory e P Jo¥! ciall ATt Ll
3rd 2nd 1st . .
For All Branches Grade Grade Grade Llbdl s Yo 3,081
Religious Education 2 2 2 Lol 4o 0l
Arabic Language 5 5 7 G ,alt
English Language 7 8 9 Ooalasyl i
Social Subjects - - 2 Gelaay! alpll
Mathematics 6 6 6 Sluab,ll
Physics 2 2 2 ebailt
Chemistry 2 2 2 elaasSH
Biology 2 2 2 gkl f, Bl
Physical Education 2 2 2 Lol L3l
Total 28 29 34 £ sanll
Branch Subjects il olge
AN Call | SEN )
Branches Subjects 3rd 2nd Lwlyalt il Ll
Grade Grade
Mathematics & Mathematics; 3 2 obuab,ll
sLiailly ol

Physics Physics 3 3 e Uil
Chemistry & Chemistry 3 3 elasSl!

okl fa, Bl e LiauSd)
Biology Biology 3 2 gkl a,ll T

Source:

Bahrain, Ministry of Education, Educational

Statistics, 1980/81, Bahrain.
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(Con’t) Sciences Branch poladl g % A0
Optional Subjects 4,LAAYY ol st
SIEN Caall SU Gl Jo¥ Gialt
Subjects 3rd 2nd 1st Galyall ol
Grade Grade Grade
Typing 3 3 3 Lo Uyl
Vocational Activities 3 3 3 Qi) Loy
Home Economics 3 3 3 o) slansyl
Fine Arts 3 3 3 Laall L,
Music 3 3 3 PNy
French Language 3 3 3 Lo,dll G
Social Subjects 3 3 3 Lela3a ¥l sled)
Total number of Compulsory yasan Jic f gana
34 34 34 )
periods per week L gacad S LaV! ol
Total number of Optional . R 5 Ueon JIE f gans
periods per week L gl G,LEAYT Slydl
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VAANV /AL Lt < plaadl (6 3L aalasily SIa¥l g8 Laculyull dady
Curricula Plan for Lhesary Settion: of General Secondary Education: 1980/81

iall iall il
Assigned Subjects Compulsory S S b Sonatt Lut,all st
For All Branches grrc;de ér::de g:' o Ll pas e 5,0l
Religious Education 2 2 2 Cosall Lo 3
Arabic Language 8 8 7 Loadl G
English Language 8 9 9 Loalasyl G
Social Subjects 8 7 6 GelaXa ¥l syt
Mathematics — - 3 sl
General Sciences — — 2 Goladl pylall
Physical Education 2 2 2 Lol L3l
Statistics and Probability JLaayly elaayl
or o
French Language — — 3 Lesill G
Total 28 28 34 goaadl
|
Branch subjects il e
iall ciall
Branches Subjects . o
g’ide é’::de Lol il il
English Language 2 2 OoalasY Gl
Languages Sl
French Language 4 4 Ll G
Home R .
Economics Home Economics 6 6 SO Lamyl gl sl
;'r?: Fine Arts 6 6 Losdh it | Sl il
Economics Economics 3 3 slaniyt | JlaeVly slasayl
agcf’ﬁce Practice Office Practice +3 3 Lot Jlaey) Ll
Total 6 6 £ yaatd

Source: Ministry of Education, Educational Statistics

1980/81, Bahrain
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L %e7dry Section=Contd. oYl g 9,8 &
(cont.) TABLE 2.9

Optional Subjects LAY ol !
iall huall iall
&) U Jds¥!
Common Subjects 3rd 2nd 1st o
Grade Grade Grade Sonall sl
. Lol Uy
Typing 3 3 3 i
Vocational Activities 3 3 3 Logd! dazsy!
Home Economics 3 3 3 Skl slaisyl
Fine Arts 3 3 3 il oy gaidl
General Sciences 3 3 3 Laladl aglall
Mathematics . | 3 3 3 | alual,ll
Music 3 3 3 izl
French Language 3 3 3 Lo ,all Gl
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Students who complete this section are awarded the Commer-
cial Secondary Diploma. Table 2.10 shows the Commercial

Curriculum.

2.4.%3.3 Technical Section

This section is confined to boys who have completed
the intermediate 1level. Students who have displayed
a good standard in Mathematics, Science and English
are preferred. The aims of technical education are
to prepare the students as skilled workers in industry,
or for higher education.

Students in this section are introduced to their
field of choice of specialization after five months
of general training. These fields are foundry, black-
smithing and welding, automobile and auto-electric, motor-
winding, refrigeration, electrical work, radio and tele-
vision, electronics, pattern making, body repair, paint-
spraying and carpentry.

Students who complete the technical education are
awarded the Technical Seconﬁary School Diploma. Grants
of scholarships are also given to the most able to
continue higher education either in Bahrain or abroad.

Table 2.11 shows the curriculum of this section.

2.4.3.4 Health Education Section

This section was introduced recently by the Ministry
of Education in cooperation with the Ministry of Health.
The aims of the Health Education section are the same

as General Secondary education, with a bias towards health
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& YAAV /A plad (g il ¢ 9=l asdaill Ll yoll da 34

Curricula Plan for Commercial Secondary Education 1980/81

Subjects in Common PEY-RATIIINY
3rd Grade KAV N
et it st ELUNFIN ] LY il

Subjects L;\_.Jl L0 Lulall

General Secretarial | Accounting 2nd st T, byl

Branch Branch Branch Grade Grade
Religious Education 2 2 2 2 2 Lol L
Arabic Language 5 5 B 5 6 Lot Gl
English Language 6 6 6 8 8 Soalasyr L
Arabic Typing 4 4 — 3 4 Lol W U
English Typing 3 4 — 4 — Coalas¥l 4ol Uyt
Economics 2 2 2 - —_ slaidy!
Labour Law and Commercial Law 1 1 1 — — @olad by Jas (5
Bank Accounting — —_ 4 — — yio Llan
Secretarial Practice in English — 4 - — — Coalas V1 GlL L6 S
Secretarial Practice in Arabic 2 — — — — Lot GUL L5 S
English for special purposes — 3 3 — — Loladt Loulasyt Gl
Financial Mathematics 3 1 3 - - LU L
Accounting in English — - 4 2 — Coala¥) GUL Lt
Accounting in Arabic 4 — 2 — e Loall UL Lutald
Physical Education 2 2 2 2 2 Labdt o
Total 34 34 34 26 22 gaeatl
Source: Ministry of Education, Educational Statistics,

1980/ '81, Bahrain.
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(‘__;Jt_;lﬂ Ao &L"a)

Assigned Subjects Compulsory at one term only of the year

SIEN Gal) | S el | Je¥ el
Subjects 3rd Grade | 2nd Grade | 1st Grade Gaul,adl ollt
Financial Mathematics — 5 5 QU bl
Elementary of Commerce — —_ 4 sl sabe
Social subjects —_ 3 3 Lelaayl iyl
Accounting & Book-keeping — 5 5 Sl dlauely Luulat)
Applied Secretary — 3 4 Lokl 4,6 K0
General Sciences — — 3 Laladl o ylall
Commercial Optional Subjects &,lantl L yLaay ol gl
3rd Grade S Luall
L Lont R ciall
Ll Laztt S Latadd Ul N
Subjects General Secretarial | Accounting 2nd 1st
Ll ,alt sisld
Branch Branch Branch Grade Grade =
Salesmanship 2 2 2 2 — gl od
Store-keeping & Purchasing 2 2 2 2 —_ Sbsidiey Ol
Insurance 2 2 2 2 — relall
Accounting & Costing 2 2 2 2 —_ Sy Ltas
Governmental Accounting 2 2 2 2 — LodSall Llall
Shorthand 2 2 2 2 —_ .y
Commerce 2 2 2 2 — Jina
las 35k
Travel Agency 2 2 2 2 — cloindl LS.
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Loladt & Laa Y1 ot ok

3rd Grade S al
Subjects z:ju ;f;;‘ $| LU de¥t alt I

General Secretarial | Accounting 2nd 1st

Branch Branch Branch Grade Grade
Ant Education 3 3 3 3 3 sl 4
Music 3 3 3 3 3 il
French Language 3 3 3 3 3 Ll G
Social Subjects 3 3 3 3 3 Lelaiay! Syl
Mathematics 3 3 3 3 3 slaall
Home Economics 3 3 3 3 3 Joabh syt
Arabic Typing 3 3 3 3 — Lt LS Y
English Typing 3 3 3 3 — oalas¥! Lo Uy
Vocational Activities 3 3 3 3 3 Ligl! dazoy!
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(dadS (pi ) o VAAY /AL - Dasluall & gilil) dla yald dacl yudt daid)

TABLE 2.11: Curricula plan for Industrial Secondary Education 1980/81 (Boys only)

- o
c T4 2 o ® c
- 2| * xh 3 | 1€ s - 8|55
L8| m5a|l-a|YsS|[o 3|2 8 el 3 | oD
= - | #3138 38|48 |18 |28 |3 8|2 2583 L
Subject g2 0]| 29 2|1 < iR 4 E HH S|~ 4 oo L
_ O ) =5 m = £ s - Q |M. Q A 2 . .u.m o .
Fl2g | 36 o v | o> &7 £ 3|l 4 51532
o 1 8 Hm © | 1 o £ ® w| X @6|o-E
g | 3% 408 - = Vv elles
v 2 RS IER- 5|Yge
a < | % 8
<
First year 42 1 21 4 — 2 4 3 5 2 Jday Gl
Second Year 42 1 21 4 2 3 3 3 5 — LWl o
Third Year 42 1 21 4 2 3 3 3 5 — AIEN Gl
* Three days a week Liegacol oL S #

Source: Ministry of Education, Educational Statistics 1980/'81, Bahrain.
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Students who complete this section are awarded the Second-
ary Education Health Certificate. Table 2.12 gives the
curriculum details of this section.

According to the Five Year Plan (1980-1985) for
secondary education, other branches are to be introduced.
These branches consist of hotel and tourism, home econ-
omics, printing, hairdressing, and animal and agricultural

husbandry.

2.4.3.5 Religious-*Education

In the year 1943, the first religious school was
established. The curriculum of Religious Education is of
a special type. It consists of three levels: primary
three years; intermediate  three vyears and secondary
three years. The enrolment in this type of school is
after the successful completion of the third year of
the primary cycle. The curricula in all three stages
follow that of the Al-Azhar Institute in Egypt. English
language is added (see Table 2.13).

For higher education in Religious Education students
are sent to Arab universities.

The examinations system for all the secondary levels
is the same. The final examination carries 50% of the
total mark, class-work and the mid-year examination being
allotted the other 50% . The students who fail in one
or two subjects in any stage of secondary education
take a re-sit examination. The final examination is
held in June at State level and supervised by the Ministry

of Education.
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PYAAY/Ar: aladl (5 olill aalaills duaall 2 gladl & Al ducaljall daidl

TABLE 2.12: Curricula Plan for Health Sciences Section of General Secondary Education: 1980/81
SIGE aall m....E_ healdl oY Al
Subjects 3rd 2nd 1st RSy
Grade Grade Grade
Religious Education 2 2 2 Lsall Lol
Arabic Language 4 5 7 Lol Al
English Language 5 8 8 Lol Lall
Humanities LWlaayl alal,ult
(Sociology & Psychology — — 4 (s ale ¢ plaal)
Mathematics —_ 2 2 slaalll
Physics — — 2 ebadll
Chemistry — — 2 e LiauSll
Biology — — 2 elasl
Physical Education 2 2 2 Labdl 4
Health Sciences & Nursing 24 18 6 waayailly Lasall aylall
Total 37 37 37 gaadl
Source: Ministry of Education, Educational Guide to Statistics 1980/81,

Bahrain
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TABLE 2.13: Religious Education Curricula
Primary Intermediat; Secendary
Subiects Total
4 5 5 ] 2 3 1 2 3
Feligious Subjects
1 - Quran 3 3 3 3 3 3 2 1 1 22
2 - Tafsir - - - 1 1 1 2 3 3 11
3 - Al-Haditl - - - 2 2 2 2 2 2 12
4 - Al-Tawhid 1 1 1 1 1 1 1 1 2 10
5 - Al-Fugh 3 3 3 4 4 4 4 4 4 33
5 - Al-Tajwezd - - - 1 1 - - - 2
Total 70 7 711212 [11 |11 |11 |13 gc
7 - Arabic Language 11 {10 J10 10 110 |11 112 j12 |12 28
8 - Englisi: Language 5 5 5 & 4 % 5 5 5 12
9 - Mathematics 5 5 5 4 # 1 2 - - 25
10- Social Subjects 2 3 3 3 3 3 3 3 3 25
11- Sociology - - - - - - - 1 - 1
12- Economic - - - - - - - 1 - 1
13- Psychology - - - - - - - 1 1 2
14- Philosophy - - - - - - - - 1 1
15- Logic - - - - - - - 1 1 2
16- Fine Zducation 2 1 1 - - - - - - 4
17- Sciences 2 3 3 2 2 2 2 - - 1
18- Physical Education 2 2 2 2 1 1 1 1 1 12
Total 36 136 |36 {36 | 36 |36 |36 |36 (35 324

Source: Ministry of Education, 1981. A Report on the Educat-
Development in Bahrain During 1978/79 - 1979/80, Bahrain.
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2.4.4 Higher Education

Until 1966, secondary education was the highest
level of education 1in Bahrain, Bahrainis being sent
abroad to pursue their higher education. The first group
of students who left Bahrain for this purpose was granted
government scholarships in 1928 to do their studies
at the American University of Beirut.

The first higher education institutions introduced
into Bahrain were the two teacher training colleges:
one for men in 1966, and the other for women in 1967.
The aim of these colleges was to prepare Bahraini teachers
for teaching in primary and intermediate levels. Holders
of literary and scientific sections of the secondary
level were -eligible to enrol in these two colleges.
The duration of the course was two years, and those
who passed the practical and theoretical parts of the
course were awarded a Diploma in Teaching. In 1978,
the University College of Bahrain was opened and the

two colleges were taken under its umbrella.

2.4.4.1 University College of Bahrain

This university college was established in 1978.
It is a government-financed, autonomous institution.
- Students who pass the secondary 1level, whether on the
literary or scientific side, are eligible to enter.
Acceptance depends on their secondary school average
marks and the university entrance examination. Stewart
(1980) mentioned that in this wuniversity the bias was

towards those fields which meet Bahrain's needs, i.e.
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applied science and teaching. He added +that it was
the corner-stone of the government's education plan.
Its Board of Trustees is headed by the Minister of Educat-
ion, currently Dr Ali Fakhro.

The Departments in this university are those of
Arabic and Islamic, Biology, Chemistry, Education, English
Language, Humanities, Mathematics, Physics and Psychology.
The academic year is from September to June. Those
who complete the vrequired courses in the university
are awarded either a B.A. in Arts, a B.Ed. in Education
or a B.Sc. 1in Science. There are also post-graduate
programmes in the college which 1lead to a diploma or
M.A. and M.Ed. degrees. The college also offers courses
for teachers of elementary schools through both pre-
service and in-service programmes, and it also retrains
subject teachers. In addition, it provides a pre-clinical
method programme for medical students. Both the Arabic
and English languages are used as teaching media.

The college aims at the developing of human resources
and the disseminating of scientific, literary and artistic
culture. It also aims at a better society and to preserve
the traditions of man's heritage and civilization (Bulle-

tin, University College of Bahrain, 1983).

2.4.4.2 Gulf Polytechnic College

This institution is one of the sectors which provides
higher education in the field of Engineering and Manage-
ment. It also provides courses in English language

and Technical Teacher Training. It accepts students
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who have completed any of the four types of secondary
education, i.e. Commercial, Scientific, Literary and Tech-
nical. The college was established in 1968 as the Gulf
Technical College. The current Minister of Education
is the Chairman of its Board of Trustees. The college
aims at providing relevant quality education required
by students in the Gulf States. Its academic year begins
in September and ends in June. English is the medium
of instruction in all subject areas (Bulletin, Gulf

Polytechnic College, 1983).

2.4.4.%3 College of Health Science

The college was founded in 1976. Here students
are trained in Health Science under the supervision
of the Ministry of Health. Its departments consist
of Nursing, Pharmacy, Public Health Inspection, Diagnostic
Radiography, Medical Equipment, Science Laboratory,
and Health Science Teacher Training. Other vocational
courses are also available in this college. Students
who complete the three year course are awarded certificates
according to their field of specialization. An extra
year 1s required for those who wish to obtain the Nurse-
Midwifery Certificate.

The aims of the College of Health Science are to
prepare professionally competent personnel with a breadth
of vision, develop an eager mind, a sense of civic and
moral responsibility, and devotion to the fundamental
values of human 1life and the health care profession
(Bulletin, College of Health Science, 1978, and Bahrain

Special Report, 1980).
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2.4.4.4 Hotel and Catering Teaching Centre

This centre is supervised by the Ministry of Develop-
ment and Industry. To enter this centre, students should
have acquired a Secondary School Certificate with an
acceptable knowledge in spoken and written English. Only
Gulf citizens are accepted. The course duration is
two academic years (Ministry of Education, Educational

Development Report, 1981).

2.4.4.5 Teacher Training

Pre-service and in-service teacher training courses
are offered in the previously mentioned colleges. Thus,
courses in General Education are given in the University
College of Bahrain, technical courses in the Gulf Poly-
technic College, and health in the College of Health
Science. The Directorate of Training in the Ministry
of Education provides short refresher courses for teachers
in schools. Scholarships are also given to teachers

to undertake post-graduate studies abroad.

2.5 The English Language and the Educational System

t

in Bahrain

Every Bahraini is aware of the importance of English,
not only as an international 'language, but also as a
tool for better education, and hence for a better status,
socially and economically. These issues have already
been dealt with earlier.

Authorities and educationalists in the Ministry of Ed-

ucation have always considered the English language as an
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important aspect of the curricula throughout the system
of education, i.e. primary, intermediate, secondary, and
higher education. For instance, in the Gulf Polytechnic
College English is used as a medium of instruction for
all courses. In the University College of Bahrain, there
is a Department of English. In other departments such
as Science and Mathematics, English is used as a medium
of instruction.

When one compares the total number of periods
which are allotted +to the teaching of English in the
school system, with the number of pefiods allotted to
other subjects on a week's basis, one can see that English
is given priority except for Arabic language both in the
primary and intermediate levels. (See the curricula tables
for each level above.)

As a result of the changing needs and requirements
of the country, and that of the changing situation of
English, the aims and objectives of teaching  English
in the education system have also been changing over
the last few years. To fulfil these aims and objectives
structural and audio-lingual methods have been used to
replace the grammar translation method and the direct
method. New textbooks have been adopted which exemplify
these methods such as "Living English for the Arab World"
by W. Stannard Allen and Alan C. Mclean and "Progressive Living .
English for the Arab World" by W. Stannard Allen to replace
the "Oxford English Course for Iraq" by A. Hakeem. Addit-
ionally, supplementary materials have been used for the

improvement of pupils' reading skill in each cycle. Many
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of the secondary schools have been provided with language
laboratories to help in improving the students' aural
and oral skills.

However, in spite of these changes, the writer of
this investigation still believes that the situation of
teaching and learning English in the system of education
in Bahrain needs to be reconsidered, particularly in
the primary cycle. According to a report issued by the
English Language Advisory Department in the Ministry of Ed-
ucation in October 1983, the newly adopted methods and
textbooks did 1little for the development of students'
competency in communication. The report added that there
was no doubt that the students could absorb to varying
degrees items in grammar and lexis which they were taught,
but this had not helped them in their daily lives to
communicate at the most superficial 1level. Therefore,
it was hoped that the whole approach to the teaching
of English in education would be changed. The position
of the English language pertaining in each c¢ycle of the
system of education in Bahrain will be discussed in detail

in the following chapter.
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CHAPTER THREE

ENGLISH IN THE SYSTEM OF EDUCATION IN BAHRAIN

3.1 English in Primary Schools

In addition to the general aims of the primary cycle,
the aims of teaching English as a foreign language at
this level, as mentioned in the Ministry of Education
Publication, Directorate of Curricula, Books and Media

(1981) are:

General Aims

- to motivate the pupils towards learning English from
the earliest stage of their exposure to this language;

- to develop the pupil's ability in appreciating and
in using a style of critical thinking which will
help in operating with and using English in an effect-
ive way;

- to implement the most developed method of teaching
for the instruction of the English language and
to apply a developed syllabus which 1is selected
on a base of approved research that helps 1in the
improvement of the teaching system and the training
of teachers;

- to develop in pupils the language skills needed
to follow vocational training courses or for their
life in general;

- to help pupils acquire the knowledge needed for
studying higher education;

- to provide the knowledge which enables the pupils
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to participate in the development of the State
of Bahrain and the Arab World;
- to develop in the pupils the ability to acquire a

wider measure of cultural understanding.

Specific Aims

Specifically, the Ministry of Education aims to help
pupils to master the four integrated 1language skills
to a reasonable standard, and to understand the language
related to the basic non- linguisticconcepts involved. By
this is meant that pupils should be helped:

- to acquire the skills of language and understand
what is said in simple spoken English;

- to speak simple daily conversational English,
i.e. producing correct, simple sentences with proper
stress, intonation, pronunciation and fluency;

- to have the ability to read with understanding the
reading materials assigned and other materials of
the primary level;

- to be able to write from 1left to right and from
up to down;

- to form the English letters, print them properly
and join them naturally in future;

- to have the ability to write simple statements and
questions.

The weekly plan in the primary cycle involves oral
and written skills of the language for stages 4, 5 and
6, and extensive reading for stages 5 and 6 (see Table

3.1).
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TABLE 3.1: WEEKLY STUDY PLAN
FOR THE PRIMARY CYCLE
1981 - 82

Language Skill Fourth Fifth Sixth
guag Primary Primary Primary
Oral and Written
Skills 6 6 6
Extensive Reading 1 1
Total 6 7 7
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The textbooks, the method and the aids used in the teaching
of English in this cycle are as follows: Living English
for the Arab World (L.E.A.W.) Book 1 and 2 by W. Stannard
Allen and R. Cooke, and Progressive Living English for
the Arab World (P.L.E.A.W) Books 1 and 2 by W. Stannard
Allen and Alan C. Mclean.

The method applied for teaching these textbooks is the
structural audio-lingual method.

As far as aids are concerned, the Advisory Department
of the English Language, with the help of the Visual
Aids Centre have produced cassettes of the passages in
book 2 where the work is dramatised on cassette for the
pupils. 1In addition to these, the Ministry of Education
has provided a number of audio-visual aids in the schools
to be used in Stage 4.

In respect of the teachers of English in the primary
cycle, the Educational Statistics issued by the Ministry
of Education (1981) show that they are mostly Bahrainis
and that their knowledge of English is either at secondary
level without training, or secondary with a two year
training in either the..Teacher Training College. or In-service
Teacher Training Centre. There are a few who are univer-

sity graduates but have no training in TEFL.

The Syllabus

For the content of the English language syllabus

for the primary cycle see Appendix 2.

5.2 English in Intermediate Schools

In addition to the general aims of the intermediate
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cycle, the aims of teaching English at this 1level are
given in the Ministry of Education Publication, Directorate

of Curricula, Books and Media (1982) as:

General Aims:

The general aims of teaching English as a foreign
language (TEFL) in the intermediate cycle are the same

as those for the primary cycle above.

Specific Aims:

The TEFL in the intermediate school is aimed at
enabling students, according to their individual ability,
to master the four 'basic skills of English language
at a reasonable 1level, and to understand the language
in relation to the basic non-linguistic concepts involved.

Specifically, the Ministry of Education aims that
at the end of the intermediate course, pupils will be
able to:

- listen to and understand the language spoken by a variety
of voices;

- speak the language correctly and fluently with proper
stress, intonation and pronunciation;

- use the items of vocabulary and structure taught;

- read the textbooks assigned, and other materials
of the same level;

- write guided compositions and exercises.

The weekly study plan for the intermediate cycle
is oral and written: six periods for the first stage,

four periods for the second stage and five periods for
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the third stage;extensive reading: one period for each
of the three stages; guided composition: two periods
for the second stage, and one period for +the third stage
(see Table 3.2).

The textbooks, the method and the aids used in the
teaching of English in Intermediate Schools are as follows:

According to the Seminar Report issued by E.L.A.D.
(the English Language Advisory Department), 1983, 1little
change has taken place in this cycle. The courses 1in
use are P.L.E.A.W. (Progressive Living English for the
Arab World) Books 3 and 4, by W. Stannard Allen and Alan
C. Mclean, and L.S.R. (Longman Structural Readers) such
as "Hamad the Diver" by C. Turvey and A. Cox, "Down the
River" by D. Byrne, and "Around the World in Eighty Days"
by Jules Verne.

The Report added that it has been suggested that
P.L.E.A.W. Book 3 and 4 be rewritten into three shorter
volumes, each suitable for one stage of the intermediate
level.

The method upon which the above books is based is
fully structural. Teachers, with the help of the Advisory
Department, are attempting to make these books more relev-
ant to the mixed ability students' needs by preparing
extra suitable aural-oral aids. These aids include cass-
ettes of reading passages and drills to accompany the
books. These cassettes have been produced by native
English language speakers. The Advisory Department has
also produced a cassette in dramatised form, of the compos-

ition book L.I.C.C.S. (Longman Integrated Comprehension
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Table 3.2: WEEKLY STUDY BLAN
FOR THE INTERMEDIATE CYCLE

1982 - 1863

First Second Thirg

Longuage Skﬂls .
. guag Intermediate | intermedicie| intermedicz

Oral and Written 6 4 5

Extensive Reading 1 1 1

[
T—

Guided Cor.position

Total 7 7 7
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and Composition Series) "Quick and Slow" by Brian Richards,
to be used in the third stage.

In respect of TEFL teachers in the intermediate
cycle, the majority are Bahrainis. Their education is
that of the secondary 1level with a two year training
either in a Teacher Training College or an In-service
Education centre. There are a few who are university
graduates. It is expected that a number of Bahrainis
will graduate from U.C.B. in 1984 in the field of TEFL
to teach in the intermediate cycle.

For the content of the English language syllabus

for the intermediate cycle see Appendix 3.

5.2 English in Secondary Schools

It is intended that at the secondary level the know-
ledge of English which has been acquired by the students
at primary and intermediate levels will be improved in
quality and widened. Throughout this level, it is aimed
that students will acquire and practise the four language
skills i.e.thave the skill of listening and understanding
what is said by different speakers, especially native
speakers of English; be able to speak correct and clear
English; be efficient in reading, and understanding prop-
erly what they read and have the ability to write correctly
and accurately.

At this level, the language is graded and contextual-
ised with the aim that students will understand and produce
it easily. The Ministry of Education emphasizes the

need for usefulness and relevancy in the type of English



68.

introduced in this cycle to meet differing situations
in their daily 1life. Students are put in situations
in order to use the language for communication purposes.
They are encouraged to acquire the habit of extensive
reading and to use libraries for the improvement of their
knowledge. It is expected that their knowledge in spoken
and written English will reach a level high enough to
ensure that they get suitable employment and to help
them in their future studies. Students are also prepared
for certain sorts of examinations in the the English
language, such as the R.S.A. (Royal Society of Arts).
This is done through improving their abilities in descript-
ion, listening comprehension, reading comprehension,
composition, letter writing and structural practice (Min-
istry of Education Publication, Directorate of Curricula,
Books and Media, 1980).

Students in each section of secondary education study
English which includes topics based on vocabularies, state-
ments and passages employed in their specialization. For
instance, students in the health section are introduced
to a vocabulary which includes parts of the body, sections
of a hospital, names of medical instruments, and are
given practice in how to communicate with doctors, nurses,
patients etc., as well as a good understanding of certain
forms of English used in hospitals.. They learn common
and relevant English as is used 1in a medical context.

In the first stage of the science, literary and
health science sections, the weekly planning includes

structure and language, basic skills in written English,
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and comprehension and guided composition. Extensive reading
is added to the scientific and literary sections.

In the second stage of the scientific, literary
and health science sections, students undertake structure
and language, basic skills in written English and translat-
ion. Comprehension and guided composition, and extensive
reading is only done in the literary section. In addition
to these, students undertake the type of English needed
in each section i.e. scientific English in the scientific
section, medical English in the health science section
etc.

In the third section, the programme includes structure
and language, and translation for scientific, 1literary
and health science. It includes basic skills in written
English for the scientific and 1literary sections and
comprehension and guided composition, and extensive reading
for the literary section only. This 1is 1in addition to
the type of English needed in the specialization of each
section (Table 3.3. shows the details).

In respect of the methods of teaching 1in secondary
education' in all the three stages, the emphasis 1is on
the communicative approach. The text-books used 1in the
third stage have been specially written using a functional/
communicative approach. The English Language Seminar Rep-
ort, Ministry of Education (1983) stated that, although
in-service courses have been provided, teachers still
have difficulty in using this method, particularly those
who have been using the structural method for many years.

The report added that, for the evaluation of students
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in secondary education, too much time and weight are
being devoted to the testing of writing skills whilst
the skills of speaking and understanding English are
neglected.

The textbooks and aids used in this cycle are Kernel
One by Robert O'Neill, N.A.S.E. (New Age Secondary English)
and E.N.A. (English for the New Age). Cassettes have
been produced to accompany the core books. These cassettes
contain a wide range of types of exercises. Those used
in the third stage concentrate on listening and note-
taking.

A number of video cassettes have been provided for
teachers to observe and see the different steps to be
taken in teaching the four TEFL skills. These video
cassettes had been designed for teachers of the intermediate
and secondary levels.

Although these cassettes are by no means perfect,
they do help the teachers of English to see the merits
of the methodology, and to be able to discuss it in positive
terms.

For the content of the English language syllabus
for the secondary cycle (Scientific, Literary and Health
Science, see Appendix 4).

The other two secondary schools are commercial and
technical. In these two sections, English is taught
for special purposes. The writer of this study has chosen
the technical section to give an example of the type
of English taught in these two sections.

In the technical secondary school, the general aim
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of the syllabus is to raise the standard of English 1lang-

uage to an internationally accepted standard, appropriate

to the Bahrain 1labour market, and especially for the
technical/ industrial sections.
The aims of teaching English in this type of institut-

ion have been stated in the Ministry of Education (1981)

English Language Curricula for Technical Education:

- to enable students to wunderstand oral instruction
and explanation in English;

- to enable students to speak acceptable English accord-
ing to different situations such as asking questions
related to technical matters, particularly when
in the workshop;

- to develop their skill in reading and wunderstanding
what they read;

- to help students in their future studies and/or
for their life;

- to prepare them for certain types of examinations
such as the R.S.A.

In technical schools then, English 1is taught as

a tool rather than as a foreign language for its own

sake. It is also used as a medium of instruction for

all technical subjects. One result is that students
have difficulty passing in these subjects, because they
rarely achieve the standard of English required for its
use as a medium for learning.

In respect of the subject content, a variety of
courses and textbooks have been used. Examples of these
are the "City and Guild" courses and "World Wide English"

by Alexander. The schools also have language 1laboratories
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to help improve students' aural and oral skills. To
improve reading skills, the syllabus 1includes provision
for such supplementary readers as "English for Engineers"
by Brasmell, "Tales from Arab Histories" Longmans, "Gold
Robbery" by Musman, and "0il" by Wymeer (Al1-Showmali,
1974 and Ministry of Education 1981, English Language
Curricula for Technical Education).

The weekly time allocation for English language in the
technical section is: in the first stage five hours,
second stage five hours, and third stage five hours (see
Table 2.11 above).

There are few Bahraini TEFL teachers in all the sections
of the secondary cycle. Most of the teachers in this
cycle have been educated to university 1level or have
obtained postgraduate degrees. There are others who have
taken a two year TEFL training in the Teacher Training

College or In-Service Educational Training Centre.

3.4 English in Higher Education

The author has chosen U.C.B. as an example of English
in higher education. Other institutes and colleges which
provide courses in English language in their programmes
are the Gulf Polytechnic and Health Science.

In U.C.B., the TEFL and 1literature programmes are
given by the Department of English. The college also
has an English Language Centre (ELC) which provides prepar-
atory programmes and remedial courses for those who wish
to develop their ability in the basic skills of the English

language. The courses in this centre are of a non-credit
nature./
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All the courses of TEFL and literature are of a credit
type. Those who complete them are awarded a B.A. degree
in literature or a B.Ed. in TEFL.

There are two semesters in each academic year, and
the courses offered in these two semesters are of three
types:

- preparatory programmes;
- undergraduate courses;
- postgraduate courses.

The U.C.B. Bulletin (1983) shows that the number
of teaching staff in the department of English in U.C.B.
was thirty-one,of whom nine were Bahrainis. The levels
of education of these Bahrainis were Ph.D. 1, M.Ed. 4,
university graduate 1, and Diploma in TEFL (Leeds Univer-
sity) 3.

The detailed syllabuses of U.C.B., Department of

English, 1985-86 are given in Appendix 5.
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Introduction

A number of investigators have dealt with the diffic-
ulties which are faced by those who are involved in the
field of teaching and learning English as a foreign lang-
uage. Their studies have included such areas as language
command and acquisition, methods of teaching English,
and learners' performance from the point of view of their
effectiveness. The problems of Arabs and other learners
of English as a foreign language (EFL) in grammatical,
lexical and phonological areas have been investigated
aiming at pinpointing difficulties, analysing errors and
providing effective methods to overcome these problems.
The suitability of visual aids, textbooks and syllabuses
have also been tackled by many investigators.

The chosen studies and 1literature are very much
related to this study in terms of the field of investigat-
ion (TEFL), the mother tongue (Arabic), and, for some,
the area of living (the Gulf). Their findings will help
the investigator to identify whether or not Bahrainis
as Arabs face the same difficulties in learning English
as the ones in the reviewed studies, and what other factors
affect learning and teaching English as a foreign language.

In this 1literature review, the investigator will
deal with the problems and difficulties in detail. This
is because, as the investigator believes, the findings
of the studies and the review of literature can be of
great benefit, not only to the present study, but also
for further investigation and the planning of TEFL courses

in future.
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The findings of these studies and what is stated
in the reviewed literature will also help the investigator
in the construction of the testing instruments for his
field study.

In this review of 1literature and similar studies,
the writer of this study has chosen to cover the following
areas:

- studies dealing with errors of Arab learners of
English as a foreign language (EFL), including grammar,
lexis and phonology;

- literature and studies dealing with other factors
affecting the acquisition of EFL, including the teacher,
the methods of TEFL, course content, .age, aptitude, atti-

.tude and motivation, foreign language culture, class-
room setting and class size, classroom language and

intelligence.
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CHAPTER FOUR

REVIEW OF SIMILAR STUDIES

4.1 General Background of the Studies

Regarding similar studies, the above areas have been
investigated by Nasr (1963), Emam (1972), El-Hibir (1976),
Hassan (1977), Hassan (1978), Yacoub (1979),  Badri (1979),
Wakkad (1980), Touba (1981), Khalil (1981) and El-Shimy
(1982).

The author will firstly give a brief background
of the type of work with which each of the above researchers
has dealt. That part of their work which relates to
his investigation will then be discussed and the findings
will be referred to separately. These findings will
then be compared to see the areas of similarity and differ-

ence.

Nasr (1963)

This study was a comparative of English 1language
and classical Arabic. The purpose was to help TEFL teach-
ers in their practical pedagogical task in the classroon.
Nasr dealt with the areas of phonology, grammar, vocabulary
building, teaching reading and writing, contextual and
cultural orientation and linguistic pedagogy.

In the area of phonology, graﬁmar and 1lexis, Nasr
compared . English and classical Arabic in
order to identify the areas of possible difficulty
which face Arabs when learning English.

In the area of phonology, the study involved conson-
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ants, consonant clusters, 1length in consonants, vowels,
length in vowels, stress, intonation, Jjuncture, pause,
and rhythm. In the area of grammar, he dealt with pronouns,
number, tenses, comparison, statement patterns, negative

patterns, question patterns, word order, modification,

repositions, articles "this" and "these" "that" and
b ? H

"those", "much" and "many", "because", "or", "either ...or",

and "neither ... nor". Regarding lexical areas, he handled

the choice of vocabularies gnd how to deal with them.

Emam (1972)

This study analysed the written work of Egyptian
students in general secondary schools in an attempt to
find answers to five questions which had arisen as a
result of his experience in the field of TEFL, where
he found that students' English written work were 1literal
translations of colloquial Egyptian. The questions were:
1. Does the mother tongue (M.T.) interfere with the
learning of English?

2. Can we predict all those errors traceable to the
interference of the M.T.?

5. Is the M.T. +the only source of errors? What are
the other sources?

4. What are the common mistakes of secondary school
pupils?

5. How can the number and frequency of these errors
be reduced to a minimum?

Through examining the written compositions of students
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in the secondary level, Emam identified the errors, which
he then classified. A contrastive analysis of the struct-
ure of colloquial Egyptian Arabic which was the students'
M.T., and English, as their target language, was made
in order to identify the areas of difficulty. He then
compared the results of this contrastive analysis with
their composition errors to see if the M.T. had any influ-
ence on English.

In his study of grammar, Emam covered the areas
of nouns, verbs, prepositions, pronouns, adjectives,
adverbs, articles, word order, and what he called "badly
constructed and run-on sentences". He also handled spell-
ing and punctuation.

For lexis, he dealt with conceptual errors, stylistic

errors and unidiomatic expressions.

El-Hibir (1976)

El1-Hibir investigated and analysed +the grammatical
and lexical errors of 200 scripts of written work done
in the form of compositions by second year students of
Northern Sudanese secondary schools. His method of diag-
nosing and explaining the errors was to use error analysis
and contrastive analysis which was done by comparing
written English with spoken colloquial Sudanese Arabic.

In respect of grammar, El-Hibir dealt with verbs,
sequence of tenses, adverbs, "for" and "since", copula
"be", non-finite verb phrases, auxiliaries, passive voice,
prepositions, articles, concord, pronouns, word order,
adjectives and nouns.

In the area of lexis, he dealt with the phonetically
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and orthographically similar words, i.e. misuse of lexicadl items,
confusion of lexical items because of apparent and meaning

similarity and foreign or exotic meanings.

Hassan (1977)

Hassan studied the pronunciation of higher secondary
school students in Northern Sudan. His investigation

covered consonants, pure vowels and diphthongs.

Hassan (1978)

Hassan attempted to pin-point the areas which hinder
the development of writing skills in secondary schools
in Egypt. His approach was to analyse and evaluate the

methodology of TEFL and course content.

Yacoub (1979)

Yacoub carried out a study of the factors affecting
the achievement of primary school children in 1Iraq. Alth-
ough her study dealt with the primary cycle in general,
the writer of this study believes that the factors which
affect teaching and 1learning other subjects may also
affect TEFL as one of these subjects. Her work covered
such factors as intelligence, home background, school
environment, teacher qualifications, size of class, type
of teaching materials and aids, type of equipment and

other facilities.

Badri (1979)

Badri studied factors affecting performance in the
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basic skills of the Arabic language in Iraq i intermediate
schools. Here also the writer of this investigation
believes that although Badri's study dealt with the Arabic
language, it is relevant to his work because some of
the factors which he mentioned as affecting the performance
of Arabic might also affect the teaching and learning
of English. Badri dealt with the syllabus content, teach-
ing load, class size, textbook evaluation, teacher attit-
udes, in-service programmes, advisers, library and teaching

aids.

Wakkad (1980)

Wakkad investigated the grammatical and lexical difficulties of

Egyptian students in preparatory schools in writing English. He

examined the scripts of 400 pupils in the first and third
year classes (200 of each) to identify errors. The scripts
consisted of a test designed by the investigator, and
the "end of the year" examination papers. The English
language and Cairene dialect Arabic were compared and
analysed. To pin-point the areas of their difficulties,
contrastive and error analysis were employed. In respect
of grammar, Wakkad covered tenses, morphology, function
words (prepositions and articles), syntactics such as
sequences of tenses, progressive, passive voice, pronouns,
infinitives, the verb "to be", main verbs, word order,

adverbials and persons.

Touba (1981)

Touba studied the written English of Egyptian student-
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teachers in the first year of their training in the English
Department of a Faculty of Education in Egypt. She identif-
ied and analysed the sources of common errors and identif-
ied the areas of the English language which should be
focused upon during the training of teachers for TEFL.
Touba dealt with both grammar and lexis. In the
area of grammar she covered verbs, the English "g" forms,
copula "be", auxiliaries, non-finite verbs and the gerund,
stative and dynamic verbs, prepositions, articles, concord,
pronouns, word order, adverbials, adjectives, nouns, verb
phrases, word formation and plural forms. For 1lexis,
she examined misuse of lexical items, confusion of lexical

items because of apparent and meaning similarities.

Khalil (1981)

Khalil investigated the 1linguistic deviance of the
skills of writing among secondary school Kuwaiti pupils.
Contrastive analysis was used to reveal the sources of
students' errors and the reason for their inability to
master the English language.

Her study involved grammatical and lexical difficulties.
The areas which Khalil covered in respect of grammar
were tenses, prepositions, articles, concord, adjectives,
nouns, the genitive, adverbials and auxiliaries. In the
area of lexis, she dealt with confusion between Arabic
and English 1lexical items, confusion of 1lexical items
because of their apbarent and meaning similarities, unaccept-
able ¢ollocations and the wrong usage of idioms. Her

study also 1included the identification of a suitable
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method for TEFL.

El-Shimy (1982)

El1-Shimy, in an attempt to provide a model of an
E.S.P. (English for Specific Purposes) course for Arab
students in teachers' <colleges, studied the English of
college students in Kuwait. He dealt with the following
possible problem areas in teaching an 1learning English
as a foreign language difficulties. These included grammat-
ical, phonological and 1lexical difficulties. He also
tried to identify a =suitable method for TEFL and the
factors affecting the acquisition of the English language.
In addition, El-Shimy analysed the English course content
of Kuwaiti intermediate and secondary schools in Kuwait.

In respect of grammar, he examined tenses, copula
"to be", infinitives with and without "to", verb phrases,
present perfect, passive voice, negatives, English questions,
prepositions, articles, adjectives, pronouns, third person
singular. "s", adverbs, auxiliaries, concord of number
and nouns.

For the lexical items, he included items which have
compatible meanings, misuse of lexical items, confusion
between Arabic and English lexical items, using correct
collocation and unacceptable use of lexical items.

For phonology, he covered consonants, vowels, diphthongs,
intonation, length in consonants, length in vowels and
rhythm.

In the area of methods of TEFL, he dealt with the

audio-lingual and communicative.
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In respect of other factors affecting foreign language
learning (F.L.L.), he dealt with age, aptitude, attitude
and motivation, foreign language culture, classroom setting
and class-size, and teachers' language competency.

The findings of the above studies are as follows.
In the discussion of the results of these studies, emphasis
has been given only to the areas which are relevant to

this investigation.

4.2 Studies Related to Grammatical Problems

This area has been studied by Nasr (1963), Emam (1972),
Al-Hibir (1976), Wakkad (1980), Khalil (1981), Touba
(1981), and E1 Shimy (1982).

The following are the areas of difficulty in respect

of grammar which the above studies have revealed.

Tenses

Progressive Forms

Nasr believed that Arab students should learn patterns
such as : "I am (I'm) a student" before 1learning "I am
(I'm) eating" so as to be able to learn progressive forms
without difficulty. El-Hibir and Wakkad were of the
same opinion. They found that the teacher who does not
introduce the students to contrasting patterns such as
that mentioned above created one of the causes of diffic-
ulty for Arab students in 1learning progressive forms.
Emam, El-Hibir, Wakkad, khalil and Touba found that the
interference of the Arabic language or M.T. was another

source of difficulty!
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e.g. * Here 1in Khartoum we are seeing the shining.

street.

Perfect Forms

For this aspect of grammar, Nasr suggested that students
should be taught such patterns as:

"I have a book" and "I had a book"
before learning the perfect form such as:

"I have (I've) eaten" and "I had (I'd) eaten"
to minimise the 1learning problems connected with the
perfect form.

El-Hibir, Khalil, Touba and El-Shimy also revealed
that another source of errors in using the perfect form
by Arab students 1s the negative transfer from Arabic
to English, and with Arabic or M.T. interference resulting
in students becoming confused:

e.g. * "I have went to the cinema".

Future

To express futurity, Nasr mentioned that students
should begin to learn the pattern "I am going to go to
New York". Other forms of futurity expression should
be taught subsequently and only when needed.

Khalil and Touba found that the errors of students
in this respect were due to M.T. intérference and negative

transfer from Arabic.

Infinitive with and without "to"

Emam, Khalil, Touba, Wakkad and El1-Shimy found that
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student errors in this area were due to Arabic or M.T.
interference:

e.g. * "We must learn hard to teaching them".

El1-Hibir and Wakkad blamed teachers for +the failure
of their students to use the infinitive with and without
"to", and for not being able to distinguish between the
infinitive with and without "to":

e.g. ¥ "It is better for him see."

¥ "It is the first time to rode the train.n"

Wakkad and Touba added that the internal system of
English, negative transfer, and analogy stemming from
the English language were found to be other sources of
errors when Arab students use the infinitive with and

without "to".

Present Simple Tense

Emam, Khalil and Touba found Arabic or M.T. interfer-
ence causes errors 1in the use of the present simple tense:

e.g. * "The film is describing the life of wvillagers."

El Hibir found that students omitted or added "s"
when using the present simple tense with third person
singular, because of the divergence of English and Arabic
grammar in terms of verb inflection:

e.g. * "Everything make noise."

* "People goes to the market."

Wakkad also found that for students who had some
experience in other areas of English 1language structure,
overgeneralization was a cause of difficulty in using

the simple present tense.
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Past Simple Tense

El-Hibir and El-Shimy found that students made a
number of errors in wusing the past simple tense. The
causes were the use of false analogy and an inability
to distinguish between dynamic and stative verbs. El-
Hibir added that students tended to add "d" or '"ed" for
both regular and irregular verbs:

e.g. * "After that the wind blowed."

El-Shimy found that some of the confusion over
tenses in English was due to the differences between
the systems of verbs in Arabic and English in this tense.
Khalil found the M.T. to be a cause of ‘errors in this
area, whilst Touba found that her students' difficulties
in this area were due to negative transfers from Arabic
to English:

e.g. * "He can't have at the end the whole group

he teach."”

Gerunds

Touba found that the reason for errors was that gerunds
were not dealt with in the textbooks, whilst Khalil found
that M.T. interference caused difficulty for her students
when using gerunds:

e.g. * "to teach English to students who accustomed

to use and speak another language."

Sequence of Tenses

Wakkad and El-Hibir both placed the responsibility

for errors in the area of sequence of tenses on the text-
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books. Wakkad found also that teachers' strategy caused
a number of errors in this area. El-Hibir attributed
confusion between Arabic and English as another cause
of errors:

e.g. * "I knew that this is a door."

* "He told me that he will take me."

Stative and Dynamic Verbs

Tuba's findings revealed that the cause of errors
among students when using stative and dynamic verbs was
the different "-ing" expressions in the English language.
She also found that Arabic or M.T. interference was another
cause of errors:

e.g. * "psychologists are still knowing ..."

Copula "to be"

El-Hibir, Emamn, E1-Shimy and Touba indicated that
the main cause of students' errors in using copula "to
be" was the M.T. or Arabic interference which causes
them to drop the copula "to be" when forming English
sentences because it does not exist in Arabic:

e.g. * [/ 2albait jadiid/

* "The house new."
Touba also found that over-simplification was another
cause of such errors:

e.g. * "They want to know how the language - acquired."

Auxiliaries

El-Hibir, Touba and El- Shimy found that Arabic or

M.T. interference was one of the main causes of the errors
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with regard to auxiliaries. El-Hibir added that mutual

interference, teaching materials, and teaching techniques

were also responsible for such errors among Arab students:
e.g. * "I-born in it."

*¥ "can visits"

Touba also found that confusion and over-simplification
caused a number of errors in the area of auxiliaries.
El-Shimy agreed with Touba in respect of confusion:

e.g. * "and we as teachers satisfied that many students"
Emam added overgeneralization to the above causes:

e.g. * "He will going"

* "and we have not the confidence™

Passive Voice

Emam, El-Shimy and Wakkad were of the opinion that
the difference between the passive voice in Arabic and
English in terms of word order and the agreement between
subject and passive were causes of difficulty for Arabs

in using the passive voice in English:

e.g. * " I have cut my hair." Instead of "I have had my hair
¥ " I was lived." cut".

Factors such as mutual interference, teaching techniques,
teaching materials were found by El-Hibir to be other
causes of this type of error. Wakkad held that the function
of the passive voice was not clear té students:

e.g. * " I was shared in the party."

Finally, El-Shimy indicated that false analogy and over-

generalization were two other causes of errors.
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Prepositions

Nasr, Emam, El1-Hibir, Wakkad, Khalil, Touba and El -
Shimy suggested that Arabic or M.T. interference was
a cause of serious difficulty when Arab students wuse
prepositions in English:

e.g. /tadriis %yet logah/

*¥ "teaching - any language"
They also found false analogy to be another cause of
these errors:

e.g. * "We returned - our city from the capital.”

As a result of the above, Wakkad, Touba, and El1-Shimy
held that Arab students tend to get <confused when wusing
English prepositions:

e.g. / fi: Xa:lika lyawmi/

* "in that day"”
Lack of knowledge was also suggested by Wakkad, Khalil
and Touba as a cause of errors in this respect:

e.g. "We produced many of pioneers.”"

To these El1-Hibir added mutual interference and teaching
techniques as other causes of errors when Arab students

use prepositions.

Articles

The types of errors Arab Students make when they
use English articles were found by Nasr, Emam, El Hibir,
Wakkad, touba and El-Shimy to be 1in adding or omitting
the article, and getting confused as to 1its respective
uses. In respect of the omission of "the", they all

held that this was because of the difference between
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Arabic and English articles and the resulting 1literal
translation:

e.g. * "In - first day of May"

In respect of the addition of "the", they also found
the cause of errors to be the difference between Arabic
and English articles and the wuse of 1literal <translation
from Arabic:

e.g. / %alkilaabu walgitat/

* " the dogs and the cats"
They found that the reason for becoming confused when
using articles was that in Arabic there are no equivalents
for "a" and "an", and the wuncertainty of students about
the syntactic function of articles:

e.g. * "but it is - holy Jjob"

*¥ "is - most interesting matter"

For the addition of "a" and "an", Emam, El-Hibir, Wakkad,
Khalil, Touba and El1-Shimy found that the causes of error
were Arabic or M.T. interference and 1lack of knowledge
about the zero article on the part of students. El1-Hibir
and Touba put the blame on textbooks for such errors.
In addition, mutual interference, teaching materials and

teaching techniques were also found by El-Hibir to be
responsible for errors.

e.g. * "The city 1is very beautiful at the night"

Pronouns
In respect of +the omission of relative pronouns,
or getting confused when wusing them, Emam, El-Hibir,

Wakkad, Khalil, Touba and E1-Shimy found that the errors
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were due to the M.T. or Arabic Interference:
e.g. /da Ibeet illi skinna fiih/
* That is the house we used to live in it"
El-Hibir added that teaching materials and teaching tech-
niques were also responsible for such errors:
e.g. ¥ "This book is for me"
Regarding personal pronouns, Nasr, El-Hibir, and Wakkad
found that the errors were due to 1literal translation
from Arabic:
e.g. /Jahaba Iwaladu ?ila Ibayti/
* "He went the boy to the house"
Touba found that the majority of errors were due to the
lack of enough practice in using concord of number
or &ender with pronouns or the appropriate nouns:
e.g. * "A teacher cannot learn instead of his students
but he can set him on the road.”
Wakkad also found that when wusing relative pronouns,
the conflict between English and Arabic caused such errors
as:

¥ "The voices of people whom were talking."

Nouns
Emam, El-Hibir, Touba, Khalil and El1-Shimy indicated the M.
T. or Arabic interference was a problem when using nouns in
terms of concord:

e.g. * "This days will make me happy."

For the genitive, Emam and El-Hibir found that the
interference between Arabic items and items in English

caused problems for Arab students when wusing nouns 1in
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English.

Regarding derived, non-derived nouns and adding the "s" to nouhs,
El-Hibir's study showed that the causes of errors were
Arabic interference, mutual interference, teaching materials
and teaching techniques:

e.g. * "The men who play footballs."

Touba, in terms of deriving nouns from verbs and forming
nouns from adjectives, found that the sources of errors
were lack of enough practice and textbook content:

e.g. * "His treat to the students."

El1-Shimy found that lack of practice could be a major
cause of errors when using nouns.

In respect of forming plurals, Touba found that
the source of difficulty was over-generalization of the
rules, being wunfamiliar with the derivational process
and inadequate practice:

e.g. * "our rewardable is to see ..."

* "studying the language with some much freely."
Nasr suggested that in forming plurals by adding "s"
it is important that the phonemes /s/, /z/ and /ez/ should

be pronounced perfectly by students.

Concord
El-Hibir, Wakkad, Khalil, Touba and El1-Shimy indicated
in their findings that Arabic interference was the main
source of problems for Arab students in the area of concord:
e.g. *¥ "Some are red other are green."
Lack of sufficient practice was found by Wakkad and Touba

to be another problem for Arab students in this area:
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e.g. * "There is students."

El-Hibir also found mutual interference as a source of

difficulty.

Adjectives

Emam, El-Hibir, Touba, Khalil and El-Shimy found
that M.T. interference caused difficulty for Arab students
when using adjectives. Touba added that inadequate inst-
ruction on the part of teachers and textbooks which do
not provide enough example areas for practising adJjectives
caused difficulty for Arab students:

e.g. * "It is a long length work."

El1-Shimy found that the different ways of forming adject-
ives in English and Arabic caused difficulty for Arab

students of English.

Adverbials

El-Hibir and El-Shimy found that errors in wusing
adverbs by Arap students were due to the difference between
the way adverbials are wused in the Arabic and English
languages:

e.g. * "I know this person before."

Khalil found that over-generalization and 1lack of know-
ledge also caused difficulty in wusing adverbials on the

part of Arab students.

Word Order

Nasr, El-Hibir and Touba found that M.T. interfer-

ence was the source of difficulty for Arab students in
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the area of word order:

e.g. /ra?a waladan hassanan/

* Saw (he) a boy good.

El-Hibir found that teaching materials also caused errors
in this respect. Touba found that students were unaware
of the position or placing of words:

e.g. * "They help them only to 1learn English "
together with a negative transfer from Arabic.

The areas where Arab students have difficulty in
word order were found by Nasr to be statement patterns,
negative patterns, question patterns, performance and perform-

ed upon, and modification.

"For" and "Since"

El-Hibir found that the source of errors for this
aspect of English language was Arabic interference:

e.g. * "He lived here since ten years."

Negative

Nasr and El-Shimy found that the source of errors
in the area of the negative was Arabic or M.T. interference.
e.g. /laysa rradzulu tabiiban/

¥ "not the man doctor"

Question Patters

Nasr and El-Shimy found that Arab students have
problems in question-forming because of Arabic interference:
e.g. /kayfa sayadrusu lwaladu/

¥ " how will study (he) the boy"
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Comparison

Nasr indicated that the area of comparison caused
a serious problem for Arab students of English, particul-

arly in mastering "er", '"est" and '"more" and "most".

Other Grammatical Words

For other grammatical wusages such as "this" and
"that", "that" and "those", "much" and "many", "and",
"because", "or" and "either ... or", Nasr maintained

that Arab students did not have problems when using them.
Regarding "neither ... nor", Nasr added that their problems
were due to a literal translation from Arabic:

e.g. Laa rrad3ulu walaa Lwaladu/

* "no the man and no the boy"

4.5 Studies Related to Lexical Problems

This aspect was dealt with by Nasr (1963%), Eman
(1972), El-Hibir (1976), Wakkad (1980), Khalil (1981),

Touba (1981) and El-Shimy (1982).

Literal Translation from Arabic to English

The findings of Nasr, Emam, El-Hibir, Wakkad, Khalil,
Touba @and El-Shimy indicated that 1literal translating
from Arabic to English was a major source of lexical
errors. They added that this had 1led 1learners to
a. use wrong lexical items in the place of others i.e.

false analogy:

e.g. *¥ "make strong noise"

b. wrong collocation:
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e.g. * "as teachers cannot transport the 1language"
c. produce exaggerated sentences:
e.g. * "the students who love the language".
They also place the responsibility for such errors
on teachers and pupils who were wunable to distinguish

between lexical items.

Confusion of Lexical Items Because of Similarily of Meaning

All the above studies have confirmed that one reason
for students becoming confused when wusing 1lexical items
with similar meanings which caused errors was their teachers
who had not elaborated the meaning of a word in respect
of different connotations. Table 4.1 shows an example

of English words which have different meanings in Arabic:

Table 4.1:

An Example of o Fnglish Word With Different Meanings in

Arabic
English Arabic
cover /yigatti/
/yhmli/
/yifmal/
Table 4.2 shows an example of an Arabic word which

has different meanings in English.
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Table 4.2:

An Example of Arabic Words with Different Meanings in

English
Arabic English
/Khayef/ frightened

afraid

Wakkad for instance, found that his students were only
familiar with one meaning of ‘cover and that was /yigatti/:

e.g. * "The people cover the zoo"

Confusion of Lexical Items Which Are Apparently Similar

but have Different Meanings

El-Hibir, Wakkad and Touba tackled this problem in res-
pect of lexical items and found that Arab students when
providing English sentences get confused because of an
apparent similarily of certain words or mutual interference.
Touba added that such errors were of two types: hyponymy;
which is the relationship of inclusion of a word, and
homonymy, which is the similarily of two or more words
phonologically or orthographically but with different
meanings:

e.g. * "psychologists made many searching"

e.g. * "They must set them on the write road.”

Exotic or Foreign Meanings

Nasr, El-Hibir, Wakkad and Touba found that the reason
why Arab Students gave exotic or foreign meanings to
sentences was due to the different meaning' of lexical

items as between the students' culture and that of the
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peoples whose language they are learning. El-Hibir and
Touba found that inadequate exposure to the target language
and the teachers' technique contributed in producing sent-
ences with foreign meanings:

e.g. * "it 1is a holy Jjob and heavenly religious

encourages us to learn and teach"

Touba added that literary tradition, particularly poetry
had caused a number of such errors:

e.g. * "he must be verse on his language"

4.4 Studies Related to Phonological Problems

This area was dealt with by Nasr (1963), Hassan
(1977) and El1-Shimy (1982).

In an attempt to spot the difficulties of Arab students
in the regions of the phonology of the English language,
these investigators made a comparative phonological analysis
of English with classical Arabic (Nasr), Northern Sudanese
Arabic (Hassan) and Kuwaiti Arabic (El1-Shimy). Their find-
ings indicated that the phonological differences between
the two languages (Arabic and English) gave Arab students
of English difficulties in dealing with consonants, con-
sonant clusters, length in consonants, vowels, 1length
in vowels, diphthongs, stress, intonation, Jjuncture, pause

and rhythm.

Consonants

Nasr found that the consonants /b,k,m,f,n,s,z,j',d;,
tf,h,w,y/ caused no problem for Arab students who could

speak classical Arabic. Hassan whose work involved students



102.

speaking northern Sudanese found that they could easily pronounce
/b,k,g,@;,m,n,f,h,z,j,w/. El1-Shimy indicated that Arab
students who could speak classical Arabic had no difficulty
with such sounds as /&,3/.

In respect of consonant difficulties, Nasr found
that Arab students produce /b/ for/p/, /k/ for /g/, /f/
for /v/, /&,t,s/ for /6/, /d,z,8/ for /&d/, and /n/ for
(g/. He added that clear /1/ and dark /f/ cause a distrib-
utional problem. For the English /r/ Nasr found that
Arab students when producing it might wuse the Arabic
/r/ or /R/.

El-Shimy stated that Kuwaiti students had difficulty
with /P/, final /r/, /v/, /s/, /z/, the nasal /O / and
sometimes /1/ which they pronounce with additional const-
riction or narrowing of the pharynx.

Hassan, in his findings indicated that Northern Sudanese
students had pronunciation difficulty with the /p,t,é}/‘
as major areas of incorrect pronunciation. /t,d,o ,v,s,é,
z,r/ were the areas 1in which these students had minor
pronunciation difficulties. Hassan added that his students
had difficulty in pronouncing /r/ and /1/ in +the final
position.

Nasr, Hassan and El-Shimy all maintained that the
source of difficulties in the areas of consonants for
Arab students was Arabic or M.T.. interference, mutual
interference, lack of exposure to English language and

confusion.
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Consonant Clusters

Nasr mentioned that Arab students have difficulty
in uttering the consonant clusters which differ from
those in Arabic:

e.g.gk as in square * / sekweir/

ks as in six * /sikis/

Length i, Consonants

The problem for Arab students in the area of lengthened
consonants as found by Nasr and El-Shiny was that they
lengthened them when length was not needed, particularly
with words which contain double consonant letters such
as "connect" and "correct". Thé cause of such errors,
according to them was Arabic interference which disting-

uishes single and double consonants, and their length

is varied in pronunciation.

Vowels
Nasr, Hassan and El1-Shimy stated that vowels cause
a serious phonological problem for Arab students. They
added that the higher frequency of English vowels and
their patterns or structure which differ from those in
Arabic, cause the majority of these phonological problems.
Other causes such as mutual interference, confusion and
students being unfamiliar with vowel sounds result in
the wrong pronunciation of vowels:
e.g. /e/ for /i/
/i/ for /Je/
/&/ for /[a/
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/A/ for /2/

Length in Vowels

Nasr and El1-Shimy in their findings indicated that
length in vowels did not constitute a serious phonological

problem for Arab students.

Diphthongs

Hassan found the Northern Sudanese students, when
pronouncing diphthongs did not find major difficulties.
He added that they had minor difficulties in pronouncing
the diphthongs /ou, iy, €0 5°23 U/

e.g. /o:/ and /e:/ for /Jou/ and /£o/

He mentioned that the source of Northern Sudanese students'
difficulties in pronouncing diphthongs was due mainly
to Arabic interference. The other cause was found to
be orthographic interference, especially when words begin
or end with /r/: e-g-[l.:&r]fOF E "&h-]

Hassan also found that Northern Sudanese students
exaggerated in lengthening the vowels /o:, e:, U :/ and
used them in the place of diphthongs /ou,£0, uad/. He
added that certain diphthongs were pronounced by Northern
Sudanese students as in a Scottish type of pronunciation:

e.g. /id,0p U0/

According to Hassan, the diphthongs / ei, ai, au, Hi/
did not cause pronunciation difficulties for Northern

Sudanese students.



105.

Stress

Nasr and El1-Shimy found that word stress constituted
a major phonological difficulty for Arab students of
English. This was because stress in English is unpredict-
able, whereas in Arabic it 1is predictable. Therefore,
learners tend to put stress on every syllable in a word,
no matter whether it should be stressed or not. They
found that sentence stress in the English language does
not constitute a problem for Arab students because it

is very much the same as in Arabic.

Intonation

Nasr and El-Shimy both found that the cause
of difficulty for Arab students in the area of intonation
was the number of primary contours in Arabic utterance;
which is more than those 1in English. This tended to
make Arab students speak English with a staccato beat.
They added that these students tended to over. use rising
intonation contours when uttering English question sentences.

The cause of this was held to be Arabic or M.T. interfer-

ence.
Juncture

Nasr pointed out that Juncture itself in English
did not cause a problem for Arab students. However,

Juncture phonemes which lacked some glottal stops in
initial word position made an Arab student produce English
sentences using glottal stops instead of 1liaising words:

e.g.[:?a)’_ Seet . in- on- a:m_ ﬁSEo\J

I sat in an arm chair
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This can be spoken by an Arab student as:

[2ay+ Szets 2ing 23ns 2arme &Serr]

Pause

The pause in English, as Nasr mentioned does not
constitute a problem for Arab students. They only need
to understand what is spoken, read and written, no matter

whether or not pause phonemes are recognised and produced.

Rhythm
Nasr and El-Shimy pointed out that their findings

showed that the difficulty of Arab students in the area
of rhythm was attributed to Arabic or M.T. interference.
This is because, as they mentioned, in Arabic, very 1little
Jamming of syllables occurs because of the much greater
frequency of primary stresses and coptours, whereas in
English, the syllables between two primary stresses are
Jammed together. Thig difference of stress patters contrib-
utes to the difference in the rhythms. Therefore, as
Nasr suggested, to master English rhythm, it is necessary

for Arab students to master English stress and intonation.

4.5 Studies Dealing with Factors Affecting the Acquisition

of English Language

4.5.1 The Teacher

One of the factors which affected the acquisition
of English by Arab Students was found by Hassan (1978)
to be the teacher. This was also indicated by Badri
(1979), Yacoub (1979) and El Shimy (1982).

Hassan found that the inability of students to perform
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competently in the English language was due to the teachers

who:

- were academically ill-equipped and had too 1low a
standard of the linguistic skills required for T.E.F.L.;

- lacked adequate training and lacked the knowledge
of language 1learning which is needed to teach a
good command of the language;

- were not able to select procedures adequately;

- lacked motivation and interest in a career as a
teacher of TEFL.

Badri and Yacoub, like Hassan, found that teachers
with a negative attitude and motivation towards their
careers or the subjects they taught, together with inade-
quate training, could cause poor student performance.
Badri added that long-service, inspectors who play the
role of commanders rather +than advisers, and teachers
being overloaded with work could also negatively affect
the progress of the students.

E1-Shimy confirmed that inadequacy of English language
teaching staff 1in respect of language competency and
methods of T.E.F.L., lack of motivation and a negative
attitude towards their careers could negatively affect

the English language achievement of Arab students.

4.5.2. The Methods of T.E.F.L.

Hassan (1978), Khalil (1981) and El1-Shimy (1982)
in an attempt to identify a suitable approach for TEFL
to Arab students, analysed and evaluated the major modern

approaches used in T.E.F.L. These were the Audio-Lingual,
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Cognitive and Communicative approaches.

Hassan found that the method of teaching could have
an effect on the achievement of students. He added that
this effect would be negative if the method used:

- lacked variation and creativity, and made demands
on the teacher which were too great;

- discouraged the presentation of the language skills
and materials in the course in a meaningful and
interesting way;

- did not take into account the students' language
ability as individuals. This involves their potential
background and experience;

- placed emphasis on certain language skills and neg-
lected others;

- did not take the importance of feedback into account;

- did not include the use of audio-visual aids.

Khalil in her study of the teaching method concluded
that, of the three approaches of TEFL (Audio-Lingual,
Cognitive and Communicative), the Communicative approach
was the most suitable for Egyptian students.

El-Shimy investigated the Audio-Lingual and Commun-
icative approaches. His choice of these two was due
to them being prescribed by the authorities in Kuwait.
El-Shimy suggested that to choose a method for TEFL,
one should firstly refer to the pupil's capacity. In
adopting a method, he stated, one should in the first
place think of the learner for whom the method is to
be used.

Yacoub (1979) found that a method of TEFL which

encouraged memorization of textbook content could help
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to make school work become - boring to pupils.

4.5.3 Course Content

The findings of Hassan (1978), Badri (1979), Yacoub
(1979) and E1-Shimy (1982) indicated that course content
affected the achievement of students in school in general,
and learning English in particular.

Hassan found that course content could cause under-
achievement of students if:

- the emphasis was on quantity rather than quality;

- it was not well planned;

- it lacked the necessary teaching aids;

- the selection, gradation and presentation were not
given proper consideration;

- the type of ancillary learning materials caused boredom.

Badri, Yacoub and El-Shimy agreed with Hassan about
the need for systematic planning of the course content
and the importance of making it suitable to the needs
and interests of the students. Badri added that a course
which is largely based on grammatical rules is not the
most effective way to acquire a new language.

These investigators also examined age, aptitude,
motivation and attitude, foreign language culture, classroom
setting, class size, and intelligence in order to identify

their effect on performance and . language acquisition.

The results are as follows:

4.5.4. Age

Hassan found that age was not a factor in the ability
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of students to 1learn English. El-Shimy indicated that
age is not a problem for students who 1learn English in

Kuwait.

4.5.5 Aptitude

El-Shimy maintained that aptitude 1is necessary for

better foreign language learning.

4.5.6 Motivation and Attitude

Hassan and El1-Shimy confirmed in their studies that
both motivation and attitude help in the better achievement

of foreign language learning.

4.5.7. Foreign Language Culture

Both Hassan and El1-Shimy found that previous exper-
ience in English and contact with Bnglish culture could

assist in the development of English language skills.

4.5.8 Classroom Setting and Class Size

Badri and El1-Shimy indicated that large classes and an
unsuitable classroom setting do not conduce to pupils
having sufficient opportunities to participate in the

classroom activities.

4.5.9 Intelligence

El1-Shimy, referring to a number of other studies,
indicated that intelligence had 1little to do with the
ability to 1learn a foreign language, particularly for

very young learners and/or beginners.
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Conclusion

Most of the studies reviewed by this researcher
have dealt with the difficulties Arab learners of English
face in grammar, lexis and phonology. In addition, other
factors that affect the achievement of effective English
language skills were 1investigated by these researchers.

These studies have provided samples of English language
learners from Lebanon, Egypt, Sudan, Iragq and Kuwait.
Among these, Kuwaiti Arabic is the most similar to the
Bahraini Arabic used by this researcher's sample. Iraqi
Arabic is also very similar to the Arabic used by a consid-
erable number of Bahrainis. The reason for this similarity
is that Kuwait, 1Iraq and Bahrain are all neighbouring
Arab countries in the Gulf.

Although the reviewed studies tackled different
aspects of T.E.F.L., their concentration was on certain
area(s) of teaching and 1eafning English (see beginning
of this Chapter). However, this researcher attempts here
to investigate the circumstances surrounding the teaching
and learning of English as a foreign language with partic-
ular reference to the primary cycle in general.

The reviewed studies also differ from this piece
of research in not including the subject of classroom
language (see Chapter Seven). This researcher believes
that this particular aspect 1is .Jimportant and deserves
special consideration.

Two of the reviewed studies were not of direct relev-
ance to T.E.F.L. One dealt with factors affecting the

achievement of primary school children, and the other
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with factors affecting performance in the basic skills
of Arabic. They were chosen because, as this writer
believes, they were both concerned with factors affecting
teaching and learning.

To sum up, it was found by the above investigators
that in the area of grammar, the causes of errors were:
the interference of Arabic and M.T.; teacher's technique
and strategy; the divergence of English and Arabic grammar;
textbooks and other materials; pupils' 1lack of knowledge
and practice; confusion; negative transfer; overgeneralis-
ation; mutual interference; 1literal translation; false
analogy; the internal system of English, and over-simplific-
ation. These studies also indicated that most of the
grammatical errors were caused by the interférence of
Arabic and the M.T.; teachers' technique and strategy;
the divergence of English and Arabic grammar, and textbooks
and materials. ‘

In the area of 1lexis, the causes of errors were
found to be: teachers' technique and strategy; 1literal
translation; confusion; false analogy; mutual interference;
pupils' lack of knowledge and practice; incorrect collocation;
the difference between English and Arabic culture, and
lack of exposure to English. The main cause of lexical
errors in these studies was found to be the teacher's
technique and strategy, literal translation and confusion.

Regarding phonology, the studies revealed that the
causes of errors were phonological differences between
Arabic and English; interference df Arabic and the M.T.;

pupils' lack of knowledge and practice; confusion; teacher's
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technique and strategy; mutual interference; lack of expos-
ure to English, and orthographical interference. The
reviewed studies also indicated that most of the phonolog-
ical errors were due to the differences between Arabic
and English in terms of phonology, interference of Arabic
and M.T. and pupils' 1lack of knowledge and practice.
In respect of factors affecting the firm acquisition
of the English language, the studies found that: the
teacher; the method; course content; classroom setting
and size; foreign language culture; attitude and motivation
and aptitude can affect teaching and learning English
as a foreign language. These investigations also revealed
that the teacher, the method and the course content were
the main factors that could have either a negative or
positive effect on the learners of a foreign 1language.
The studies indicated that age and intelligence did not
contribute to the inability of students to learn a foreign

language.
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CHAPTER FIVE

LANGUAGE ACQUISITION AND FOREIGN LANGUAGE LEARNING

5.1 Theories of Language Learning

What is Language?

The language of human beings is described by linguists
as a system of sounds. These sounds are the medium of
language. To produce these sounds speech organs are
used. All languages use the same channel for both sending
and receiving their sounds. They all wuse speech organs
for their set of vibrations. The organisation of these
vibrations is the same in all languages.

Bolinger and Sears (1981) stated that:

"Human language is a system of vocal-auditory

communication, interacting with the experien-

ces of its success, employing conventional

signs composed of arbitrary patterned sound
units and assembled according to set rules."

(p.2)

Barber (1964) has drawn attention to the fact that
language is what is spoken only. The written 1language
is derived from and subsequent to spoken language. He
added that, one may speak a language without being able
to write it, but no one can have a written language without
speaking it.

Regarding the importance of language, psychologists have
pointed out that language 1is the :most remarkable tool
that man has invented. Actually, it 1is the tool that
makes human culture possible.

Language is something which distinguishes human beings
from other animals. It is true that birds and other

animals sometimes communicate by means of cries, but
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all these means of communication can not be considered
to be the same as human language. The difference is
in articulation which comes in the form of language struct-
ure, words and sentences. Wilkinson (1971) in different-
iating human language and the sounds produced by birds
and animals stated that, for animals and birds, the sounds
made are agreed upon because they know what those sounds
mean. But their sounds are instinctive and their reaction
to these sounds is also instinctive. It 1is not possible
for them to agree with each other that a certain sound
has a particular meaning. Wilkinson added that instinctive
noises are also made by human beings, but their noises
are part and parcel of their emotion, and not Jjust a
matter of choosing symbols voluntarily. In support of
this, Wilkinson has quoted from Sapir

"Language is a purely human and non-

instinctive method of communicating ideas,

emotions, and desires, by means of a

system of voluntarily produced symbols."
(p.14)

Wilkins (1974) also mentioned that the form of commun-
ication used by human beings is different from that used
by other animals and birds, not only because it exploits
unique sounds and expressions, but also due to its variat-
ion in content according to its structural extent.

Language is the most important tool for communication.
There are other forms by which pgople can communicate
without using language. This takes place in situations

such as miming or gesturing. There 1is also the type
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of communication which involves symbol systems for language.
Examples of these are morse code, shorthand and sign
language.

Wilkins stated that to communicate one needs to
use -a language which can elaborate social structure.
He added that, the 1lack of spoken or written language
impedes social interaction.

As language 1is human experience, to wunderstand the
process of communication one should 1look closely at
the capacity of humans for language acquisition, and
how much its quality can heip in playing a powerful role
within people and between people. Wilkins suggested that
language can well be uéed for communication in different
remarkable situations. He added that the type of 1language
needed for communicating in a certain situation can be
identified as soon as the time for communication comes
providing that the maturity, necessary knowledge, and
experience is there. Wilkins carried on and said that
a person can express what he wants to say by applying
his knowledge of language. He concluded that the demands

placed on language are virtually limitless,
and in fact the most important characteristic of language
is to enable one to fulfil these demands.

Bolinger and Sears (1981) have raised three points
that enable a human being to use a. language. These are
as follows:

1. his predisposition and physical capacities;
2. a language system should be pre-existent;

5. having competence to apply his pre-disposition and
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capacities to the 1language system he 1is exposed to.

This includes the sound system, grammatical rules and

their meaningfulness.

5.2 Behaviourism and Mentalism

5.2.17 Introduction

There are three views of modern language teaching.
One view 1is that language 1is taught by conditioning.
Some maintained that language should be taught by drill
and explicit explanation. Others Dbelieve that 1language
is taught or built by elementary "data-processing" proced-
ures.

Linguists have provided a structural analysis of
language data. They frequently deal scientifically with
language substances in isolation from the sociological
or psychological factors which might affect its wuse. Their
interest is in the process involved in wusing language,
but their belief is that it is the function of psycholing-
uists to investigate these processes. Therefore, they
have fairly uncritically adopted whatever has been proposed
by psycholinguists.

There are many linguists who still retain the above
notion, but recently a new school of thought has developed
which believes that 1linguists and psychologists should
cooperate in order to develop the process of language
acquisition. In connection with this notion, Wilkins
(1972) pointed out that it is believed that:

"Linguistics is a branch of psychology, or,
some might say, since language is central to
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all human experience, psychology is a branch
of linguistics."
(p.160)

Research: has been done to discover the wuniversal basis
of language and how the M.T. is acquired. But whatever
the principles of general language involyed, the relevance
to foreign language learning is there. (Wilkins, 1972)

Behaviourism and mentalism are two highly contrasting

general theories of language acquisition. The identificat-

ion of these two theories is as follows.

5.2.2 Behaviourism

For behaviourists, a language is learnt in the same
manner as any other skills. They perceive 1language as
being learnt only in terms of what a learner can observe:
what he learns is what people around him wutter, and the
conditions under which the wutterances are made. They
believe that observable physical experiences are the only
basis for valid data. Their view 1is that the 1learning
of a language requires only verbal behaviour, which is
related to mental ability. Skinner (1957) stated that
the term "speech" applies to vocal behaviour. He added
that the circumstances which the person is in can be
affected by his observation. Therefore, as Skinner said,
to learn a language one only requires vocal behaviour
and to practice it linguistically.

The behaviourists’view is that any learning procedure
takes place wunder the control of the condition which
the learner is in, and that his 1learning depends on the

condition he is 1in. The wvariation 1in the ability to
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learn depends on the difference in the learning experience.
For them, past learning is less dependent on, and the
influence is mainly placed on, the factors which operate
in the situation the learner is in.

The behaviourist theory is of stimulus-response based
learning, particularly Skinner's model of operant condit-
ioning. This theory maintains that the production of
any learning is the result of the provision of certain
kinds of stimuli. 7Tphege Stimuli lead. to a response which
should be followed by reinforcement or reward. In connection
with, and as an example of this nption,, Rivers (1981)
mentioned that the acquisition of habits by infants is
as follows.

Infants, being at some stage of random babbling,
produce certain sounds that resemble appropriate words
for persons or obJjects around them. The infant is rewarded
to make him feel that his noises and smiles are approved
of and probably the production of the same group of signs
in a similar situation will be increased. As the reinforce-
ment is repeated, a habit is established.

Behaviourists insist that, for better learning,
the learner should be where stimuli and reinforcement
exist. McDonough (1981) stated that the pehaviourists!'
theory emphasised that environment plays an important
role in the provision of stimuli for imitation, and rein-
forcement. Farch et al., (1984) added +that the process
of imitation is of primary importance in behaviourism.
This process of language acquisition takes place through

a stimulus-response sequence. According to Farch et al., it
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involves three stages:
- providing the 1learner with a model of utterance;
- providing the version of this utternace through
imitation;
- the comparison of the 1learner's own version with
the model utterance.

Rivers (1981) went on further to say that children's
imitation of sounds continues and more combinations should
be reinforced. She added that, by acquiring syntactic
and morphological variations, the child's language improves
and new combinations will be created by him through general-
ization and analogy. She went on to say that the behaviour-
ist's view is that, using the process of trial and error,
and reinforcing the acceptable utterance by comprehension
and approval, and inhibiting the reward if the utterances
are unacceptable, will help the <child to 1learn how to
discriminate better and better until what he utters becomes
like the speech of the people within his group.

To define the stimulus, Wilkins (1972) has pointed
out that it can be physically present in the situation
the utterance takes place. It can also be verbal by
producing language, or internal such as the state of
thirst or hunger that leads to the provision of an utter-
ance like "I want to have some milk". As soon as the
child attempts to respond he should be reinforced. Wilkins
stated that according to behavioufists, this encourages
the child to produce more and more of such types of respon-

se. Reinforcement can be produced in several different
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ways such as parents approving his response which is
a powerful reinforcement or fulfilling his physical needs
as soon as an utterance is produced.

Behaviourists believe that a single response does
not help learning to take place, even if it is reinfor-
ced. They maintain that the response can only be fully
learnt through repetition. The strength of a response

learning is measured in terms of the number of times

it has been repeated and reinforced. The more a word
has been uttered, the better it is 1learnt. This means,
in behaviourists' terms, the notion of repetition is

very important in the process of learning a language.
To strengthen the learning, every response should be
reinforced. Skinner (1957) in support of the above notion
reported that, the consequences of reinforcement is import-
ant for the acquisition of each verbal behaviour. Their
main function 1is to strengthen the response. Skinner
has suggested that encouraging the 1learner to repeat
a response depends on how much the response is reinforced.
Thus, if a child does not respond it means that
he can not repeat that response, and consequently receives
no reinforcement which causes the response not to be
learnt. Wilkins (1972) argued that a person whose learning
takes place by making responses can not 1learn to produce
language by Just hearing other people speak it, npor
can he learn it by describing it or explaining how the
language is used. He went on to say that one may respond
by hearing, but this hearing being repeated and reinfor-

ced can only help him to learn to hear but not to speak.
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He added thét a correct response by a child, and the

reinforcement will lead to learning. But sometimes the
child may utter incorrect forms. This may be due to
his inaccurate hearing of a form that he imitated, or

the creation of an incorrect form by analogy from his
previous learning of correct forms. For instance, as
Wilkins stated, if he has learnt that the past tense
of "play" is "played", he may over-generalize this response
and produce an utterance like '"goed" as the past tense
of "go".

Considering meaning, behaviourists believe that
a response being of a correct form does not mean that
it is situationally correct; it should also be appropriate
to the stimulus. Therefore, for behaviourists, when
learning a language, both a formal and thematic repertoire
of response has to be acquired.

When learning a mother tongue, behaviourists state
that a child gradually recognises both individual and
whole classes of stimulus and the appropriate and correct
response, no matter whether it is a word or an wutterance.
They maintain that the child's language learning improves
since the appropriate stimulus is there. Any preference
being a correct form of utterance as an appropriate response
to a present stimulus is considered to be sufficient
for behaviourists. There is no need to enquire 1into
the meaning of what has been uttered or whether the child
meant or understood what he uttered.

McDonough, (1981) has drawn attention to the point

that for behaviourists it is important to bear in mind
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that for the M.T. 1learning process, reward strengthens
the response, and the response 1is strengthened by other
stimuli.

Regarding behaviourism and foreign language learning,
it is mentioned that since the second World War, most
of the developments in the area of foreign language teach-
ing have been on the basis which assumed that language
is a form of ©behaviour, and learning a language takes
place through the formation of habits. Wilkins (1972)
guoting from Rivers and Brooke stated that the process
of learning a foreign language is basically a mechanical
habit formation performance. To 1learn a language 1is
like carrying out any routine that is characterized as
a habit such as learning to type or to ride a Dbicycle.
These habits are formed of activities that one carries
out without the conscious use of one's cognitive process.

When teaching a foreign language, the behaviourist's
method is that the concentration should mainly be on
the skill of speaking and should be followed by the skill
of writing. This is because, behaviourists view speaking
as being more important than writing. The development
of writing comes later and as a secondary form that 1is
derived from speech. Therefore, learners of foreign
languages should be given the opportunity to repeat every
new piece of their target languagg a number of times.
Little explanation of the activities and rules of language
structure should be given by the teacher. The teacher's
role is only to assist the 1learners 1in order to enable

them to get the right response which should be followed
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by a proper reinforcement.

This view of behaviourists regarding language learning
is rejected by a number of theorists. Rivers (1981)
mentioned that in the 1960s, a number of psychologists
turned away from the concept of habit formation to the
areas of perception, thought process, the encoding and
meaning of expressionj processing information; memory,
and concept. Among these are Chomsky and Lenneberg.
Allen and Buren (1971) have mentioned that Chomsky has
argued against behaviourists by demonstrating the theory
of "Stimulus-Response" Chain to be useless. He has shown
that this rule could not account for a,  number of human
capacities such as language, complex problem solutions
etc. Chomsky stated that some believe that being exposed
to pedagogical grammatical rules may hinder the skill
of fluent language acquisition. This, as Chomsky pointed
out, is based on the structure of the 1language and the
process of learning. He claimed that, as Allen and Buren
have stated:

"The notion that linguistic behaviour con-

sists of "responses" to "stimuli" is as much

a myth as the idea that it is a matter of

habit and generalization."

(p.156)

Chomsky (1970) suggested that the theory of psychology
in language acquisition requires Jjustification. He argued
that:

"the relevance of psychological theory to

acquisition of language is a highly dubious

and questionable matter, subject to much

controversy and plagued with uncertainty
of all sorts." (p.54)
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Chomsky went on further to say that turning to linguistics,
one sees that the situation is the same. They have had
a share in the myth that linguistic behaviour is habitual.
For them, he said, language is acquired through its patterns
and using them as the basis of analogy.

Piaget (1980) in agreement with Chomsky mentioned

that:

"Language is the product of intelligence

or reason and not the product of learning

in the behaviourist sense of the term."

(p.57)

Lenneberg's (1970) view is that every human inherits
a power to learn certain 1languages. He argued that to
speak, one requires a great deal of <creativity. He went

on to say that <children create forms of the language
they want to acquire which they have never heard before.
Such forms do not even exist 1in the adult's language
model. This means, as Lenneberg stated,that, 1in addition
to the mechanism of their imitation, they also possess
some innate 1linguistic capability. He suggested that
the procedure of language development 1is not random.
His argument went on to state:

"the rat who learns to press a lever or to

purchase food gives us no more insight into

the process of language acquisition than, for

instance, through observation of the nest

building habit of the rat or the acquisition

of flight in the bird." (p.87)

Lenneberg has explained that 'in the case of food
purchasing by the rat, the situation 1is planned by the
trainer whose aim is rational. But, to acquire a language,

the situation - cannot be pre-planned or the result of

rational behaviour. This, as Lenneberg mentioned can
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be seen in the random babbling of tﬁe infant which gradually
changes into words accidentally. Therefore, to acquire
a language children should not be given rules 1in order
to apply them. They are only exposed to a large number
of examples to see how the syntax works. From the examples
they are exposed to, children acquire principles that
can help them form new sentences.

To sum up, the theory of behaviourism seems to be
inadequate for the linguistic behaviour of human beings.
Most 1language acquisition theorists claim that it is
impossible to accept the view that 1linguistic behaviour
is a matter of habit, that it is slowly acquired by rein-
forcement, association and generalization. It is worth
while here to quote the exact words written by Allen
and Buren (1971) regarding Chomsky's argument in the
notion of 1language acquisition. He has claimed that:

"T have been able to find no support what-

soever for the doctrine of Skinner and

others, that slow and careful shaping of

verbal behaviour through differential
reinforcement is an absolute necessity."

(p.137)

5.2.3 Mentalism

The Mentalists' view, such as that of Chomsky and
Lenneberg contradicts the view of behaviourists on almost
all points. Their belief is that children do not learn
a language by being subjected to tﬁe process of similar
conditioning, but that it 1is due to their possession
of an inborn capacity as a normal process of their maturat-
ion. This capacity, according to mentalism is by definit-

ion, universal.
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They believe that 1learning language 1is the same
for everybody, but the similarity depends on the 1learner's
sharing of the same capacity. They maintain that all
children except those with certain physical disabilities
are able to learn a 1language with the same degree of
mastery of 1its basic structure, although the culture
of the environment they are in 1is different, and the
amount of attention they get from parents 1is not the
same.

Miller (1970) in the same frame of mind, argued
that normal children acquire a language they are exposed
to in the environment without any instruction or motivation
He added that a child 1is born predisposed to learning
language, and for this learning, he must have the capacity
to generate and interpret new sentences. This capacity,
according to Miller, is innate and is not something that
can be learned.

Chomsky (1968) also has argued that human beings

possessing some internal capacity for language, can learn
a language successfully if they are normal. This makes
them different from animals. He added that it is not

possible to acquire this capacity; therefore it is innate.
Lenneberg (1970) in agreement with what Miller and Chomsky
pointed out, argued that the language of all human beings
is the same. They all have sound systems, they all have
individual units that are put into 1longer sequences of
phrases, sentences and discourses, and they all have
their own grammar. This means, as Lenneberg stated,

that a human being himself has some innate, and that
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every human inherits a power to learn certain languages,
and the process of language acquisition of all children
is the same.

Rivers (1981) stated that the mentalists' view is
that children go through the same stages in developing
their language acquisition. She added that for mentalists,
when children learn a language, they do not seem purely
to imitate, but they select what they hear and construct
forms according to the system of their development. The
combination of words in meaningful sequences develops
as soon as infants realize that there is some relationship
between sounds and objects or situations. This realization,
as proponents of mentalism believe, depends on their
maturation.

By referring to a number of mentalists, Rivers carried
on to say that the ability to speak is peculiar to humans.
She added that, in the human, there are certain innate
propensities for the acquisition of language with its
complicated grammar. For mentalists, as Rivers pointed
out, it is impossible for a <child to acquire a highly
complicated system of grammar through some vague process
of imitation and generalization.

McDonough (1981) in relation to the above idea,
stated that the argument of Chomsky is that to explain
language structure by wusing the Dbehaviourists' concepts
as translation of traditional grammar had added nothing
but confused the issue because of the vacuity of the
terms. He added that Chomsky has proved that chain struct-

ure is possibly not language grammar. This can be seen
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as McDonough mentioned in the following example:

"The man who sang was a singer."

In this example, "was" 1is more closely related +to
"man" than to "song", but in the chain association, each
successive link is related directly to the previous one.
This means that language is hierarchically ordered.

Wilkins (1972) in defining the role of the innate
in language acquisition mentioned that the mechanism
of the innate which is proposed by mentalists has been
named as a "language acquisition device". This kind
of language acquisition, as stated by mentalists 1is as
follows: As soon as a child is born, he 1is exposed to
a certain language which is like a trigger for the device
of language learning. This device is capable of formulat-
ing hypotheses about language structure that he is exposed
to. This process takes place without the <child being
conscious of 1it. The child tries out the formulated
hypotheses by producing his own language and this production
is continuously checked against further data of +the 1lang-
uage that he is exposed to. Any hypothesis found not
to account for data, is modified by the child and checked
again by him.

Regarding the stages of hypothesis, Wilkins has stated
that the first ones are very simple. For instance, he
says, a two word utterance stage in which the operation
takes place are of hypotheses that are of two <classes
of words. These two classes of words involve a 1limited
word and another that 1is somehow wunrestricted in terms

of number and its occurence, which is of fixed sequences.
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These hypotheses become more complex as the <child grows
older. By applying them to his own language, the child's
speech gets closer and closer to the language of adults
which is the model of +the 1language he 1is exposed to.
Wilkins concluded by saying that children acquire their
language by constructing an internal 1language grammar.
This grammar is modified sticcessively until it Dbecomes

completely like the one used by adults.

5.2.4 Transformational Generative Grammar

Since the 1960s, Chomsky and others have become
more and more interested in language problems and found
the contemporary theory of transformational generative
grammar compatible. This theory 1is concerned with what
goes on in the mind of both the one who speaks the language
and the one who hears it, and the 1innate mechanism which
makes language acquisition possible.

Rivers (1981) has mentioned that cognitive psycholog-
ists accepted the collaboration of the +transformational
generative grammar because they needed a theory of language
to base their research on. A number of studies wused
the theory of transformational generative grammar as the
framework to their report which included areas of sentence
processing, speech perception, first language acquisition
of children and its influence on their early second language
acquisition.

It is reported that transformational generative grammar
is basically the result of research done by Harris, Chomsky

and Halls. Their work dealt mainly with theories of
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syntax, phonology and semantics. Their view was to use
the categories of traditional grammar after redefining
them for different languages.

The distinction between competence and performance
was considered as basic to the transformational generative
theory. It was found by Chomsky that competence is intuit-
ive knowledge of the complex system of speaking and hearing
language rules. This was recognized in native speakers
and their competency in producing grammatical utterances.
The form performance was found to be the utterance used
in the actual situation. Its form 1is wvariable which
may not always conform with the competence of the speaker
and hearer (Palmer, 1971).

Palmer added that in the theory of transformational
generative grammar, the establishment of competence. is
of studying patterns of sentences which are samples of
performance. As soon as language competency is established
perfectly, it can help in studying the more complex aspects
of performance.

As a result of the above discussion regarding behav-
iourism and mentalism theories in language learning, it has
been seen that the theory of mentalism can be utilized
in language teaching and 1learning. But, 1linguists and
psychologists draw attention to the point that both these
theories need to be improved upon. Therefore Chomsky
(1970) cautioned teachers not to rely totally on
the fundamental disciplines of what linguistics and psychol-
ogy have provided for pedagogical uses. This 1is Dbecause

as Chomsky maintained, both these fields are undergoing
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major changes and this 1loss of confidence 1is healthy
and realistic. He added that:

"still, it is difficult to believe that

either linguistics or psychology has ach-

ieved a level of theoretical understanding

that might enable it to support a "technol-

ogy" of language teaching." (p.52)

Wilkins (1972) agreeing with Chomsky's point of view,
stated that both the behaviourism and mentalism theories
are rather weak. Regarding behaviourism, Wilkins stated
that they did their experiments for their theory with
animals which obviously has nothing to do with 1language
behaviour. It is assumed that the principle of behaviourism
can be applied to 1learning one's mother tongue. This
assumption, as Wilkins thinks, may not seem to be reason-
able, but there is the possibility that some of the princip-
les do operate not entirely for language teaching but
for any other similar situation.

Considering mentalism and the role. of _its theories
in 1language learning, Wilkins pointed out that their
theory at least intended. to account for the behaviour
of human beings; but the empirical evidence is very slender.
He went on to say that, for language learning, this theory
requires a particular kind of mental structure which
he believes +to be innate. This innate quality being
accepted for language existence of the acquisition device,
one needs to have evidence that this device is employed
for learning both mother tongue and foreign languages.

To conclude, one may accept that the theory of mental-

ism is more effective than that of behaviourism. It

has been found that in 1language learning the mentalism
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theory is in an ascendant situation in terms of nature
and nurture opposition, at 1least among linguists, and
has influenced a number of psychologists. But still
language teachers need not be obliged to choose any one
of the above theories. One should try to evolve one
coherent position based on present knowledge, particularly
in terms of foreign 1language learning which requires

more to be known about its psychology.

5.3 First Language Acquisition and Foreign Language

Learning
5.3%3.1 Introduction

Learning means knowing something one did not know
before, or becoming able to do something one could not
do before. Learning can take place either informally,
or formally. Informal learning takes place all the time.
This is where one -extends one's knowledge and skills
without learning being systematically set for the product-
ion of this change in the learning i.e. the goals are
not pre-determined and the planning is not pre-arranged.

To learn formally means learning with the help of
a teacher. A teacher, in a broad sense, can be defined
as educated policy making, syllabus committees, textbooks
and programme writers, classroom teachers, instructors
etc. The exact definition of a téaoher has been given
by Ingram (1974) who has sfated that the teacher 1is the
person who:

"specifies the goals, selects and arranges
the materials, presents them to the learner
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in various ways, requests the learner to

carry out specified activities, and eval-

uate his performance by comparing it with

the predetermined objectives." (p.218)

To learn a language means to acquire command of
a language so that one 1is able to communicate purposes
adequately i.e. the learner wunderstands others and also
is understood by others. Learning the first language
takes place informally, except for deaf children and
pre-school children. Sometimes, one. may learn a second
language informally, or partly informally, as in multi-
lingual communities. Learning a second language can often
also take place formally in schools.

To distinguish between second 1language and foreign
language learning one may say that second language learning
takes place formally as a supplement to the informal
learning. Regarding foreign language learning, it takes
place completely formally in a school setting.

The situation in which the first language is acquired

differs from the one of second or foreign language learning

.

When a child acquires his first 1language, he does it
informally in a natural situation of language 1learning.
In this situation, the 1learner himself determines the
strategies without them being imposed by a teacher. But,
the learning of a second or foreign language takes place
formally by learners who are older than first language
learners.

Formal learning situations are mostly planned according
to the learner's capacity. Ingram (1974) in referring
to B.F. Skinner and his groups mentioned that when they

began to prepare a teaching machine programme, the inform-



136.

ation they got from teachers was not about what the teachers
themselves wanted the children to learn, but what children

were actually capable of learning.

5.3.2 First Language Acquisition

At the end of the eighteenth century, studies of
children's language began. This was handled by education-
alists and philosophers who began to observe their own
children by keeping diaries of the utterances of their
children.

Psychologists carried out most of the studies of
the language learning of children during the first half
of the present century. Their assumption was that, although
learning a language is complex, it does not principally
differ from other kinds of learning. Most of these studies
were dealing with language indices of general intellectual
development and not just describing the 1language as it
is. The finding of the studies showed two indices:
1. The average length of a child's utterance, whether

in terms of words or syllables , increases regularly

with his chronological age, and this regularity will be
greater if his mental age is higher;

2. The size of a child's vocabulary is correlated very
closely to his I.Q. (Intelligence Quotient).

In the 1950s, psychologists' began to renew their
interest in the process of thinking. Around this time,
a new term was coined, and this was psycholinguistics.

In 1953, psycholinguists started to study the lang-

uage development of a child systematically. This 1involved
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the first wutterances of the <c¢hild up to school age.
As discussed earlier, there are different views

regarding language. These are:

- The environmentalists who Dbelieve that a <child 1is
born with no innate qualities. Through the experience
that he undergoes in the environment, his individual-
ity and skills are constituted. Intially behaviourists
held this view for a period;

- There are those who believe that children are born
with very specific innate endowments with knowledge
of both the world and the nature of language and
its grammar. Added to this, their view 1is that
a c¢child can hypothesize and test his hypothesis
in order to enable him to determine the Ilanguage
which he is exposed to;

- Besides these, there are those who adopt interaction
hypotheses. Their belief 1s that children have come
into this world with specific knowledge in grammar,
semantics and phonology. According to them, children's
language development 1is due to their interaction
between the innate potentialities they have and the

quality and variety of their experience.

5.3.2.7 Language Development in Children

The First Noises

The baby, responding to the shock of birth and his
first breath,makes his first cry which is the first vocal-
ization of human infants. In the following weeks, and

as the infant is in his first or second month, he begins
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to produce vocal noises besides crying. These noises
or cries are differentiated as either comfort or discomfort.
This can be recognized by the mother as the baby reaches
his fourth month. The first reaction of the baby is
only to noises. This reaction soon changes by responding
to the sounds of the human selectively, particularly
the sounds made by his mother. As soon as he hears someone
speaking, he turns his head to him or stays still to
listen, but rarely follows other sources of noise. At
this time, the pitch of his wvocalization varies. Among

them are squealing and growling (Ingram 1969).

Babbling Stage

After a period of time, the Dbaby's noises will be
increasingly changed to syllables which is called the
babbling stage. Wilkinson (1971) described babbling as rep-
etitive and as an enjoyment for the baby. He added that
it is also a kind of articulation the practicing of
which prepares him for language acquisition. Ingram (1969)
stated that babies who are born deaf go through the same
stage of vocalization wuntil +they reach their sixth to
eighth month, when they become progressively more silent.
She added that babies whose hearing is normal are stimul-
ated by adult voices and are increasingly engaged in
conversation. She went on to say that there is a great
deal of speculation to see 1if the baby imitates what
adults say. What is usually seen is that parents immitate
what the baby says at this stage. What Bolinger and

Sears (19g1) argued was that babbling is followed by
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imitation which plays a part 1in 1language acquisition.
They added that before a child imitates, he experiments
and hence creates according to the approval he receives.
Wilkinson went on further to say that children's choices
of sounds are of those which are easier for them. These
sounds, as Wilkinson mentioned, are of those that are
shaped into words by adults, such as "ma-ma-ma", "da-
da-da" etc. Parents, through imitating these sounds encour-
age the child to produce words such as "mama" and '"dada"

which highly satisfies both the ©baby and his parents.

5.3.2.2 The Stages of Language Acquisition

It was found that normal children all over the world
pass through the same stage of language development,
but they may differ in rate. Researches have shown that
language acquisition in <children follows four stages.
These are holophrastic (or one word), joining, connection
and recursive.

The stage of '"holophrastic" or one word utterance
in babies is of kinds of utterances which are neither
words nor sentences, or even one word sentences. In
this stage, the baby utters words such as "mama" where
he means "mama is here", or, "take me mama'". Wilkinson
(1971) stated that parents truly claim that as soon as
the baby begins to produce his first words he is beginning
to talk. But he added that 1linguistically single words
do not constitute 1language. For 1linguists, he said,
these words are called "holophrases'or one word utterances.

Dale (1976) went further to say that it 1is most commonly
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recorded that the baby's first words will appear when
the baby is in his tenth to fifteenth month. He added,
it is suggested that as the baby's vocabulary reaches
ten words, one can indicaté the true language development;
and this takes place when he 1is fifteen months of age.
This will be followed by uttering one word at a time.
These words are preceded by babbling.

It is stated that the distinction of the first words
of a baby is done in respect of his pronunciation, or
phonetic forms, their meaning, and how the words are
used. The first words that a baby speaks wusually consist
of one or two syllables.

Some children may remain holophrastic up to the
age of two years, and others may pass through this stage
quickly. This stage 1lacks grammar. Children at this
stage do not differentiate between nouns and verbs. For them
both things and activities are Jjust named (Bolinger and
Sears, 1981).

The next stage is the "joining" stage. When children
reach this stage, they are eighteen or twenty months
old. Dale (1976) stated that, at this stage, children's
language 1is simple but interesting, because it shows
how they organize their initial strategies. It has Dbeen
proposed that, in <children's 1language at this stage,
words such as nouns, adjectives are there, but others
such as articles, prepositions and endings 1like plurals
are missing. Most of their words are of single morphemes.
The other proposed fact 1is that early child 1language

is genuinely creative. Their wutterances are not only
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identical to what they heard from adults, but they are
also not simplified. Some call the 1language of children
at this stage "telegraphic' speech", This 1is because
of their omission of some words such as the ones mentioned
above which are usually 1left out of telegrams in order
to reduce the cost.

Bolinger and Sears (1981) maintained that, at this
stage, children begin to develop their grammatical devices.
This is done, as they said, by putting two words together
so that they are related to each other. Ingram (1969)
added that studies have shown that the child's grammar
at this stage is primitive and a faulty version of adult
grammar. She carried on to say that the average 1length
of children's utterances increases steadily with their
mental age.

The third stage of children's language development
is called "connective". At this stage the child wuses
more complex sentences of +three or more words. Step
by step, this stage increases its complexity which shows
that a child of two years and five months of age will
be able to separate inner questions from the command
as a whole as in "ask your daddy what he did at work
today". When the child reaches the age of three years
and five months, he can make the right transformation
of the verbs such as in "what did you do at work today?"
(Bolinger and Sears, 1981).

Regarding the grammar of children at this stage;
Bolinger and Sears added that children at +this stage
learn the grammatical morphemes. They can master the

forms correctly and meaningfully, and can utter more
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complex sentences. They can mark the plurality of nouns,
the agreement of verbs, the comparison of adjectives
(if the language he learns is English).

The fourth stage of language development in children
is called '"recursive". At +this stage the child will
be aware of 1linguistic structure which means putting
sentences together according to grammatical rules. By
the age of five to six, children will generally have
a complete control of their language. It was found by
researchers that at this stage children are not able
to manipulate grammar; and when they wuse 1it, they are
not completely aware of it being grammar. Parents and
others correct children's grammar, but mostly they correct
themselves by observation. At this stage, they 1learn
not to use "fighted" for "fought", "sheeps" for "sheep".
It has been found that, at the age of four to six years,
children can judge their errors of syntax.

However, with regard to age, studies have shown
that one can not depend on it to indicate the development
of language in children, and that there are differences

among children and their process in acquiring the language.

5.3.2.3 The Language Acquisition Device

Imitation

One of the important factors which helps the <child
to acquire a language 1is 1imitation. This 1is Dbecause,
as Wilkinson (1971) mentioned, the child is motivated
to be like his parents; therefore he imitates them, espec-

ially the mother. The child also imitates other children
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and adults around him. Imitation can help children arrange

their words correctly.

Practice

When a child interacts with his mother or the people
around him, he uses a great deal of his spontaneous imitat-
ion of their remarks or their functions. This, as Ingram
(1974) stated is done by nearly all children, but some
do it more than others. She added that repeating and
imitating others' remarks provides children with practice.
Those children who have the habit of accompanying actions
with descriptive remarks have better practice, which,

after all, 1is what language acquisition depends wupon.

Exposure to the Language

Exposure to language as a device for language development
has been found to be significant by many writers. Lenneberg
(1970) claimed that to acquire a language, children need
to be exposed to it. He added that:

"As long as the child is surrounded at all

by a speaking environment, speach will

develop in an automatic way." (p.90)

Miller (1970) also pointed out that normal children
acquire their language by being exposed to it in their
environment. The importance of adequate exposure to the
language for language development: in children 1is also
supported by Wilkinson (1971). He mentioned that a child
being exposed to a meaningful 1language will be able to

speak it.

This means that the best part of 1language development
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takes place through a certain amount of exposure
to the language. The more the child is exposed to meaning-
ful 1language, the better he formulates and practices

its structure.

5.3.3 Second Language Learning

5.3.3.17 Introduction

For many years 1linguists and those who are involved
in teaching languages have been interested in identifying
whether first language learning has got any relationship
with second language learning. Researchers have considered
the area of 1learning a second language as a fruitful
field for investigation. The methods wused for teaching
languages have been compared to identify the suitability
of each for teaching the mother tongue and the target
language to see ho@ much general psychology can assist
in the instruction of language learning. A number of
studies have been done to see the differences between
the ability of learners and their interaction with learning
performance such as their aptitude, attitude and motivation.
A great many studies have dealt with methods of acquiring
a language in order to provide systematic features of
how a second language can be learned. Many studies have
been undertaken to see whether it 1is ©better to 1learn
a foreign language early or late.

In spite of all these studies and researches which
have put great effort into second 1language 1learning,
the theories and the results of their work regarding

the methodology of second language teaching is still
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limited, and the question of whether the process of the
articulation of the second or foreign language is the
same as in the native language, has not yet been satisfact-
orily resolved.

Enthusiastically, McDonough (1981) has stated that
these researches can provide useful information for those
who are in the 1language teaching profession. He added
that these studies and researches can help teachers pin-
point the areas which cause difficulties when learning
a second language, and how to help the 1learners overcome
these difficulties. An example of this, as McDonough
stated, is the interference of the M.T., lack of performance
or inability of 1learners etc. They also can help 1in
the planning of the content of syllabuses to suit the
learner's language ability. He went on to say that they
can also contribute to better teaching and 1learning in
the classroom, and suggest a better methodology which
would be appropriate for certain 1learning situations.

To know how a foreign language can best be taught,
one should firstly look at the nature of the 1language
and what is known about the nature of learning it. Wilkins
(1974) pointed out that people know 1little about the
nature of language learning. He suggested that to begin
with, one should take into consideration the way in which
the M.T. is learned by a child. This does not mean that
to teach a language one should closely imitate the natural
process of acquiring language, but one can see how language
acquisition takes place which may help him in 1language

teaching. In order to define the terms "language acquisition"
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and "language learning" Wilkins stated that by language

acquisition is meant the way a language is acquired natur-

ally by being largely randomly exposed to it. By language
teaching, is meant that the learner 1is exposed to the
language structure through language teaching.

In connection with the contribution of the language
acquisition process to language learning, Mcdonough (1981)
pointed out that educationalists believe that the process
of language acquisition is important for language learning
because:

- the best examples of language learning are children,
and studying their performance in language acquisition
can help in the generalization of the features of
language learning in future, or in contrast confirm
the belief that this generalization is not possible;

- methods of teaching the second language have shown
that learning a second language recapitulates learning
the first language. This claim requires a good
description of the process of the M.T. and the target
language;

- the argument is that the process of second language
reactivates that of the first 1language, and this
makes the learning more efficient if the experiences
of the two languages are close together. This point
has given rise to the argument of whether or not
to introduce a foreign language in the primary schools;
which will be discussed later;

- the phenomenon of child language acquisition is unique.

Both behaviourist and cognitive processing approaches
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to learning cannot explain certain crucial facts
about the language of the child. Examples of this
are the child's new wutterance, his order or rate
of learning and how he discovers the structural
rules which help to operate at a deeper 1level than

the sounds he hears.

5.3.3.2 Foreign Language Learning Early or Late

The optimal age for learning another language is
controversial. Some believe that the acquisition of a sec-
ond language in a natural and effortless way can only
be done before puberty and the brain is free in its plastic-
ity. To them, the suitable ages are between four and
ten. Others ©believe that as one matures at puberty,
the automatic acquisition due to exposure to a language,
will disappeér. Therefore, at this stage, foreign language
learning would take place through a conscious and 1laboured
effort. Others held the view that the 1lateralization
of the brain function for language learning is completed
at the age of five. At this stage, as studies have shown,
children have already acquired their first language.

Wilkins (1972) concerned with the optimal age for
learning a language, wrote:

"with age comes a change in the potential for
learning foreign languages." (p.185)

He went on to say that:
"The evidence that language learning is
an easier process at an early age comes
from a number of different sources.”" (p.185)

To place a boundary between the ability of a young

child, adolescent and adult, Wilkins » by referring to

'
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others who argued that the neurological evidence , points
to the fact that it 1is better for a foreign language
to be learnt at the age of primary school. By quoting
from others he stated that the:

"brains control of motor activities is located

in the left hemisphere of the brain. If the

brain should be damaged in this area and the

control of motor activities lost, it is only

children below the age of puberty who can

transfer control of motor skills to the

right hemisphere ... and that before pub-

erty the brain has a plasticity which is

subsequently lost and that with it the

capacity for learning language is lost too."

(p.186)

Wilkins added that it was found by teachers and
those who worked with <children that younger children
find it easier to 1learn a foreign 1language than those
who are older. Younger children can reproduce sounds
through imitation and repetition with 1less difficulty.
They find it a source of pleasure to imitate and repeat
sounds. For older children, this may cause irritation.
He concluded by suggesting that:

"to teach foreign languages in the primary

school is educationally desirable, since

attitudes are usually formed at this age

and the teaching of languages will help

prevent any tendencies towards ethno-

centricity." (p.187)

Ingram (1974) has argued that people believe that
to learn a second language, young children are more talented
than those who are older and adults. They 1link this
idea to the concept of critical periods which states
that if within a given period, the 1learning does not
come about, it will take place with great difficulty.

In opposition to this, Ingram stated that a number of

studies showed that young children 1learned 1less than
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half of what adults learned. She said that one of the
studies showed that 64% of the adults in evening classes
did as well as 25% of the students in high schools.
She went on to say that the reports indicate that there
is no age at which learning a second language is miraculously
easy. To support her view, Ingram stated that a test
done by the press regarding the understanding of children
between the ages of eight and twelve, and young people
between twelve and twenty, showed that there was no differ-
ence between the two groups. She concluded that children
could be better than adults at discrimination and pronun-
ciation. Wilkins (1972) on the other hand, agrued that
if some studies have shown that adults’ scores are found
to be the best in an achievement test, this may be because
they are exceptionally motivated. He added that one
should admit that not all abilities decrease with age.
Memory for instance, increases as one gets older until
the age of eighteen, and the importance of memory for
language learning is vital. Wilkins concluded by saying
that adults have a greater capacity £o overcome difficulties
than children.
Rivers (1981),agreeing with 1Ingram 4 emphasised

the idea that new languages can be learnt faster by young
children than adolescents and adults and has produced evid-
ence favouring young children when learning a foreign
language. She said that studies have been carried out
on the learners of Dutch whose native language was English.
The learners were children of the age range 3-5, 6-7
and 8-10; adolescents 12-15 and adults. The result was

that adolescents were found to be faster and more efficient
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than children. Firstly, this group was paralleled by
adults, but after a period of time the adults slowed
down and were overtaken by the children of the 8-10 group;
but the younger children of %-5 were shown to be consist-
ently the 1lowest among all the groups 1in all tests.
Rivers concluded that one may take the findings of these
studies as the basis for rejecting the hypothesis that
the ages 2-12 years are the Dbest periods for acquiring
a foreign language and that:

"older learners tending to be more efficient
than younger ones." (p.448)

To sum up, it is usually argued that ypep <comparing
the capability of young children and adolescents or adults
in foreign 1language learning, one should consider the
time, the task and the situation to be equal. And as
a result of the abdve discussion and the findings of
the studies it has been found that certain ages are better
in handling certain language skills. For instance, eight
year old beginners were shown to be superior in the skills
of listening and reading, but not in speaking and writing.
The early beginners were found to be still better than
the beginners of age sixteen in listening, but equivalent
in speaking. Therefore, if the aim of learning a foreign
language is to communicate, then early starting is consider-
ed valuable. But in terms of morphology and syntax,
it is indicated that adolescents can acquire them more
efficiently and faster than young children, and children's
acquisition of phonology is more rapid than adolescents'.

It is indicated that the majority of children 1in

developing countries start learning foreign languages gt the
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age of 11-13. Some countries start learning foreign
languages earlier, at the age of 8-9. In Bahrain and
many other Gulf countries, children start learning English

when they are 9+.

5.3.3.32 Processes in Foreign Language Learning

Many believe that the process of foreign language
learning is like that of acquiring the mother tongue.
McDonough (1981) and ‘Wilkins (1974) pointed out that
it has been found that the learning of a second 1language
requires the same patterns as in the first language.
This view is held by many others who maintained that
learning a native 1language by a <child and 1learning a
second language by an adult is not -essentially different.

Farch et al., (1984) emphasized that to 1learn a
foreign language, as with the acquisition of the M.T.,
takes place through the interaction internal processes
and external factors of the learner. Therefore, as they
suggested, psychological and social factors need to be
considered in the process of foreign language learning.

However, many have found that there are some processes
of first language acquisition that do not work for foreign
language learning. Farch el al. argued that psychologists
have generally agreed that some processes of first language
acquisition which were previously popular, do not explain
all the aspects of foreign language learning. For instance,
as they said, imitation which is prominent in the materials
of some methods such as the audio-lingual, a typical

activity of which is the 1language laboratory, 1is found
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to be limited because:

- not all examples of child language can be explained
in terms of imitation. For instance, an utterance
such as "Ali comed yesterday" 1in which the regular
verb is generalized is never used by adults;

- information can only be stored in the short-term
memory. Therefore learners <can only imitate short
utterances that they receive immediately;

- interpretation is an important aspect of 1language
learning. Aspects such as first and second person,
personal pronouns or adverbs of place which reflect
the communicative role of both the speaker and hearer
cannot be learnt through the process of imitation.
For these and many other reasons, psychologists have

decided to develop an alternative method for foreign
language learning. This method is the cognitive operation
in the language learning process. The concept of cognitive
process as psychologists mentioned is that foreign language
is primarily a cognitive process which takes place in
forming hypotheses and testing them.

Ingram (1974) in relation to the process of language
learning emphasised that a second language can be 1learnt
by being exposed to it. She added that to learn a second
ianguage it is assumed that it can be done through habit
learning (role learning) and rule learning (concept learn-
ing). She concluded by stating the following forms of
language learning:

- Stimulus Response Learning

This form of learning is the most elementary. Stimulus



153.

is linked to as soon as a certain response is 1identified
or recognized.
- Chaining

The process of this form of 1learning 1is that it
takes place between two links. For instance, the 1learner
listens to someone wuttering a word and then responds
to what he has heard. As soon as the response is identified,
it becomes stimulus.
- Multiple Discrimination

This kind of learning is to keep the links and chain
intact. An example of this is the naming chains of learn-
ing parts of the body in French.
e.g. la main (hand) le pied (foot)

les yeux (eyes) le nez (nose)

or to discriminate between sound symbols:

e.g. enfant C_d’;‘,cé)]
enfin EdT-FE]
- Concept Learning
This form of learning consists of forming concepts
in order to respond to other situations. For 1instance,
a child being provided with three similar shapes and
another one being an odd shape with a piece of sweet
under it. The child being introduced to the shapes again
and again, comes to know that the sweet 1is under the
odd one. Then being introduced -+ to other new shapes,
the child will immediately know that the sweet 1s under

the odd one. Here the <child can acquire the concept

of odd.
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- Principle Learning
This learning is relating concepts to other principles.

There are two points to concept 1learning and principle

learning. They are as follows:

a. learning to respond appropriately +to 1instances of
concepts. For instance, to distinguish between positive
instances and negative ones, and appropriate action
to be carried out;

b. the learner shbuld be able +to define the concept
and explain why an instance is made to be of certain
categories.

These forms of language 1learning can be seen 1in
certain methods of teaching foreign languages.

In the "grammar translation" method, the concentration
is on the explanation of rules, and then 1inking these
rules to situational problem-solving. The weakness of
this method is that the skills being 1learned are not
put in situations in order to link them to communicative
skills.

In the "direct" or "audio 1lingual" method, chain
learning is adopted. This is done by referring closely
to central objects, or situations. The chain and multiple
discrimination is established 1in this method 1in terms
of pattern practiéing and substitution tables. The weakness
of this method is that the 1learner may not be able to
match the utterances he learns to the appropriate occasion
or to the composition of new sentences.

However, .what linguists suggest 1is that 1learning

a language means commanding it and not solving grammatical
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problems or exchanging language tokens fluently. Therefore
the search for better methods is continuing. Many school
systems have adopted a method by which learners learn
the language by using the communicative context. Regarding
the researcher's country, Bahrain, this approach 1is wused
in some schools on an experimental basis, aiming gradually
to replace the structural/audio-lingual method which

is at present in use. In the communicative approach,
the emphasis is on the spoken aspect of the language.
Here, it is considered that the 1learner should firstly:
understand the system of the language he learns in order
to help him acquire 1language control. Ingram stated
that it is believed that after early childhood, an ability
to grasp abstract statements and relate them to concrete
instances is developed in children. Therefore, they are able
to move from particular to general and vice versa, which
means that they can acquire both parts of the concept
learning mentioned above. However the methods of teaching
foreign languages will be dealt with in the following

chapter.

5.3.3.4 Factors Affecting Foreign Language Learning

It has been found that a 1large number of foreign
language learners fail to 1learn their target language
successfully. Studies have shown that the language achieve-
ment of two learners can be different although they are
exposed to the same learning conditions. The reason
for this, as the research evidence suggests, may involve

the following factors which affect the léarning of a for-
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eign language. These are:
1. attitude and motivation;
. age;

. language aptitude;

2

3

4. language transfer;

5. intralingual interference;
6

. social and psychological distance.

Attitude and Motivation

It is clear that the learner's achievement or success
in learning a foreign language 1is strongly 1linked to
his attitude. This attitude can be towards the school
subject, to the country of his target language, the language
he learns or the people who speak the 1language as their
native tongue. A learner may also be influenced by his
attitude towards the aspects of culture of a foreign
language; consequently his foreign language learning may
be negatively affected if his attitude 1is negative and
vice versa. Wilkins (1974) emphasized that to 1learn
a language properly one should be familiar with the cultural
features of the race because there is a connection between
language and culture. ‘

However, positive attitude means better foreign lang-
uage learning. Farch et al., (1984) suggested that having
a bositive attitude increases motivation and consequently
produces better results.

What does the learner's attitude have to -do with motivation

in the learning of a 1language? There are people who

learn the language because they want to, others 1learn
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it because they have to.

Regarding those who are not strongly motivated,Wilkins
(1972) maintained that teachers can motivate them through
the processes of learning. This, as Wilkins stated,
may include planning lessons to ensure that they are
interesting, particularly in the primary stages, because
here the reasons for learning the language hardly exist,
and the learner's attitude has not yet been fully formed.

Learners of a <foreign language can be motivated
either instrumentally or integratively. Those who are
instrumentally motivated learn the 1language for certain
reasons such as to pass a certain type of examination,
to use it in a Jjob, when going to the country where it
is spoken, or to use it in a <certain educational system.
There are those who are integratively motivated and 1learn
a foreign language because they wish to know about the
culture of the people of this target 1language, to have
contact with them, or to live where their native language
is the language to be 1learnt etc. (Wilkins, 1972 and
Norish, 1983).

Wilkins added that those who have integrative motiv-
ation largely have sympathetic attitudes towards the cult-
ure and people of their target language. They feel that
it is of great value to speak the language they are learning
and have access to the culture of' the people who speak
that language as their first language.

Studies have shown that social class and parental

attitude towards the 1language can affect <children who

want to learn a foreign language. Farch et al., (1984)
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found that in Denmark it is speculated that social class

and parental attitude towards foreign languages and other

cultures can influence learning English as follows:

- the attitude of parents to school and success academic-
ally, to the English language, and British and USA
culture;

- home literary level, the degree of wusing books,
writing, and intellectual pursuits at home;

- how home has contact with foreign culture, professional
and social home contact, their travel to foreign
countries, and having foreign guests;

- the financial strength that permits privileged home

context and travel abroad.

Age
Age is variable and this variability affects foreign
language learning. Wilkins (1972) pointed out that:

"with age comes a change in the potential

for learning foreign languages." (p.185)

It is believed that as one gets older, the learning
capacity for foreign language 1learning decreases. This
view is very widely held. Wilkins pointed out that:

"The evidence that language learning is an

easlier process at an early age comes from

a number of different sources." (p.185)

Farch et al., (1984) in support of the above idea
maintained that what is believed in terms of early learning
of foreign languages is founded on what is seen in children
who live in a foreign country and who acquire the language

because of their exposuré to it and use of 1it. Others

who are over the age of puberty find the 1learning of
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the 1angﬁage difficult and for +the most part retain a
foreign accent. Wilkins (1972) rightly maintained that
children who are adequately exposed to a foreign language
will be able to speak their mother tongue and the foreign
language fluently and accurately to the extent that their
accent becomes indistinguishable frommonolingual speakers.
He added that adults having the same opportunity to contact
the second language cannot successfully disguise traces
of the mother tongue. Most of their communication in
the second language remains at a primitive level. Wilkins
stated that children 1learn a foreign 1language 1in the
same way as they learn their mother tongue, whereas adults
will lose this ability.

Farch et al. conclude that a Swedish project revealed
that it is perfectly feasible to adopt a foreign language
to a school curriculum for the learners who are seven
years of age. The proJect, as they say, draws attention
to the fact that one should not 1isolate age from other
factors that play a major role 1in the development of
learners' cognitive, affective and social development,
and with educational obJjectives and curriculum organization
These'factors are as follows:

- the number of hours allocated for foreign language
learning every week;

- the time spent on the foreign 1language 1learning;

- the extent of linguistic development 1in the mother
tongue;

- the learners' level of cognitive and intellectual

development;
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- learners' motivation in terms of general influence
of their parents' attitude to the 1language, not
necessarily their knowledge of it;

- whether the teaching of the foreign 1language takes
place in the school in the traditional sense, or

as a medium of instruction for learning other subjects.

Language Aptitude

The nature of language aptitude is that the learner
is capable of 1learning a foreign language. It is
expected that some learners learn a language Dbetter than
others. The reason for this incapacity as Wilkins (1972)
pointed cut that their language learning potential may
not be because of their innate abilities but rather because
of their previous experience of language 1learning. He
also suggested that one may explain the 1lack of success
of poor language learners as being not gifted 1in the
language or the method - for 1instance - being purely
oral, whereas the learner's memory is visual. Or, as
Wilkins added, it may be that the 1learner's "musical
ear" is not strong enough to reproduce the sounds of
the target language. He may be a better 1learner analog-
ically whilelthe notion is eschewed by the teacher when
teaching.

Farch et al., (1984) on the other hand, stated that
aptitude in language learning 1is not considered to be
a very important factor in the European educational tradit-
ion. But in North America, aptitude tests are widely

used. These tests are constructed 1in such a way that
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one can rely on them for the provision of learners' success
prediction'in learning a language. Wilkins, in agreement
with the above mentioned, maintained that these tests
can be valuable in certain situations to have a sound
prediction of learners' performance. He also stated

that it has been found that these tests, being successful,
can predict that language 1learning ability 1is not only
due to linguistic capacity, but also‘psychological factors.

Such tests are used for those whose score 1is found
to be 1low, particularly those the teacher expects to
have a low aptitude in foreign language 1learning. This
expectation is often self-fulfilling which consequently
makes teachers treat their learners accordingly. However,
research has shown that these tests are fruitful in helping
to increase language aptitude.

Two types of such tests exist for testing native
speakers of English; one 1is Carroll and Spon's Modern
Language Aptitude Tests (MLAT), and the other is Pimsleur's
Language Aptitude Battery (LAB). Both these tests have
been developed in the United States. The wvalidity of
these tests has been tested against the actual success

of people in learning a foreign language.

Language Transfer

Language transfer is a type of language which exhibits
the interference of the 1learner's mother tongue in his
target language. It 1is found that language transfer
hinders foreign language learning, and any mother tongue
interference causes errors and difficulties for the learners

of foreign languages.
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In this respect, Corder (1974), Corder (1981) and
Norish (1983) emphasized that the 1learners of a second
language transfer the habits of their mother tongue into
the performance of the language they learn. Corder (1974)
has clarified that sometimes the transferred items resemble
the ones in the second language. In this case, as Corder
stated, the transfer is called "facilitation". He added
that sometimes the items transferred are different from
the ones in the second language. This 1s called "inter-
ference". The reason for this according to Corder, is
that the learner may face a situation where he finds
it difficult to use certain rules or aspects of the second
language, therefore he refers +to the ones in his own
language. Wilkins (1972) suggested that the "facilitation"
transfer is a positive transfer and can be Justified.
The unJjustified one is the '"interference" or negative
transfer. |

The interference of the mother tongue ;n the learning
process of a foreign 1language has 1led psychologists to
investigate the areas of similarities and differences
between languages in order to provide a suitable technique
of teaching that prevents +the difficulties and errors.
Regarding the importance of this notion for teaching
processes, Corder (1981) has pointed out that:

"The progressive elaboration of the inter-

language system of the learner is a response

to his developing need to handle even more

complex communicative tasks. If we can

control the level of these correctly, the

grammar will look after itself." (p.78)

The aim of psycholinguists' 1investigations is also

to underlie assumptions based on the views of the behaviour-
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ists who believed that learning would be easier in the
areas where two languages were similar, and difficult
where the areas of two languages are different.

Contrastive analysis and contrastive linguistics
are widely used in the areas of 1linguistics research.
The results of this research, as Farch et al., (1984)
stated, showed that contrastive analysis 1s not able
to handle all the problems of foreign 1language learning.
Richards (1974) specified that such research has tended
to imply that the predictive of contrastive analysis
may be the highest in phonology and the lowest in syntact-
ics. Farch et al. went on to say that analysis of errors
did not confirm many predictions about ease and difficulty
in foreign language learning through contrastive analysis
of the learners L1 (first language) and L2 (second language).
One to one correlation between 1linguistics differences
and learning difficulties was not there. The research
showed that sometimes the difficult areas did not cause
errors and sometimes errors were not accounted for by
contrastive analysis. An example of such an error 1is
using "comed" for " camd' which is caused by overgeneralis-
ation.

Farch et al. concluded by saying that being dissatis-
fied with contrastive analysis led to a shift from behav-
iourists to cognitive theories, and consequently to re-
search which took its point of departure through 1languages
instead of two linguistic systems of +the 1learner i.e.
his interlanguage which is of his L1 that he has mastered,
his L2 which he is learning and 1is exposed to, and the
learner's version which is a mix of his L1 and LZ2. And

the result was that in the early seventies, the methodology
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of error analysis was found to be the most promising

one for the language transfer of foreign language learners.

Intralingual Inferference

It has been found that the interference of the M.T.
is not the only source of difficulties and errors. The
items of the target language 1itself may cause a number
of difficulties for the learners as a result of particular
exposure to the target language. Sometimes the 1learners
try to derive the rules ©behind the data to which they
have been exposed to and develop hypotheses which are
not acceptable in either their first language or 1in the
language they learn. Examples of this are wrong analogy,
overgeneralization and confusion (Corder, 1967, Wilkins,
1972, Corder, 1974, McKeating, 1981 and Norish, 1983).
McKeating explained that the cause of analogy errors
is that the learners try to find patterns‘ and regulations
in the target language ahd formulate rules for them 1in
order to reduce the learning load. Regarding overgeneral-
ization, he says that the learner chooses a certain rule
in the target language and applies it without considering
the exceptions.

Corder (1974) added that a correct rule may be dis-
covered by a learner but still errors occur. This 1is
because as Corder mentioned, the 1learner has not yet
discovered the precise set of categories +to which the
rules apply. The reason research has shown for such
errors are the inadequate exposure to the target language,
blending structures the learner knows, incomplete applicat-

ion of rules, teaching materials, teachers skill and



165.

his language proficiency, teaching techniques and 1learners
carelessness.

Wilkins pointed out that most of the errors which
are not caused by transfer from mother +tongue are called
"hypercorrection". He has identified this term as:

"a form is produced correctly at first but

that its use is subsequently influenced by

other learning, so that it is incorporated

into a rule which does not apply to it."
(p.201)

Social and Psychological Distance

Research has shown that the elements of psychology
and sociology factors determine the successful acquisition
of a second language.

It is hypothesized by some writers that one can
account for the acquisition of pidgin according to the
social and psychological distance between the 1learner
and those who speak the language. Rivers (1981) identified
the social distance by saying that it means the political,
economicai, and social factors which show the relationship
between the communities who want to 1learn the language,
and the native speakers of it. Considering the term
psychological distance, Rivers explained that it 1is the
factors which effect the teaching and 1learning a foreign
language such as culture, aptitude, attitude and motivation

Studies have shown that social and cultural attitudes
have a great influence on every individual 1learner of
a foreign language. This influence may aid or hinder
the learner of the 1language. Wilkins (1974) maintained

that, if socially the attitude of the learner is negative,
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then the overall achievement of the teacher's work can
be relatively poor, although he may have done his Jjob
very well.

Conversely, Wilkins stated, 1if the social attitude
is positive, it may help the learning to proceed although
teaching is not particularly efficient. He added that,
if the social attitude is positive and teaching 1is efficient,
then the achievement will be high, and the achievement
will be very low if the attitude is negative and teaching

is weak.
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CHAPTER SIX

METHODS OF TEACHING ENGLISH AS A FOREIGN LANGUAGE

6.1 Introduction

Méras (1962) has stated that in 1825, a non-academic
teacher called Lorenzo da Ponte of New York applied his
own method of teaching language formally in the classroon.

Since then, many methods have been introduced. The
development of most methods of 1language teaching has
taken place over the past few centuries. Various parts
of the world are still using some of the older methods.

During the last two decades, a number of different
methods and approaches have been seen to rise and fall.
In the past, the aim of 1learning a second 1language was
limited to contact with selected items of 1literature.
Then this aim was enlarged to include the goals of spoken
communication, to understanding the people who speak
the language. This great movement, as Lado (1964) pointed
out, was due to the improvement of 1linguistic science
which developed new techniques of teaching, with new
kinds of equipment and a concern for efficient foreign
language learning.

The traditional approach has been the wuse of the
Translation Grammar Method. Others include the Direct
Method, the Eclectic Method, the Reading Method and the
Structural Method, which in turn have 1led to the Audio-
Lingual Method, the Situational Method and the Communicative
Approach.

Despite, or perhaps because of, the number of methods
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developed for foreign language teaching, there is still

no agreement on the single best approach, for there is

no one comprehensive method. Wilkins (1974) has mentioned
that:

"it was suggested that it is naive to

believe it possible to decide what is the

best method of foreign-language teaching."

(p.56)

However, to decide on the suitability of a method,
one should see how far the method suits the learners,
the teacher, the syllabus, the course obJectives, and
the time available. In this respect, Rivers (1981) has
drawn attention to the fact that when one wants to choose
a method for teaching a foreign language, one should
consider:

- the objectives of the method and how far these object-
ives are appropriate for the teaching situation and
the learners;

- how far the techniques advocated fulfil the obJectives
in the most economical way;

- how far these techniques hold interest and maintain
the enthusiasm of the learners, and also the 1level

which the instruction aims at;

- the suitability of these techniques for the interest,
ability and age of the 1learners, and how easily
the techniques can be adopted;

- the demand which these technidues make on teachers;
this includes the teaching itself, the +time required
for preparing materials, the size of the group to

be taught and their culture.
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Mackey (1965) maintained that when choosing a method
one should examine the suitability of the teacher for
the method and the suitability of the method for the
teacher. He added that:

"A good method can be useless in the hands

of a teacher who does not know how to

use it; a good teacher can be ineffectual

with a poor method." (p.329)

On the suitability of the teacher Mackey mentioned
that the teacher should be competent in both language
skills and professional skills, and his teaching load
should be reasonable. On the suitability of a method,
he stated that it depends on how much adaptation of the
method needs to be wused for a certain situation, how
much the teacher should be prepared to wuse the method
and how much guidance or help is available.

Another factor which has been suggested <for the
success of a method is the relation between the teacher
and the learner. Mackey maintained that the teacher
should try his best to make good language 1learners out
of those he teaches. He should improve the learners'
attitude towards the language they are learning and the
people who speak 1it. He should encourage the learners
to participate in all language activities and create
a suitable climate for the learning of the target language.

Wilkins (1974) made the same point and stated that
a certain method would not be suitable for all occasions.
He added that one should be aware that many factors -

linguistic, psychological and environmental - contribute
to learning a language, and rejects the possibility of

inherent variability inthe relationship between them.
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Wilkins has maintained that it is the teacher who
usually has to decide what procedure he should follow
and how his language course should be structured. But,
he has to bear in mind that:

"Whatever his eventual conclusions, he

cannot decide a priori that the audio-

visual, the audiolingual, the structural,

the grammar-translation or whatever other
method is the one that he must use."”

(p.57)
6.2 Method, Approach and Technique

Whenever one discusses teaching or learning procedures,
the terms "approach", "method" and "techniques" have to be
tackled in one way or another. Therefore, it is necessary
to define these terms and see how they relate to each
other when the process of teaching and learning takes
place. Anthony (1963) stated:

"I view an approach - any approach - as

a set of correlative assumptions dealing

with the nature of language and the

nature of language teaching and learning.

An approach is axiomatic. It describes

the nature of the subject matter to be

taught. It states a point of view, a phil-

osophy, an article of faith - something

which one believes but cannot necessarily

prove. It is often unarguable except

in terms of the effectiveness of the

methods which grow out of it." (p.5)

Regarding the method, Anthony has stated <that it
is a procedure. It is an overall plan of language material
that should be presented in an orderly manner. No part
of the method should contradict, and all are based upon
the chosen approach.

Anthony added that within one approach, one can

use different methods. The choice of a certain method

depends on the nature of the 1learners' first language
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as compared with the target language. If, for instance,
when one teaches English to Arabs, one should not wuse
the same method as for teaching those whose first language
is Chinese or French.

Morrow (1981) stated:

"By method I mean some overali means of

achieving the general objectives of a course;

a method will be realised as the carrying

out of a set of procedures or activities,

procedures or activities which will have been

chosen by the teacher because they together

relate coherently to the way in which it

is hoped to reach the course objectives.

A method is thus realised as a set of

procedures; the procedures themselves

involve the use of specific techniques to

ensure their success." (p.59)

Mackay (1965) wrote that views differ regarding
the meaning of method. Some believe that it is a set
of teaching procedures; others the avoidance of teaching
procedures. For some it 1is the primary of language
skill; for others, it is the type and amount of vocabulary
and structure. He added that the differences between
one method and another depend on four inherent character-
istics. These are:
selection, i.e. what is selected to be taught, how it
should be taught and why this selection is made;
gradation, 1i.e. 1in what order this selection should
be taught so that the teaching and 1learning are best

fulfilled;

presentation, i.e. communicating "what is selected and

graded for the 1learners so that the 1language Dbecomes
truly part of the learners, which requires techniques
differing from one teacher to another;

repetition, i.e. encouraging the learners to repeat and

practice until the language becomes accurate, fluent and

independent.
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The word 'technique' has been defined by Anthony
(1963) as implementational - that which takes place in
the actual classroom situation. He stated that it is
something like certain trjcks , stratagems or contrivances
employed to accomplish an immediate objective. Techniques,
he said, must be consistent with the chosen method, and
therefore in harmony with the general approach. A  tech-
nique is the teacher's individual artistry and the way
his classroom 1s organised. He ended by saying that
certain problems can be tackled equally successfully by us-
ing different techniques.

As this chapter deals with methods of TEFL it 1is
worth giving a brief review of the methods which are
part of the researcher's field of study. These are the
Grammar Translation Method, the Direct Method, the Eclectic
Method, the Audio-Lingual Method and the Communicative
Approach. Particular attention will be Paid to the
Communicative Approach since this 1is the method which
has been highly recommended by the education authorities

in Bahrain.

6.3 Grammar Translation Method

This method was used for teaching Latin® and Greek
in Europe in the nineteenth century. Later it was also
used for the teaching of modern .languages. It places
emphasis on the memorizing of grammatical rules in order
to build sentences. After these rules are mastered,
the vocabulary of each lesson is learnt. This vocabulary

is then used in the translation of sentences which illust-
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rate the grammatical rules previously expounded. Rivers
and Temperley(1978), stated that those who use this method
believe that the ability to speak and write the language
derives from studying grammar, phonology and lexicon system-
atically. This view assumes that to be accurate in express-
ing oneself depends on the study of the forms of a language
through reading and written exercises.

Lado (1964) argued that those who were interested
in teaching and learning modern languages communicatively
found the Grammar Translation Method inadequate. He
added that it appeared that those who 1learned a foreign
language through this method were in most cases unable
to use it properly. This 1is ©because, as Finocchiaro
and Brumfit (198%) have maintained, the Grammar Translation
Method does not take into consideration the importance
of the spoken aspect of the language. Mackey (1965),
Rivers (1981) and Mé}as (1962) criticised the method
by stating that pronunciation, communicative skills and
free composition were neglected. Lado blamed the method
for developing negative interest and attitude towards
language learning.

Rivers (1981) ended by mentioning that the Grammar
Translation Method can only work with students of high
intellectual level and not with the less able. Regarding
teachers, she remarked that the method is not too demanding.
As soon as they find themselves to be tired, teachers
can ask the students to perform a set of written exercises.

In conclusion, one can say that the use of the Grammar

Translation Method helps pupils to learn about the language
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rather than how to use it.

6.4 Direct Method

This method was in common wuse throughout the early
years of the twentieth century. In Europe it came to
be recognised that language could be most easily learned
through direct contact with the target language in meaning-
ful situations. The method placed great emphasis on
the aural-oral aspects of language and largely avoided
the use of the learner's mother tongue for translation.
The basic principle wunderlying the use of the Direct
method is the association of words and sentences with
their meaning through demonstration, dramatization,pointing
and other such exercises. The assumption of the Direct
Method. is that learning a foreign language 1is somethimes
like the way children 1learn their own language. This
meant that the learner should be exposed to the language
directly so that it would be perfectly impressed on his
mind. This is true to a certain extent because, as Lado
(1964), pointed out, the psychology of learning a second
language is different from that of 1learning one's own
language. He added that the child has to learn his own
language because it is the only way through which he can
express what he wants to say. The 1learner of a second
language knows that his first 1language <can be wused to
communicate when he finds it necessary. The other reason,
as Lado stated, is that the second language always follows
the learning of the first language. This means that

the patterns of the first language have to become impressed
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and the learning of the second language is filtered through
the patterns of the first language.

The characteristics of the Direct Method are chiefly
that teachers should use everyday vocabulary and structure,
with grammar taught according to situation; learners also
should take part 1in conversation normally; new items
should be immediately used in the same leaason; grammar
and vocabulary should be taught orally, using obJjects
and pictures for teaching concrete meanings, and association
of ideas for teaching those which are abstract. The
illustration of grammatical points should be presented
visually and orally. The method emphasizes that 1language
forms are acquired through extensive listening and imitat-
ion. The aspects of reading and writing are postponed
for several months or even for a year. Finocchairo and
Brumfit (1983) stated that it was thought that written
symbols would cause unnecessary confusion for 1learners
in mastering the sounds. Those phrases and sentences
that have been learned orally could then be used to write
composition. Grammar was formal - 1learned 1late, rather
as a correction process. The teaching of translation
was essentially to be used for the correction of inaccur-
acies.

The most significant part of the Direct Method Iis
that students 1learn the 1language - through exciting and
interesting activities by 'using the target language as
a medium of instruction, avoiding the use of the 1learners'
first language. Some have suggested that it would be

better if the method provided some structural practice
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for the learners in order to help them express themselves,
so as to help them to become sure of what they are doing
without advancing haphazardly.

The method requires students to have the ability
to make associations between the phrases in the foreign
language and situations. In this respect Rivers (1981)
has argued that only intelligent students can benefit
from this method.

Finocchairo and Brumfit (1983) have also argued here
that in producing materials for this method, the emphasis
on the spoken 1language has been neither realistic nor
effective. Only classical sentences have been taught,
but insufficient attention has been given to what is
needed for communication in daily 1life.

As far as teachers are concerned, Rivers (1981)
pointed out that the method requires them to do a great
deal. They need to be fluent in the language they teach.

They require a good supply of resources in order to explain
meanings to students in a variety of ways.

Nevertheless, the Direct Method is very successful
when the learners get the opportunity to hear and speak

the language freely outside the classroom.

6.5 The Eclectic Method

It is characteristic of this method to choose and app-
ly the most successful feature of a variety of other
methods notably the Grammar Translation Method and the
Direct Method. It maintained that to teach a foreign
language, the four language skills should be taught in

the following order: speaking, writing, 1listening
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and reading. It has since become clear that learning
activities should involve practising orally, reading aloud,
questions and answers and the use of audio-visual materials.
A certain amount of translation and some deductive grammar

should also be included.

6.6 The Audio-Lingual Method

Between 1950 and 1965, teachers of foreign 1lang-
uages found that the Audio-Lingual Method or Aural-Oral
could be useful in teaching 1languages in their schools.
This method accepts that the skills of 1listening and
speaking are the main tasks in learning a foreign language.
The aim has been that these two skills should be a found-
ation for the grj115 of reading and writing, which would
be dealt with after the skills of listening and speaking.

Aids such as tape recorders and language labor-
atories were used to help teachers give 1learners practice
in the skills of listening and sound production.

It was also wurged that teachers who adopted
the Audio-Lingual method should bear in mind that:

1. language is speech not writing;

2. a language is a set of habits;

5. the aim should be +to teach the 1language and not
about the language;

4. a language is what its native speakers say, not what
someone thinks they ought to say;

5. languages are different.
The approach of the Audio-Lingual Method 1is that

students in the first stages of 1learning their target
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language have numerous dialogues based on everyday struct-
ures and expressions. Students use vocabulary to establish
a firm control of structure. Dialogues are learned by
mimicry and memorization. This 1is done by 1listening
to a model, which can be either the teacher or a native
speaker, the latter possibly on tape or records. Students
repeat the model sounds, phrases or sentences until their
utterances are accurate and fluent. The repetition is
done in chorus, in groups or individually. The students
also exchange questions and answers either in groups,
rows or the whole class. All these are used in the stud-
ent's own situation. Following these are drill-patterns
based on the structures used 1in dialogues; or different
structures may be employed for more practice activities
in speaking.

For practising the drill patterns, students first
practise orally in the same way as is used for practising
dialogues. The teacher will explain the rules of a partic-
ular structure before the drill.

After the aural-oral work, students proceed to the
reading. The first step 1s 1in reading what they have
already memorized and practised in their aural-oral activ-
ities. The students are shown the relationship between
sounds and symbols. New materials and scripts are dealt
with orally.

As far as written work 1s concerned, 1in the early
stages, this 1is done by copying the words, sentences
and dialogues taken from the textbook or <transcribing

structural drills already performed orally. Later topics
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are dealt with orally and reinforced by parallel composit-
ions in written form. Students also practise their writing
by answering a series of questions or write a short com-
position following a basic framework.

As the students reach a more advanced 1level, reading
skills are given particular attention. The skills of
listening and speaking are practised by discussing the
text orally or listening to recordings. Composition is done
by individual writing of materials previously 1learned.

Although the Audio-Lingual Approach was found to
be suitable for teaching foreign languages, certain aspects
of it have been criticised by those -engaged 1in teaching
and learning foreign languages. Rivers (1981), and Fino-
cchairo and Brumfit (1983) have stated that the mechanical
parrotting of set patterns does not help the learners
to use these patterns for communication or interaction.
This is because the learners are not trained to apply
what they have memorized or practised through drilling
in the real situation of communication.

The techniques used for memorizing and drilling can be
tedious and boring for students. To avoid this, the
teacher needs to be inventive and resourceful. He needs
the ability to vary his technique of presenting materials
and make every aspect of the situation interesting so
that learners can spontaneously express what they have
learnt.

Whether the Audio-Lingual Method 1is suitable for
all students regardless of type and age has been fiercely

debated. Rivers (1981) mentioned that experience has
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shown the Audio-Lingual Method to be suitable for younger
children who like mimicking and acting the role they are
asked to assume and learning the language by doing differ-
ent activities. This method does not help learners to
cope with more autonomous activities. Rivers suggested
that the method should provide extra activities in language
learning for the gifted students such as personal express-
ion, a wide range of materials, extra aural-oral activities
and contact with native speakers.

The demands of the Audio-Lingual Method upon teachers
are considerable, for articulation and intonation should
be near that of native speakers so that their utterances
will be appropriate as a model. 1In oral practice, teachers
require considerable energy, which can make them exhausted,
since daily classroom activities include listening, speak-
ing, reading and writing (Rivers, 1981).

However, for a period some linguists and psycholing-
uists believed that the Audio-Lingual Method was the best
way to learn foreign languages. The approach was found
to be widely successful with the armed forces in World

War II and subsequently.

6.7 The Communicative Approach

In recent years, the teaching of English as a foreign
language has taken on a new character. Previously, the
aim of foreign language courses was defined in terms
of the four language skills, i.e. listening and understand-
ing, speaking, reading and writing. Nowadays, these aims

have been specified in order to fulfil the needs and
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requirements of the learners in terms of using the language,
receiving and conveying information.

The reason for a shift in the focus of attention
from properties of grammar to communication, as Allen
and Widdowson (1974) have stated, is that the difficulties
of learning English for instance, appeared not to be
the defective knowledge of the system of English, but
the unfamiliarity of the learners in the use of the lang-
uage. Therefore, they have suggested that courses need
to be of a type that develop a knowledge of how sentences
are used in the performance of different communicative
acts.

In the 1970s the Council of Europe, in consultation
with experts in various methods discussed and identified
the Communicative Approach for teaching foreign 1languages.

The Council's studies concentrated on those aspects
needed socially, vocationally or academically by adult
learners of English and French. The study included the
provision of a content which 1involves +the culture and
the language of a target language so that adult learners
communicate and interact with those who speak the language.
It aimed to help those who wanted the language for academic,
cultural, technical or economical purposes, and tourists.
The study also provided a language study system that
is of benefit to 1learners, teachers and administrators.

It was found that to teach a foreign 1language means
moving away from grammatical and situational syllabuses
to a syllabus which is termed a communicative syllabus.

Munby (1978) mentioned that the major element in syllabuses
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of this kind has been the work of Trim and his colleagues,
particularly Wilkins, in the Council of BEurope programme
in a wunit/credit system for adult language 1learning.
This movement has also been developed by being strongly
influenced by discourse analysis, based on the work of
Widdowson, Sinclair, Candlin, Trimble and their colleagues.

The Communicative Approach has been advocated in
principle and been put into practice. The originators
assumed that language <can automatically be taught and
learned through communication by concentrating on suitable
notions or functions and not merely on grammatically
correct sentences (Widdowson, 1978). Criper and Widdowson
(1975) are of the opinion that:

"knowing a language involves not only a know-

ledge of the formal properties of the lang-

uage as a system but also a knowledge of how

this system is put to use in the performing

of social actions of different kinds."

' (p.209)

By this, they mean that to know a language 1is not
only a,mattef of knowing its grammar but also being compet-
ent in wusing it communicatively. Allen and Widdowson
(1974) suggested that:

"Before the learner of a language can be

regarded as proficient, he must know not

only the basic structural principles of the

language (the code) but also how to use

sentences in performing acts of communicat-

ion, and how to combine them to create

coherent passages of discourse (use of the

code)." (p.89)

Allen and Widdowson have also argued that a number
of language teachers and applied linguists have suggested

that approaches which focus attention on the formal proper-

ties of a language and emphasize the manipulation of
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sentence patterns, do not satisfactorily help in 1learning
the language communicatively. This has made them propose
that language courses should primarily be communicative
in nature and not narrowly linguistic.

The communicative syllabus starts from the assumption
that language learners do not need to recognize and produce
sentences as linguistic obJjects, but to produce and wunder-
stand utterances which express certain concepts, to perform
certain communicative acts, and generally to have the
ability to interact by using normal 1language (Allen and
Widdowson, 1974).

In the same vein Morrow (1981) has pointed out that
to communicate does not depend on knowing forms of the
language, but on having the ability to wuse the forms
in their proper situation. He added that the interest
of the Communicative Approach is in helping the learners
to use the 1language communicatively in appropriate and
specific situations. His suggestion is that the aim
of every lesson should be to enable the learners to perform
what they want to perform 1in the target 1language. In
reading, they might want to perform a set of instructions;
in writing, it might be the reservation of a room in
a hotel; in listening, it might be a weather forecast
on the radio; in speaking, it might be asking where the
post office is, greeting friends or apologizing. Morrow
(1981) has gone further and stated that:

"a crucial feature of a communicative method

will be that it operates with stretches of

language above the sentence level, and oper-
ates with real language in real situations."

(p.61)
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He added that the Communicative Method uses both a synthetic
procedure, which involves the learning of the language
forms individually and then practising how to combine
these forms; and an analytic procedure which requires
a full interaction with the texts and focuses on the
way these texts are constructed.

Widdowson (1978) pointed out that it has been suggest-
ed that the teaching of language for communication requires
an approach that brings the linguistic skills and communic-
ative abilities into close association.

Regarding the importance of communicative language
learning in addition to linguistic accomplishment, Broughton
et al. (1980) have suggested that:

"Learning to use a language thus involves a

great deal more than acquiring some grammar

and vocabulary and a reasonable pronunciation.

It involves the competence to suit the lang-

uage to the situation, the participant and

the basic purpose. Conversely, and equally

important, it involves the competence to

interpret other speakers to the full." (p.35)

In the same respect, Littlewood (1981) maintained
that communicating in a foreign language means not only
manipulating its structures perfectly, but also having
the skill to participate in a situation fully as speaker
and listener. Littlewood added that the speaker also
considers the knowledge he shares with the 1listener and
the kind of language items which he should use in order
to make the 1listener receive the message effectively.

Allwright (1977) emphasized that when teaching a
language, the teacher should consider linguistic competence

as a part of communicative competence. He argued that

if teaching took place comprehensively for 1linguistic
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competence, then a large area of communicative competence
would be left, but 1if teaching was comprehensively for
communicative competence, then only a small part of 1ling-
uistic competence would be left.

This means that if teaching activities emphasise
communicativé competence, the teaching will involve devel-
oping most areas of linguistic competence. But, if the
activities focus on 1linguistic competence it will fail
to handle a major part of communicative competence.

Paulston and Bruder (1976) stated that communicative
interaction activities are of two kinds. One 1is the
type of exercise where the teaching point is simply getting
at meaning and enabling the learner to communicate refer-
ential meaning in the language he 1learns. Such kinds
of exercises help in developing 1linguistic competence.
The other is the type of exercise which aims at getting
meaning across in a socially acceptable way. The exercises
should contain culturally relevant information. These
kinds of exercises enable the 1learners to develop their
communicative competence.

To adopt a new approach such as the Communicative
Approach, one also needs to decide at which 1level to
start, whether primary, intermediate, secondary or higher
level. On this point, Allen and Widdowson (1974) suggested
that:

"in any attempt to improve language teaching

materials the logical place to start is at
the beginning." (p.123)

Rivers (1983) has also maintained that the early stages
of language 1learning are where any new situation can

best work and suggested that:
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"We must work our situations, from an early

stage, where our students are on their own,

trying to use the language for the normal

purpose of language." (p.47)

As regards the techniques of teaching for communic-
ative competence, Allen and Widdowson (1974) have suggested
that language teachers in the early stages should demonst-
rate to the pupils the forms of language and how these
forms are related to real 1life. For the more advanced
stages, learners should be told about the complex relation-
ship between forms and functions. But they emphasized
that:

"What techniques can best be used to teach

communicative competence must ultimately

be a matter for the teacher to work out for

himself." (p.210)

The demands of the Communicative Approach regarding
teachers require a 1lot of language activities adapted
to the learners' interests, needs and ages. For instance,
teachers need to produce activities for the 1learners
with concepts and notions which can help them to think,
discuss and write. They should be able to utilize suitable
resources referring to the people, places, events and
customs of the community in different kinds of communic-
ative activities. They need to prepare suitable everyday
life and realistic activities expressive of +the 1learners'
communicative needs and experiences of their home, school
and community. They should have insight into the cultural
system of the target language as well as its paralinguistic
features. They should be able to use the abundant language

features as an aid 1in 1listening, reading comprehension,

speaking and writing. They should be aware of the simil-
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arities and differences of the target 1language. They
should be fluent and have a good command of the language
they teach (Finocchiaro and Brumfit, 1983).

One may conclude that the Communicative Approach
attempts to organize language teaching in terms of the
communicative function of language and not according
to grammatical forms. The assumption 1is that language
should be learned naturally. This is because it is assumed
that the most important characteristic of natural 1language
learning is to use it for clear communicative purposes:
greeting, inviting, apologising, and so on. The approach
considers both communicative competence and 1linguistic
competence important, but emphasis is placed on communicat-
ive competence. In other words, enabling the learners
to use the structures of the language they learn by commun-

icating meanings in real situations.
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CHAPTER SEVEN

CLASSROOM LANGUAGE

7.7 Introduction

People use language for different purposes in diff-
erent social and personal contexts. Language is concerned
with the mutual relations which exist between people
in different social situations, wusing different types
of languages, of which classroom language 1is one. Like
other types of languages, classroom language has a strong
and constant relationship with the situation in which
it is used, i.e. classroom. Regarding this point, Gregory
and Carroll (1978) stated that people may use a particular
language, but this does not mean that they all wuse it
in the same way. They added that the situation 1in which,
for instance, a doctor uses a language differs from the
way in which an engineer or a teacher uses the same 1lang-
uage. Bach of these uses the language for his own spec-
ific purpose. Thig 1s because, as Gregory and Carroll
stated, there 1is a match between 1language and social
context.

It is true that teaching 1is a Job, but this does
not mean that everyone <can Just walk into a classroom
and say that he is a teacher. To do so, requires quite
specific communicative acts such as' lecturing, explaining,
asking questions, encouraging pupils to participate etc.
As Sutton (1981) stated, a teacher should provide the
sort of talking, writing, reading and listening that

help in the process of learning. In other words, he
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should create a successful social context. This is because,
as Stubbs (1983) has stated, the classroom is a socioling-
uistic setting. By this he means that classroom talk
is not merely a linguistic system, but a socio-linguistic
system. For this, foreign language teachers need a partic-
ular kind of language, namely classroom language, to
help them 1in learning and teaching the language they
want to teach. Hughes (1981) defines "classroom language"
as the language required by the teacher of English in

a particular day-to-day management of classes.

7.2 Classroom Language as a Tool for Better Teaching

and Learning

Willis (1981) concerning the significance of classroom
language for foreign 1language teaching wrote +that it
is an effective tool for teachers and those who intend
to become teachers. He added that it 1is a skill and
one of the techniques of teaching a language. Having
a good command of <classroom 1language can help teachers
to communicate successfully in English.

Classroom language develops teachers' insight into
the form and use of the English taught and what really
needs to be done in and outside the <c¢lassroom, such as
lesson planning and material writing. It helps them
to be fluent and accurate when using English in the <class-
room in a specialised and idiomatic form. It 1is the
skill specific to language teachers who want to use English
effectively and imaginatively when teaching, or organising

their classroom and communicating with their pupils as
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individuals, so as to exploit genuine 1language situations
that occur in the classroom.

Willis drew attention to the point that teaching
English through English 1is the main aim of classroom
language activities in this area. Acquiring this kind
of language enables the foreign 1language teacher to wuse
English in the classroom as often as possible. The teacher
needs to use English when organising teaching activities,
and when chatting to his pupils socially, i.e. establishing
English as the main 1language for communication in the
classroom, regardless of pupils' mistakes or failure to
understand  every word he says.

Taylor (1978) pointed out that classroom language
can help the teacher to teach English truly for communicat-
ion. The teacher whose classroom language 1s adequate
can successfully transfer a formal discussion of a passage
to the pupil's own experience. He can heighten the inter-
est and understanding of his pupils. He can create language
learning games that make drills fun 1instead of ©boring.
Teachers need to arrange situations for their pupils
to express their feelings. They should be able to use
English all the +time and encourage the pupils to get
into the habit of asking questions and understanding
all of their teacher's instruction in English. In order
to teach real English the teacher must be able to organise
his classroom so that pupils have opportunities to express
their feelings. Examples of +this are situations such
as dealing with a pupil who has 1left his book at home,

arranging a group work session, discussing the pupils'
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interests, talking about the weather, pupils' birthdays
or other celebrations, anniversaries, feast days etc.,
talking about local events or what 1is happening outside
the classroom window.

Classroom language like other areas of teaching skills
needs to be studied and practised. Perrott (1982) suggest-
ed a three stage process for this. Firstly, one should
study and then observe, know when to use certain forms
of classroom language and how they can be Dbest wused in
certain classroom situations. This stage, as Perrott
stated helps the teacher to form a concept of a particular
form of classroom language.

The next stage is to practise the form in simulation
or microteaching which should take place wunder controlled
conditions with a short period of time (5-10 minutes)
in a small class of four to seven pupils, wusing a single
form until this form is mastered successfully.

The third stage is to obtain feedback, which involves
evaluation. Feedback is usually provided by the super-
visor or other teachers' comments. Self-evaluation can
also provide feedback by wusing a video-tape recorder
or a tape recorder.

Hughes (1981), in the area of practising classroom
language, stated that teacher trainees should apply this
directly in the preparation of 1lesson plans, in micro-
teaching sessions and lesson demonstration.

Teachers who are not adequately prepared linguist-
ically to use the appropriate English when instructing
or forming groups, or set suitable time limits, ask quest-

ions, confirm answers, or maintain discipline, need to
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understand the linguistic interaction aspect of teaching
so that their teaching/learning will eventually be more
skilled and successful, and have the ability to wuse suit-
able English in their classroom. Lack of this ability
affects the pupils. Hughes (1981) has pointed out that:

"the trainee teacher acquirés a very limit-

ed repertoire of classroom phrases, or makes

as little use of the L2 as possible. 1In

both cases there is likely to be a detri-

mental effect on learning." (p.5)

He also stated:

"Our data indicate that teacher competende

in the foreign language - however acquired -

makes a significant difference in student

outcomes ..." (p.5)

Hughes added that a genuine social environment for using
the language is the classroom, where pupils can be placed
in situations which provide opportunities to use meaningful
language. Here, pupils can choose the communicative potent-
ial of language in real interactions which often ensued.
For instance, very often information gaps occur in the
classroom and the teacher needs to provide new ones to
continue the pupils' participation in the 1lesson, so
as to know when to proceed to the next stage of the lesson.
Such information gaps give the teacher a chance to wuse
the language communicatively so that consequently encour-
ages the pupils to communicate.

Hughes went on to say that_ teachers should have
the ability to vary the form of the instruction given
as part of the 1learning process. An example of this
is when using the tape recorder to repeat certain phrases.
The teacher needs to choose forms such as "All together",

"The whole class", "Everybody", "Not Jjust this pow ">
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or "Why don't you join in" etc. This kind of wvariation
of phrase, being used by the teacher in a particular
situation, gives the pupils a number of free learning
bonuses.

From the above discussion, one can see that teachers
who have a good command of the target classroom language
can help their pupils to become equipped with the necessary
codes of phrase and vocabulary related to what they need
in their actual life and to use the target language accur-
ately and more freely.

One aim of a classroom language course is to improve
the language used by the teacher for different teaching
techniques according to the classroom situation, such
as establishing attention, questioning, handling pupils'
responses and maintaining discipline, and so on. Heaton
(1981) maintained that classroom language is necessary
not only for teachers of English, but also for teachers

of other subjects through the medium of English.

7.5 A Classroom Language Course

Different courses have been devised to improve teacher
and student teachers' command of English. These courses
concentrate either on the written English or on spoken
English for general social purposes 1i.e. a common core
of English, neglecting the kind of English teachers needed
in the classroom. Evidence has shown that classroom
language courses examine the use of English in the classroom
as a tool for the management of <classroom observation

and organising learning. Heaton (1981) suggested that
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a classroom language course should be functional, concent-
rating on communicative acts in the classroom. He added
that classroom language courses should not be divorced
from content and practice. The courses should aim at
the improvement of the teacherk language skills and
teaching skills alike.

The following is a combination of classroom language
courses suggested by Willis (1981), Heaton (1981) and
Hughes (1981).

Willis suggested that classroom languége courses should
include the following:

Checking Attendance

This helps teachers to recognise and communicate
in English when checking attendance, and to be aware
of the degrees of over-simplification of their English
when talking to thelir pupils. It also helps teachers
to learn how to rephrase rather than to merely repeat
what has been misunderstood.

Physical Conditions in the Classroom

Here teachers need to learn to make polite requests
and use the kind of English that 1s acceptable outside
the classroom, and be aware of the importance and signific-
ance of intonation patterns.

Getting Organised

This enables teachers to select language forms that
are socially appropriate for the organisation of their
classroom. They come to know how to involve their pupils
actively in the organization, to use purposeful English

when communicating, and to develop a spirit of cooperation
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with their pupils.

Introducing Different Stages of the Lesson

This aspect assists the teacher in acquiring the ability
to introduce, and to define the aims of every new lesson
and to know when to use the mother +tongue and to revise
any items and ideas he has taught.

Using Audio-Visual Aids

This trains teachers how to use English effectively
when they set up and refer to simple audio-visual aids,
and use these aids for 1language work which 1is teacher-
initiated, yet still pupil-centred, how to use English
effectively when dealing with electrical equipment in
the classroom and how to evaluate objectively the relative
advantages and uses of audio-visual aids such as those
suggested by Hughes (1981):

- Blackboard Activities: These include such statements

as "Come out", "write", "attention", "read", "clean",
etc.;
- Tape Recorder Activities : These 1include equipment

and facilities such as electronics, acoustics, lang-
uage laboratory etc.;

- Slides, pictures, overhead projectors: These include
preparation, practice.

Dividing The Class Up: Individual, Choral or Teams

This enables the teacher to combine spoken language
with gesture, so that the instruction becomes more effect-
ive. Dividing the pupils up and carefully rearranging
normal classroom procedure makes lessons more interesting

and motivating.
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Dividing The Class Up: Pairs and Groups

Teachers will be aware of the wvalue of focussing
in pairs and groups to use English economically.

Interruptions: Late Comers, Things Lost

This aspect should draw teachers' attention to the
way interruptions in lessons can be used for practising
the language communicatively, mostly through questionning
performed at least in part by pupils.

Dialogues for Presentation and Practice

Here teachers learn to present and practise aspects
of language through dialogues, using suitably effective
classroom language.

Hughes has agreed with Willis on the above areas
and has added the following:

Control and Discipline

This provides teachers with the language needed
for controlling the classes and promoting effective learning.
It enables teachers to revise the language taught through
lesson planning.

Hughes also added that class control includes noise,
movement, groups, and models.

How to Begin the Lesson

This helps teachers to exploit

opportunities to speak in English at the beginning of
the lesson and to get their pupilé to relax and accept
English as a means of communicating in the classroon.
According to Hughes, the beginning of a lesson 1includes:
in the corridor, greetings, transition to new work, absences

and lateness.
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Ending the Lesson or a Stage in the Lesson

This aspect assists teachers in when and how to
end a lesson or a stage in a lesson, setting home-work,
using ad hoc English, seeing how the 1last few minutes
can be used in a particular way for encouraging communicat-
ive language use.

Language Work

This includes comprehension, spelling, pronunciation
accuracy, structure and vocabulary, instructions for exer-
cises and conversation.

Willis's course includes the following under language
work:

- Oral Practice

This helps teachers linguistically to be able to
evaluate different types of oral activities and control
the language. They need to handle different types of
oral practice in classroom activities.

- Teaching Vocabulary

This provides for the teacher various techniques
to teach vocabulary for active and passive control, and
includes the language necessary for presenting, eliciting
and checking the understanding of new vocabulary.

- Oral Production

This makes teachers aware of the production stage
of the learning cycle, and provides different ideas for
language activities that encourage pupils to communicate
in English more freely and meaningfully. The foregoing
is achieved by using correct, acceptable and effective

classroom language.
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- Listening Skills

This feature informs teachers that 1in the process
of teaching, listening is different from teaching comp-
rehension. It shows teachers that effective classroom
language is necessary for various types of 1listening act-
ivities at the planning stages and in the classroomn.
It also enables them to read aloud and participate 1in
dramatic dialogues.
- Reading Skills

This aspect makes teachers understand the reading
process itself, and gives them the ability to break down
reading to suit the level of the pupils. Teachers need
the language required for meaningful reading activities
in the classroom, and they need to be able +to prepare
suitable reading materials.
- Writing Practice

This enables teachers to plan and prepare meaningful
activities, and to know how to 1integrate writing skills
with other language skills.
- Written Production

This is designed to help teachers become aware of
the problems that their pupils face when 1learning to
write, and to know how to help them produce good written
English through the effective use of classroom 1language.

Hughes (1981) also includes Asking Questions. This

includes:
- The purposes of questioning;
- "Yes - No" questions;

- "Or" questions;
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- "Wh"- questions;

- Indirect questions;

- Questions on specific texts;

- Miscellaneous sample questions.

Set Phrases. These include:

- Seasonal and occasional;
- Apologies;

- Thanking and giving;

- Warning.

Textbook-Related Activities. These include:

- Distribution of books;

- Instructions relating to taking textbooks out and
finding the appropriate page;

- The collection and putting-away of textbooks;

- Position on page;

- Reading;

- Understanding the written text;

- Exercises;

- Writing based on the textbook model;

- Drawing;

- Acting out.

Games and Songs. These include:

- Preparations;
- Points, singing.

Movement, General Activities. Thesé include:

- Sitting, standing;
- Hands on desks;

- Miscellaneous instructions relating to pupil's position.
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Repetition and Responses. These include such instructions

and arrangements as:

- "Repeat", "louder";

- Grouping;

- Cycles, not catching.

Encouragement and Confirmation. These include:

- Confirmation;
- Encouragement;
- Grouping.

Progress in Work. These include:

- Ability to participate;
- Readiness;

- Choices;

- Transitions;

- Explaining, outlining.

In addition to Willis' and Hughes' suggestions ’for
classroom language courses, Heaton (1981) has suggested
other areas, and adds some more specific activities to
those mentioned by Willis and Hughes. These are:

Meeting New Pupils

This enables teachers to handle introductions in
the classroom, and to provide related functions involving
the identification of each pupil.

Requests, Orders and Rules

This aspect helps teachers to make polite requests
in the classroom, give orders and develop general rules
of behaviour.

Establishing Attention Signals

This provides the language needed for gaining and
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controlling pupils' attention, and rephrasing pupil res-

ponses.

Questions and Questioning Techniques

These help to ensure that teachers can ask suitable
questions and have the necessary techniques for questioning.
Questioning constitutes a vital part of language teaching,
particularly for communication.

Handling Pupil Responses

This should provide for the kind of classroom language
that helps in the acceptance, correction and rejection
of pupils' answers to particular questions.

Repeating and Reporting what has been said

This allows teachers to repeat and re-phrase questions
which require pupils to give theif own answers. It also
enables teachers to make use of reported gtatements and to
engage in discussion.

Giving Instructions

This provides for appropriate classroom English when
issuing directions to pupils.

Giving and Refusing Permission

In addition to the simple response of "Yes" or "No"
from the teacher, this requires further explanation to
qualify permission when granted.

Types of Questions

The types of questions mentioned above should enable
teachers to facilitate pupil-participation and thus make
lessons more interesting.

Warning and Giving Advice

This provides for the language which should be used
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in the management of <classroom discipline e.g. language
used for warnings and advice.

Giving Reasons and Explaining

Teachers learn how to wuse classroom language for
giving reasons and additional explanations for their actions.

Intentions, Suggestions, Probability and Speculation

Teachers need to be provided with the language skills
to state their intentions, make suggestions, express degrees
of probability and speculation about future happenings.

Another important skill that should be included in a
classroom language course is the area of 1lesson planning.
Perrott (1982) maintained that:

"Planning is a vital element in teaching,

since the whole decision-making model is

based on this skill." (p.12)

Perrott referred to other studies and stated:

"Cognitive learning theorists recognise that

the amount and rate of learning is influenced

by the nature of the subject-matter itself,

the way it is broken down and the order in

which it is presented." (p.12)

Allen and Valette (1977) in the area of lesson planning
wrote that it could be successfully acquired through
classroom 1language courses, and added that successful
teaching depends very much on careful planning, for the
teacher needs to know how to determine the educational

aims of his teaching and must be able to select activities

that will contribute in fulfilling those aims.

7.4 Analysing Classroom Language

In order to help teachers and potential teachers
improve their techniques of social interaction in the

classroom, authors have used various forms . K of analysis.
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The aim is to make teachers more aware of the classroom
process and to help them manipulate and control their
class (Wragg, 1974; Stubbs, 1983).

Wragg added that systems of analysis of <classroom
process are many, and some more suitable +than others,
particularly for student teachers. Edwards and Furlong
(1979), in agreement with Wragg, suggested that one of
the most widely applied methods, usually used in modified
form in teacher training is Flanders' Interaction Analysis
Categories (FIAC) (see Figure 7.1). These researchers
stated that this system is cheap and can quickly provide
information which will save teachers from having to depend
on traditional forms and blind experimentation rather
than on intelligent control of their verbal behaviour.

Thus, their teaching will be 1less haphazard and more

formed.
Figure 7.1: Flanders' Interaction Analysis
Categories (FIAC)

1. Accepts feelings

2. Praises or encourages

5. Accepts or uses ideas of pupils
Teacher 4. Asks questions
talk 5. Lecturing

6. Giving directions

7. Criticizing or jﬁstifying authority
Pupil 8. Pupil-talk - response
talk 9. Pupil-talk - initiation
Silence 10. Silence or confusion

(Adapted from Flanders, 1970, p.34)
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When using (FIAC), the observer codes classroom talk
into one of ten <categories every three seconds. Thus,
a lesson which is of forty minutes can produce 800 tallies.

Another method is discourse analysis. Here the
concern is with generalising on how language 1is used
in the classroom, particularly the oral element. This
approach analyses teacher-pupil discourses 1linguistically,
and examines how language is used for communication,partic-
ularly the way in which addressers build their message
for the addressees, and how addressees prepare themselves
to receive these messages in order to interpret then.
Its main interest is in describing 1linguistically how
language forms are used communicatively and for what

purpose (Brown and Yule, 1983).

7.5 Conclusion

One should always remember that to teach 1is not
like learning; they are two different functions. The
teaching process is largely carried out by one person,
while the learning process is carried out by a number.
To make the process of teaching and learning work effect-
ively, there should be a connection between the person
who teaches and the one who learns. This connection
can be made by effective communication on the part of
the teacher in which classroom language plays a vital

part.
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CHAPTER EIGHT

DESIGN, DEVELOPMENT AND THE ADMINISTRATION OF

THE FIELD STUDY

8.1 Hypotheses

The author has raised a number of questions 1in the
introduction of this study aiming to find answers that
would help in proposing suitable approaches to Dbetter
achievement in the teaching and 1learning of English as
a foreign language at the primary school level in Bahrain.

The questions are as follows:

1. What are the language needs of Bahraini teachers
who teach English as a foreign language in the primary
schools?

2. What are the opinions of TEFL teachers, senior TEFL
teachers, TEFL advisers and university lecturers about
the achievement of aims and objectives at primary
school level in terms of:

a. Syllabus and textbooks

b. Audio-visual aids

c. Methodology

d. The role of teachers who teach English as a

foreign language

e. Pupil achievement
3. What language problems do Bahraini primary TEFL

teachers, as Arabs, enounter?

4. What kind of programme - for both teachers and pupils
- can best help in fulfilling the aims and objectives

of TEFL at the primary level in Bahrain?
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In order to obtain answers to the above questions,

it was decided to conduct a field study. For this, the

questions were converted into the following hypotheses.

in order to aid the processing of the results of the study

more clearly.

1.

The English of Bahraini TEFL teachers in the primary
stage is not sufficient to fulfil the 1language needs
of their pupils.

The language acquired by primary level pupils 1is
not adequate for the stages that follow, i.e intermed-
iate, secondary and higher education.

The aims and objectives of the primary level are
not fulfilled because of the wunsuitability of the
existing syllabus, textbooks and other teaching mater-
ials, and the method of TEFL, and should be replaced
by others that are more suitable.

Teachers of English at the primary 1level 1in Bahrain
do not use audio-visual aids effectively.

Pupils' underachievement in the English language in the
primary cycle in Bahrain is because of the inadequacy
of their teachers.

Primary school TEFL teachers in Bahrain have difficulty
in the areas of grammar, lexis and phonology.

Because of the difficulties TEFL teachers encounter
at the primary 1level, they are wunable to fulfil
their role adequately as teachers of English.

The aims and objectives of TEFL at the primary level
have not been achieved because of the wunsuitability

of pre-service and 1in-service training programmes.
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9. TEFL teachers and pupils in the primary 1level in
Bahrain are not strongly motivated to 1learn and/or
to teach English.

10. TEFL teachers in primary schools 1in Bahrain are not

sufficiently exposed to everyday English.

8.2 The Sample

The study samples comprise:

1. Bahraini TEFL teachers (men and women) and pupils
(boys and girls) in a variety of government primary
schools spread throughout Bahrain.

2. TEFL senior éeachers in the secondary schools,TEFL advis-
ers in the Ministry of Education and lecturers 1in
the Department of English in the University College
of Bahrain.

The earlier education of the samples 1s as follows:
Pupils

Sixth grade of primary cycle. This <cycle 1s where
Bahraini children begin to learn English. They do this
when they reach grade four (the Primary Cycle consists
of six grades).

According to the Ministry of Education Educational
statistics (19871) and the University College of Bahrain
Bulletin (1983), the education of Bahraini primary school
TEFL teachers, TEFL senior teachers; advisers and univer-
sity lecturers is as follows:

TEFL Teachers

- Below secondary level without training.
- Below secondary level with +two years of in-service

teacher training.
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General secondary level without training.

General secondary level with two years of in-service
teacher training.

Commercial secondary without training.

Commercial secondary 1level with +two years of in-
service teacher training.

Teacher training secondary level. (Before the two
year teacher training college and B.Ed. programmes
were available, there was a secondary 1level section
for the training of teachers.)

Teacher training secondary level with two years of in-
service teacher training.

Teacher training college (two years after the secondary
level).

Senior Teachers

Graduated in TEFL
Post Graduate Diploma in TEFL
M.Ed. and M.A.

Advisers

Post Graduate Diploma in TEFL
M.Ed. and M.A.

Ph.D.

University Lecturers

M.Ed. and M.A.
Ph.D.

The following tables show the distribution of the

selected samples for the study.



Table 8.1: Distribution of the Selected Sample of TEFL Teachers for the

Questionnaire According to Area and sex

N Sex Total Selected Selected Total
Population Sample (City) Sample (Village) Sample

Male 123 53 47 100

Female 113 56 44 100

Total 236 109 91 200




213.

Table 8.2: meanUCdHos of the Selected Sample for

Interview According to their Position

Position Total Selected
Population Sample
TEFL Senior Teachers, Ministry of Education, Bahrain 21 10
TEFL Advisers, Ministry of Education, Bahrain 15 10
University Lecturers: 35
Professor and Chairman, Department of English, U.C.B. 1
Professor, Department of English, U.C.B. 1
Fullbright Professor, Department of English, U.C.B. 1
Assistant Professor, Department of English, U.C.B. 1
TEFL Instructors, Department of English, U.C.B. 6
Total 71 50
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Table 8.3: Selected Sample for Obtaining the Competency of Sixth Grade Primary Pupils

in English Language, According to their Final Examination Results

Sex Total Population Selected Sample Selected Sample Total
(City) (Village) Sample

Boys 2959 50 50 100

Girls 3411 50 50 100

Total 7370 100 100 200
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Table 8.4: Selected Sample for Obtaining the Competency

of Primary TEFL Teachers According to the Ad-

visers' Classroom Observation Records

Sex Total Population Selected Sample
Male 123 50
Female 113 50
Total 236 100

Table 8.5: Selected Sample for Obtaining the Primary TEFL

Teachers' English Language Competency According

to British Council Tests

Total Population Selected Sample
(Male and Female) (Male and Female)
178 178

Total 178 178

The selection of all the above samples was based

on a simple random sampling technique.

8.3 The Collection of Data

The data in the study has been collected from the
following two sources.

The first is a field study conducted by the researcher
in the schools, the University College of Bahrain, and
within the English Advisorate of the Ministry of Education,

by the use of a questionnaire and a structured interview
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that were both prepared by the investigator. The former
was designed for 200 TEFL primary school teachers, and the
latter for 10 TEFL senior teachers 1in secondary schools,
10 advisers of TEFL in the Ministry of Education, and
10 lecturers in the Department of English in the University
College of Bahrain.

The second source of information was obtained : from
200 primary grade six pupils' <final examination results
in the English language for the academic year 1983/1984
set by the Ministry of Education; from 100 primary TEFL
teachers' classroom observation records prepared by TEFL
advisers at the Ministry of Education for the year 1984/1985,
and the results of the English language testing of 178
primary TEFL teachers - a test set by the British Council
in Bahrain in 1979.

In order to collect the data, the researcher followed
these steps:
Step One

A meeting was held with the Rector of the University
College of Bahrain - the researcher's present employer
- who in turn liaised with the Chairman of the Department
of English in making the necessary arrangements for the
researcher to meet with the ten randomly chosen wuniversity
lecturers and in providing him with introductory letters
to the authorities in the Ministry of Education and the
British Council in Bahrain. (See Appendices 9a to 9d)
Step Two

At the Ministry of Education, the researcher met

the Assistant Under Secretary of General Education, the
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Director of Curricula, 'Books and Media and the Director
of Examinations. A meeting was also held with a represent-
ative of the British Council in Bahrain.

Step Three

Arrangements were made by the above mentioned author-
ities for the researcher to conduct his preliminary trial
and the main study in the schools, the University College
of Bahrain and the English Adviserate of the Ministry
of Education. The researcher was also given permission
to obtain information from teachers' classroom observation
records at the Ministry of Education, the British Council
results of teacher assessment in the English language
and the English language final examination marks for
sixth grade primary pupils in Bahrain.

Step Four
The researcher carried out the preliminary trial through
the agency of the Teachers Questionnaire and the Interview
Schedule. (Seefﬁge;§ﬁ’under Questionnaire Trial and Valid-
ation, and Page 228 under Interview Trial and Validation.)
Step Five

Following the preliminary trial, the researcher then
conducted the main study relating to the; 200 randomly
chosen TEFL teachers in the primary schools; 10 senior
teachers; 10 English language Advisers and 10 lecturers
at the University College of Bahrain. (See Pages 230-232.)
Step Six

The researcher obtained information on the English
language marks of 200 primary grade six pupils for the

academic year 1983/1984, which had been set by the Ministry
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of Education; 100 primary TEFL teachers' classroom observ-
ation records, prepared by TEFL advisers at the Ministry
of Education for the year 1984/1985, and the results
of the British Council English language tests for TEFL
teachers in Bahrain for the year 1979.
Step Seven

The researcher had several consultations with Dr.
John Hawarth of the Mathematical Statistics Department,
University College, Cardiff, and then decided that frequen-

cy and percentage, mean

would be suitable for the

except for open~ended questions.

made about the type of
for each hypothesis.

Step Eight

Under the supervision of

score

analysis

testing

and standard deviation

of collected data,

The decision was also

instruments to be used

Mrs D. Walker of the Comput-

ing Centre in Cardiff, the answers obtained from the
questionnaire and interview schedule were analysed by
coding and punching them on SPSSX (Statistical Package
for the Sociological Sciences X.) cards except for the
open-ended questions which were analysed manually. The
information obtained from teachers' observation records
and sixth grade final English language examination results
of the primary schools were analysed by a calculating
machine. Regarding the British Council English language
tests for TEFL teachers, the average percentage of the

results was prepared by specialists in the British Council,

Bahrain.

Table 8.6 shows the

chosen

method for analysing
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and
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the sources

provide the information required.

that could Dbest

Table 8.6: The Instruments and Methods Used for Testing

and Analysing Each Hypothesis

Hypo- Sources of Obtaining Methods of Analysis
theses Information
1 Questionnaire Frequency and Per-
centage
Interview Mean Score and
Teachers' Observation Standard Deviation
Records
Results of British Council
Tests for Teachers.Sixth
Grade Primary Pupils' Final
Examination marks
2 Questionnaire Frequency and Per-
Interview centage
Sixth Grade Primary Pupils'
Final Examination marks
3. Questionnaire Frequency and Per-
centage
Interview Mean Score and
Standard Deviation
4. Questionnaire Frequency and
Interview Percentage
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Table 8.6: (cont.)
Hypo- Sources of Obtaining Methods of Analysis
theses Information
5. Questionnaire Frequency and
Interview Percentage
Teachers' Observation Records
Results of British Council
Tests for Teachers
Sixth Grade Primary Pupils'
Final Examination marks
6. Questionnaire Frequency and
Interview Percentage
Teachers' Observation Records
Results of British Council
Tests for Teachers
7. Questionnaire Frequency and Per-
centage
Interview Mean Score and
Teachers Observation Records Standard Deviation
Results of British Council
Tests for Teachers
8. Questionnaire Frequency and Per-
centage
Interview Mean Score and
Standard Deviation
9. Questionnaire Frequency and
Interview Percentage
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Table 8.6: (cont.)
Hypo- Sources of Obtaining Methods of Analysis

theses Information

10. Questionnaire Frequency and

Interview Percentage

8.4 Construction of the Questionnaire and Interview

Schedule
The construction of the questionnaire and interview
schedule was made on the following basis:

1. The writer's personal experience and observation
in the field of teaching English as a foreign
language at primary, intermediate, secondary and
university levels.

2. The writer's personal experience 1in the field
of pre-service training as a TEFL supervisor and of
in-service training as an educational field tutor
for TEFL teachers.

3. The opinion and remarks of teaching staff and
TEFL specialists at the Ministry of Education
and University College of Bahrain.

4. Information obtained from the above reviewed liter-
ature and similar studies.

5. Relevant criteria for the construction of the
questionnaires and interview schedule were gathered
from Abdul Aziz (1980), Berdie and Anderson (1974),
Borg and Gall (1963), Bradbum et al. (1979),
Evans (1968), the Inservice Educational Training

Centre (undated), Ministry of Education, Educational
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Statistics (1981), Wiersma (1969), El1-Shimy (1982),
Youngman (1982) and Turney (1971).

6. Some aspects of the questionnaire and interview
schedule have been constructed Jointly with Mrs
Z.G.A. Karmostaji, who was engaged in Ph.D. research
in University College, Cardiff », into the problems
of Bahraini intermediate students in the area
of written English during the same period of
study as’this researcher. The aim of +this was
to obtain information in two differing sectors,
i.e. primary and intermediate, for the Dbenefit
of the country (Bahrain) from which both the

investigators come.

8.4.17 The Content of the Questionnaire and its Reliability

The questionnaire is composed of forty questions.
When devising it, an attempt was made to include obJjective
questions of the multiple-choice type followed, where
necessary, by open-ended questions. To ensure that» the
questionnaire produced reliable results, 'and in conjunction
with an accompanying explanatory letter (see Appendix
6), the researcher met with the teachers in their schools,
distributed the questionnaire and explained points which
they felt to Dbe unclear. The researcher ensured that
every aspect of the questionnaire- was related to the
teaching and learning of English in primary schools and
could be easily answered by the chosen sample. The teachers
were assured that their responses would not be used for

any kind of evaluation. They were informed that they
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could, if desired, answer in Arabic. They were asked
not to give any indication of identity. After one week
the researcher collected the questionnaires from the primary
schools and found that all the questions had been answered.
The head-teachers and class-teachers were thanked for
their cooperation.

The draft questionnaire consisted of five parts:

Part One was designed to obtain general information
related to the teacher's school, age, sex, nationality,
appointment, qualification, experience, teaching load and
other activities.

Part Two sought information about pre- and in-
service training, and whether these included language
courses, particularly the language of the <classroom i.e.
language needed for better <classroom interaction. This
part also sought information about the amount of time
teachers spend in reading English materials, whether they
have been to countries where the first language is English,
and how much they themselves speak English.

Part Three was designed to measure teachers' general
attitudes and motivation, their 1language standard, the
number of visits made by advisers and the value of these
visits to the teachers, the use of Arabic and its interfer-
ence in the teaching of the English language.

Part Four was designed to optain information on the
syllabus content; whether it fulfils the needs and inter-
ests of pupils, reflects Bahraini culture, and can be cov-
ered within the time 1limit. This part also contains

questions about the textbooks used in the primary level
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and their suitability to requirements.

Part Five sought information about the methods
and approaches used in the teaching of English, the suit-
ability of certain methods for Bahraini learners of English,
and the extent to which primary teachers wuse audio-visual
aids in TEFL. (A copy of the questionnaire and a covering

letter are attached at Appendices 6 and 7.)

8.4.2 The Content of the Interview Schedule and its

Reliability

The interview schedule included forty-two questions.
As in the questionnaire, objective questions of the mult-
iple choice type have been used in the main, and, where
necessary, open-ended questions.

In respect of the confidentiality of the interview,
the subjects were assured that the reéponses they provided
would be completely anonymous and confidential, and would
be used for research .purposes only.

For the convenience of the subjects, the investig-
ator arranged a time and place for the interview to suit
individual needs.

Any unclear point in the interview schedule was
explained to the respondents.

The researcher made sure that all the questions
in the interview schedule were answered, except for some
which were not answered for some reasons related to the
subjects such as not being certain or not having direct
contact with them. The interviewees were thanked for

their cooperation.
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The Interview Schedule consisted of the following
questions:

The introduction to the interview (Questions 1-4)
was designed to seek information pertinent to the respond-
ents' school, department, college, sex, nationality and
appointment.

Questions 5 and 6 were included with a view to
eliciting information regarding qualifications and number
of years of experience.

Questions 7-17 sought information about teachers
and student teachers in terms of the standard in TEFL
and spoken English, and whether this adversely affects
pupils' achievement. They also included questions aimed
at getting information as to the extent +to which pupil
underachievement is due to the inadequacy of the teachers,
and how far the teachers themselves are prepared to fulfil
the aims and objectives of TEFL in the primary level,
and to what extent they are exposed to everyday English.

Questions 18-22 asked the respondents to 1indicate
the need for in-service +training for new teachers as
well as the experienced, and whether the programmes of
prg-service and 1in-service include classroom language,
how the respondents would grade these programmes, and
to what extent they reflect the needs of the trainees.

Questions 23-25 were included to obtain information
concerning the number of advisers' visits to teachers,
whether these fulfil what they are designed to achieve,
and what number of wvisits they would suggest as ©being

sufficient.
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Questions 26-29 asked the respondents to 1indicate
whether the standard of English pupils achieve is suitable
for the following educational stage, and what they would
suggest as appropriate ways of raising the standard of
English in the primary school.

Questions 30 and 31 sought to elicit information
as to whether the primary syllabus has succeeded in fulfill-
ing the aims and objectives of TEFL in this 1level, and
to find the reason(s) if the answer was negative.

Questions 32 and 33 asked the respondents whether
the content of textbooks fulfilled the set aims, and
if not, why not.

Questions 34-38 were designed to obtain information
as to whether the teaching method/approach used in primary
school achieved its goals, and if not, why. The respond-
ents were also asked which method they would 1like to
see used in primary school, and how far TEFL teachers
can follow the recommended method. If not, they were
asked whether this was because of the teacher's inadequacy
in one or more of the language skills.

Question 39 asked about the availability of audio-
visual aids im primary schools, and their use.

Question 40 was designed to obtain information
about the extent to which primary TEFL teachers use Arabic
while teaching English.

Questions 41 and 42 were designed to obtain inform-
ation about the areas in which primary school TEFL teachers
commit errors, and the causes of these errors. (A copy

of the Interview Schedule is attached at Appendix 8.)
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8.4.3 Questionnaire Trial and Validation

In case of any 1lexical difficulties contained
in the material of the questionnaire , an Arabic version
of the words which might be considered difficult was
included as an aid. The translated parts of the questionn-
aire were then revised to ensure accuracy.

The questionnaire was examined by a number of
the researcher's colleagues who have had experience 1in
teaching English to Bahraini pupils in the primary schools.
The questionnaire was also examined by the researcher's
supervisor and his statistical adviser. According to
their suggestions, the gquestionnaire was modified. Event-
ually they all agreed that the questionnaire was valid
and could be used for the measurement in mind.

A preliminary trial of the questionnaire was
carried out. Ten TEFL primary teachers were asked individ-
ually to read and answer the questionnaire and indicate
on their copy those questions which they felt needed
clarification. Also they were asked to 1indicate if they
felt that further words needed to be translated. All
teachers stated that they could easily understand and
answer every part of the questionnaire. These ten copies
of the questionnaire which were completely answered were
included in the main study. This 1is Dbecause the total
number of TEFL teachers in primary schools in Bahrain
was small (236 teachers only) and a number of these were
not available during the period of the 1investigation.

For this preliminary trial of the questionnaire,

the researcher held meetings with the chosen samples
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in their schools and read and explained every aspect
of the questionnaire to them before they answered. After
one week the questionnaires were all answered and collected

from the schools by the researcher.

8.4.4 Interview Trial and Validation

Like the questionnaire, the interview schedule
was examined by a number of the researcher's colleagues,
his supervisor and his statistical adviser. They suggested
certain modifications which were accordingly incorporated
by the researcher, and then it was agreed that the inter-
view schedule could be wused as a valid measurement.

For the preliminary trial of the interview schedule
six of its copies were discussed and reviewed with two
senior TEFL secondary school teachers, two TEFL advisers
in the Ministry of Education, and two 1lecturers in the
Department of English at the University College of Bahrain.
They were requested to make comments where necessary.
As a result of their comments some parts of the interview
schedule were modified. They also stated that the inter-

view questions were clear and easily answered.

8.5 Validity and Reliability of the TEFL Teachers' Class-

room Observation

Based on his experience with the Adviserate Depart-
ment of the Ministry of Education, the researcher Dbelieves
that the procedure of classroom observation in the primary
schools is valid and reliable because:

- it is undertaken by well-qualified and experienced
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TEFL advisers;

- valid criteria are used as instruments for class-
room observation (a copy of this 1is shown at
Appendix 10).

- the observation 1is prearranged by the teacher

and the adviser.

8.6 Validity and Reliability of Primary Pupils' Sixth

Grade Final Examination English Language Marks

This examination is valid and reliable because:

- every question in the examination paper is related
to the content of the textbooks taught in the
sixth grade of primary school;

- the examination is set and graded by the teachers
who teach this 1level, and revised and approved
by their advisers;

- the examination takes place under the supervision
of the pupils' TEFL teachers and din their own
schools. This makes them feel secure when answer-
ing the questions. (A copy of the examination

is shown in Appendix 11).

8.7 Validity and Reliability of British Council TEFL

Teachers' Assessment Tests in the English Language

The test is valid and reliable because:
- it is set and graded by well-qualified and exper-
ienced specialist native speakers of the language;
- the test measured the ability of teachers 1in

the four language skills;
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- the test took place under the secure supervision
of British Council staff;
- the teachers were informed that the results of

the test would be confidential.

8.8 Administration of the Questionnaire

The questionnaire was administered in December
1984 to the 200 primary school TEFL teachers chosen randomly
from the latest statistical total of 236. The researcher,
having been officially permitted by the Ministry of Educat-
ion to conduct his field study through a teachers question-
naire, made arrangements with the head-teachers of the
selected primary schools in Bahrain to meet with the
TEFL teachers in their schools. The researcher then
visited the schools and held meetings with the teachers.
He distributed, read and explained the questionnaire.
Having made sure that every part of the questionnaire
was clearly understood by the teachers, he asked them
to keep the questionnaire, read it carefully and then
answer the questions. After one week the researcher
visited the same schools for the second time to give
further explanation if required and to <collect the
completed questionnaires. After further explanation was
given to some of the teachers, all the questionnaires

were fully answered and collected by the researcher.

8.9 Administration of the Interview Schedule

The interview - 1like the questionnaire - took

place in December 1984, in a number of secondary schools,
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the TEFL advisorate section of the Ministry of Education
and the Department of English in the University College
of Bahrain. The total number of randomly selected subjects
was thirty. The researcher,having been offically permitted
by the Ministry of Education and the University College
of Bahrain, met with the subjects and interviewed them.
All the questions were answered except for those which
were not related to the subjects' type of work.

Regarding the sixth grade primary pupils' final
examination marks 1in English 1language, the results of
200 primary pupils - boys and girls from cities and vill-
ages - for the year 1983/1984 were randomly selected
from the total number of 7370 sixth grade primary school
pupils in Bahrain. An example of such an examination
is given in Appendix 11.

For information in the competency of Bahraini
primary TEFL teachers in the English 1language and the
level of teaching skill, the results of 100 primary TEFL
teachers' classroom observation records in the Adviserate:
Department of the Ministry of Education for the year
1984/1985 were randomly selected. This selection involved
both males and females. The total number of primary
TEFL teachers was 236. The criteria for the primary
schools' classroom observation is given 1in Appendix 10.

The results of the British Council English language
tests for TEFL teachers in Bahrain was another source
from which the competency of primary TEFL teachers in
the English 1language was obtained. These tests took

place in June 1979. Results were obtained from all the
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178 primary teachers - male and female. Those who taught
in joint schools i.e. primary/intermediate were excluded.
These tests involved Reading Structure, Listening Compre-
hension, Oral and Written Composition. The details are

shown in Table 9.41.
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CHAPTER NINE

THE ANALYSIS OF DATA

The hypotheses of this study have been tested wusing
teachers' responses to a questionnaire; answers to an
interview schedule made for senior teachers ,advisers and
university lecturers; teachers' standard of TEFL in the
observation records at the Bahraini Ministry of Education;
the results of British Council English language tests
for TEFL teachers in Bahrain; and the results of the
sixth year primary schools examination in English. For
the analysis of data, the investigator has dealt with
each hypothesis separately in order to identify the degree

of its acceptance or rejection.

9.1 Hypothesis One

Hypothesis One stated that the English of Bahraini
TEFL teachers in the primary stage 1is not sufficient
to fulfil the language needs of their pupils.

This hypothesis was tested using answers to Questions
6,7,10,11a,11¢c,12,13a,13b,14,15a,15¢,15d,16,19,20,21,23a,
23b to 23g, 27,28 and 29 of the teachers' questionnaire;
responses to questions 7,8,9,10,11,12,14,17,26,27,28,29c,
31b, 37,338,471 and 42 of the interview schedule; observation
records for TEFL teachers; the results of +the British
Council English 1language tests for TEFL teachersy
sixth grade primary pupils' final examination marks in

English language.
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9.1.1 Teachers' Questionnaire

From the teachers' responses to Question 6, it
has been fouﬁd that the majority of the primary TEFL
teachers had done a one or a two year course in TEFL:
47% in teacher training college and 18% in an Inservice
Training Centre. Only 1% of these teachers had taken
a post graduate TEFL course, of whom 7.5% had graduated

in TEFL. The qualifications are shown in Table 9.1.

Table 9.1: Bahraini Primary TEFL Teachers' Qualifications

N = (Total Number of the Sample) = 200

Qualifications Frequency Percentage
Post Graduate 2 1.0
Graduate in TEFL 15 7.5
Graduate other subjects + 48 24.0
TEFL Diploma

Teacher training college 94 47.0
Secondary + inservice 36 18.0
training

Secondary teacher training 2 1.0
Secondary other subjects 3 1.5
Total 200 100

(Q.) Question 6 (T.Q.) Teachers' Questionnaire

To identify teachers' experience in TEFL, Question
7 was used. The responses indicated that only 13.5%
of the primary teachers had 1-4 years experience in TEFL.
The largest single group of the teachers had taught English

for more than five years. This 1is shown in Table 9.2.
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Table 9.2: Years of Experience of TEFL Teachers in the

Primary Cycle in Bahrain

N = 200

No. of Years Frequency Percentage
1-4 27 13.5
5-9 70 35.0
10-19 87 43.5
20-34 16 8.0
Total 200 100
Q.7. (T.Q.)

In response to Question 10, the result indicated
that most of the teachers had attended English language
courses (71%). But the responses of Question 11a showed
that most of these courses were one month in length (34%).
Responses to Question 10 indicated that 28.5% of the
teachers had not attended English language courses at
all. As mentioned above, the investigator considers
classroom language to be an important aspect of TEFL,
but unfortunately, the responses to Question 11c revealed
that for 54.5%, their courses did not deal with <classroomn

language. These are shown in Tables 9.3, 9.4 and 9.5.
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Table 9.3: Bahraini TEFL Teachers' Attendance at English

Language Courses

N = 200

Frequency Percentage
Yes, I have attended English 142 71.0
language courses
No, I have not attended any 57 28.5
English language courses
Uncertain 1 0.5
Total 200 100
Q. 10 (T.Q.)

Table 9.4: Length of English Language Courses Bahraini

TEFL Teachers Had Attended

N = 200
Frequency  Percentage

One month 68 34.0

Six Months 32 16.0

One Year 22 11.0
More than One Year 21 10.5
Uncertain 57 28.5
Total 200 __100

Q. 11a (T.Q.)
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Table 9.5: Whether Classroom Language was Included in the

English Language Courses Bahraini Primary TEFL

Teachers Had A ttended

N = 200
Frequency Percentage
Yes, Classroom language was 36 18.0
a part of English Language
Courses
No, Classroom language was 109 54.5
not a part of English Language
courses
Uncertain 55 27.5

Total 200 100

Q.11c. (T.Q.)

The answers to Question 12 showed that 71% of the
teachers had attended preservice courses, but by referring
to Table 9.1 above, one can see that most of the preservice
courses these teachers attended were for two years or
less. In addition to this 29% of the teachers had not
attended preservice courses at all. This is shown 1in

Table 9.6
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Table 9.6: Whether Bahraini Primary TEFL Teachers Had Att-

ended Preservice TEFL Courses

N = 200

Frequency Percentage
Yes, I have attended pre- 142 71.0
service courses in TEFL
No, I have not attended any 58 29.0
pre-service courses in TEFL
Total 200 100

Q. 12 (T.Q.)

The majority of the responses to Question 13a (43%)
revealed that the pre-service programmes the teachers
attended did not include <classroom languages courses,
and that the programmes were of 1little wvalue, or of no
value at all in the teaching of English as a foreign
language. This was shown by the responses to Question

13b. The details are given 1in Tables 9.7 and 9.8.

Table 9.7: Whether Classroom Language was Included in

the Pre-Service Courses Bahraini Primary TEFL

Teachers Had Attended

N = 200
Frequency Percentage

Yes, classroom language was 60 30.0
included

No, classroom language was not 86 43.0
included

Uncertain 54 27.0
Total 200 100

Q. 13a (T.Q.)
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Table 9.8: Usefulness of Pre-Service Programmes to Bahraini

Primary TEFL Teachers

N = 200

Frequency Percentage
Great Value 52 26.0
Little Value 91 45.5
No Value 2 1.0
Uncertain 55 27.5
Total 200 100

Q. 13b (T.Q.)

The answers to Question 14 indicated that 87% of
the teachers had attended in-service courses, but the
responses to Question 15a showed that the majority of
these courses were one month in 1length (33.5%). Those
teachers who had attended in-service courses of more than
one year in length (25.5%) were those who had taken a
two year course at the In-Serive Training Centre. See

Tables 9.9 and 9.10.

Table 9.9: The Extent to which Bahraini TEFL Teachers

had Attended In-Service Courses in TEFL

N = 200

Frequency Percentage
Yes, I have attended in- 174 87.0
service courses in TEFL
No, I have not attended any 26 13.0
in-service courses in TEFL :
Total 200 100

Q. 14 (T.Q.)
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Table 9.10: Length of Inservice Programmes Attended by

Bahraini Primary TEFL Teachers

N = 200
| Frequency Percentage

Less than a Week 3 1.5

One Month 67 33.5

Six Months 33 16.5

One Year 22 11.0

More than One Year 51 25.5
Uncertain 24 12.0
Total 200 100

Q. 15a(T.Q.)

Teachers' responses to Question 15c¢c revealed that
64.5% of the inservice TEFL programmes did not include
a classroom language course. This 1is shown 1in Table

9.11.

Table 9.11: Whether Classroom Language was Included

in the Inservice Courses Attended by Bahraini

Primary TEFL Teachers

N = 200

Frequency Percentage
Yes, classroom language yas 47 23.5
included in the inservice
programmes
No, classroom language yas 129 64.5
not included in the inservice
programmes
Uncertain 24 12.0
Total 200 100

Q. 15¢ (T.Q.)
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The answers to Question 15d 1indicated that only
%7% of the teachers found the inservice programmes of
great value. The majority (50%) stated that the programmes
were of little value. Table 9.12 shows the wusefulness

of inservice programmes in the teachers' opinion.

Table 9.12: Usefulness of the Inservice Programmes Bahraini

Primary TEFL Teachers Had Attended

N = 200

Frequency Percentage
Great Value 74 37.0
Little Value 101 50.5
No Value - -
Uncertain 25 12.5
Total 200 100

Q. 15d (T.Q.)

The responses to Question 16 1indicated that 56.5%
of the teachers had spent 1less than four hours a week
in reading materials in English, and that 22% of then
had no time to read these at all. The results are shown

in Table 9.13.
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Table 9.13: Time Spent in a Week in Reading Materials in

English by Bahraini Primary TEFL Teachers

N = 200

Frequency Percentage
More than Four Hours 43 21.5
Less than Four Hours 113 56.5
No Time to read | 44 22.0
Total 200 100
Q. 16 (T.Q.)

In responding to Question 19, teachers pointed
out that 66.5% of them seldom speak English outside the
classroom. Their responses also showed that 2.5% of
them did not speak English after teaching at all. These

are shown in Table 9.14.

Table 9.14: The Extent to which Bahraini Primary TEFL

Teachers Speak English Outside the Classroom

N = 200

Frequency Percentage
Often 62 31.0
Seldom 133 66.5
Never 5 2.5
Total 200 100

Q. 19 (T.Q.)

The majority of the responses to Question 20 indicated
that teachers did not find teaching English very interesting

(50.5%). This is shown in Table 9.15.
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Table 9.15: Bahraini Primary TEFL Teachers' Degree of

Interest in Teaching English Language

N = 200

Frequency Percentage
Very Interesting 91 45.5
Interesting 101 50.5
Little Interest 8 4.0
Total 200 100
Q. 20 (T.Q.)

To identify the reason for not being very interested
in teaching English, Question 21 was used. The answers
of the vast majority of the sample indicated that large
classes had caused this lack of interest. This 1is shown
in Table 9.16 overleaf.

The responses to Question 23%a indicated that 83%
of the teachers had difficulties in teaching English.

This is shown in Table 9.17.

Table 9.17: "I do not have any difficulty in teaching

English language."

N = 200

Frequency Percentage
Agree 21 15.5
Disagree ‘ 166° 83.0
Uncertain 3 1.5
Total 200 100

Q. 23a (T.Q.)
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Table 9.16: Reasons for Primary School Bahraini TEFL Teachers not being Interested in Teaching English
N = 200
Agree Disagree Uncertain Total

a. I do not like teaching 5 (2.5%) 187 (93.5%) 8 (4%) 200 (100%)

English
b. English is not my special 6 (3%) 186 (93%) 8 (4%) 200 (100%)

subject
c. Pupils are not motivated 33 (16.5%) 159 (79.5%) 8 (4%) 200 (100%)
d. Large classes 153 (76.5%) 39 (19.5%) 8 (4%) 200 (100%)

21a to Q. 21d (T.Q.)
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In order to find the areas in which the TEFL teachers
had difficulties in teaching English, Questions 23b to 23g
were devised. The majority of the responses showed
that TEFL teachers had difficulty in teaching grammar
(67%) and speaking (53%). The responses of a large
number of them indicated that they also had difficulty
in teaching reading (44.5%), vocabulary (42%) and writing
(32%). Only 17% of the responses showed that they had
difficulty with teaching understanding. These are shown
in Table 9.18 overleaf.

The responses to 'Question 27 revealed that 44.5%
of the TEFL teachers, before they wrote an English sentence,
first wrote it in Arabic 1in their mind. This means
that nearly half of the teachers did so ‘when writing

in English. This is shown in Table 9.19.

Table 9.19: Preparing an English Sentence in Arabic before

Writing it

N = 200
Frequency Percentage

Yes, I prepare an English 89 44.5
sentence in Arabic
before writing it
No, I do not prepare an 106 53.0
English sentence in Arabic
before writing it
Uncertain 5 2.5
Total 200 100

Q. 27 (T.Q.)
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Table 9.18: The Areas of Difficulty Primary TEFL Teachers in Bahrain had in Teaching English

N = 200
Agree Disagree Uncertain Total

Grammar 134 (67%) 65 (32.5%) 1 (0.5%) 200 (100%)
Vocabulary 84 (42%) 114 (57%) 2 (1%) 200 (100%)
Speaking 106 (53%) 91 (45.5%) 3 (1.5) 200 AAooav
Understanding 34 (17%) 161 (80.5%) 5 (2.5) 200 (100%)
Reading 89 (44.5%) 109 (54.5%) 2 (1%) 200 (100%)
Writing 64 (32%) 130 (65%) 6 (3%) 200 (100%)

Q. 23b to 23g (T.Q.)
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Question 28 was used to identify whether the Arabic
language background affected the spoken English of the
TEFL teachers. 75.5% of the teachers' answers were

positive. The results are shown in Table 9.20.

Table 9.20: The Interference of the Arabic Language

in Bahraini Primary TEFL Teachers' Spoken

English

N = 200
Frequency Percentage

Yes, Arabic language 151 75.5
interferes with my spoken
English
No, Arabic language does not 43 21.5
interfere with my spoken
English
Uncertain 6 3.0
Total 200 100
Q. 28 (T.Q.)

The responses to Question 29 indicated that 56%
of the teachers found that the Arabic language adversely
affected their written English. This is shown 1in Table

9.21.
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Table 9.21: Adverse Effects of Arabic Language on the TEFL

Teachers' Written English in the Primary Cycle

in Bahrain

N = 200

Frequency Percentage
Yes, Arabic language 112 56.0
adversely affects my written
English
No, Arabic language does 83 41.5
not affect my written
English
Uncertain 5 2.5
Total 200 100

Q. 29 (T.Q.)

The mean score of the teachers' total responses
for the questions used to test Hypothesis One 1is shown
in Table 9.22. This table also ‘indicates that most
teachers did not respond to all the questions. This
is because of reasons such as not having attended any
of the training courses or not being exposed to the
English language. It was also found that out of 83
teachers who answered the questions, only 19 of then
scored the desirable score of 61 or above. All these
show that the standard of teachers' English in the primary
level is not sufficient. The total scale given to this
section is: Minimum 27 and Maximum 76. The desirable

score given is 61.
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Table 9.22: Respondents' Mean Score for Bahraini Primary TEFL Teachers' English Language Sufficiency

N = 200

Frequency Percentage Maximum Minimum Mean Std. Dev.
Valid Cases 83 41.5 68 43 55.614 5.661
Missing Cases 117 58.5
Total 200 100

Teachers' Questionnaire
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9.1.2 Interview Schedule

The responses to Question 7 of the interview schedule
indicated that the standard of English of the majority
of the primary teachers was not good. The respondents
stated that the teachers' standard was satisfactory (70%)

and weak (10%). The details are shown in Table 9.23.

Table 9.23%: Standard of Bahraini Primary TEFL Teachers in

English Language

N = 30
Frequency Percentage

Excellent - -

Very Good - -

Good - -
Satisfactory 21 70.0
Weak 3 10.0
Very Weak - -
Uncertain 6 20.0
Total 30 100.0

(Q.) Question 7 (I.S.) Interview Schedule for (S.T. )Senior

Teachers, (Ad.) Advisers and (U.L.) University Lecturers.

Answering Question 8, the subjects stated that when
discussing and advising teachers in respect of English
language teaching, they used Arabic " and English (33.3%).
Some stated that they wused Arabic only (6.7%), 43.3%
pointed out that they used English. It should be noted
that this number of interviewees were of those whose

native language was English and could not speak or under-
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stand Arabic. The details are given in Table 9.24.

Table 9.24: Language Used When Advising Primary TEFL Teach-

ers in Bahrain

N = 30

Frequency Percentage
Arabic 2 6.7
Both 10 33.3
English 13 43.3
Uncertain 5 16.7
Total 30 100

Q.8 (I.S.) for S.T., Ad. and U.L.

Responses to Question 9 indicated that the reason
for not using English when discussing and advising TEFL
teachers in the primary cycle was because most of these
teachers could not understand enough English (26.7%),

or some English. (56.7%). This is shown in Table 9.25.
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Table 9.25: Reasons for not Using English when Advising

TEFL Primary Teachers in Bahrain

N = 30

Frequency Percentage
Cannot understand enough 8 26.7
English
Cannot understand some 17 56.7
English
They cannot understand my - -
English at all
Uncertain 5 16
Total 30 100

Q.9 (I.S.) for S.T., Ad. and U.L.

Question 10 was asked as an open-ended question *tfo
identify what teachers of English did when they were
confronted with the need to communicate in English. The res-
ponses were as follows:

- they try to say something but do not succeed because
of their weakness in English;

- some try to speak in spite of mistakes in grammar,
vocabulary and pronunciation;

- they keep quiet and nod to show either that they
agree, or know what is said to them, without under-
standing what they have been asked;

- they mostly avoid conversation and do not attempt
to say anything unless they have to;

- they always use simple English;

- they try to obtain information through gestures and

guessing.
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The responses to Question 11 revealed that teachers
whose spoken English was weak could not help pupils to
speak English competently. 96.7% agreed on this point.

This is shown in Table 9.26.

Table 9.26: "Teachers' Spoken English can Affect Pupils Spo-

ken English"

N = 30

Frequency Percentagp
Agree 29 96.7
Disagree 1 3.3
Total 30 100

Q. 11 (I.S.) for S.T., Ad. and U.L.

Question 12 was related to the relationship of pupil
underachievement and the inadequacy of their teachers.
A1l the responses indicated that there was a close relation-

ship in this respect. This 1is shown 1in Table 9.27.

Table 9.27: "The Underachievement of Bahraini Primary

Pupils is Related to the Inadequacy of their

v
Teachers

N = 30

Frequehcy Percentage
Agree 350 100.0
Disagree - -
Total 30 100

Q. 12 (I.s.) for S.T., Ad. and U.L.
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In respect of the university graduates, +the majority
of the respondents in Question 14 showed that they are
satisfactory (60%) or weak (33.3%) in their command of

English. This is shown in Table 9.28.

Table 9.28: Competency of the TEFL University Graduates

in Bahrain

N = 30
Frequency Percentage

Excellent - -

Very Good - -

Good 1 3.3
Satisfactory 18 60.0
Weak 10 33.3
Very Weak - -
Uncertain 1 5.5
Total 30 100

Q. 14 (I1.8.) for S.T., Ad. and U.L.

The responses to Question 17 indicated that the majority
of TEFL teachers in the primary stage (43.3%) are -inade-
quately equipped to fulfil the aims and objectives of
syllabus requirements. Forty percent stated that the
teachers were moderately equipped. These are shown in

Table 9.29.
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Table 9.29: The Extent to which TEFL Teachers in Primary

Schools in Bahrain are Equipped to Teach English

N = 30
Frequency Percentage

Very well equipped - -

Well Equipped 1 3.3
Moderately Equipped 12 40.0
Inadequately Equipped 13 43.3
Very Poorly Equipped - -
Uncertain 4 15.3
Total 30 100

Q. 17. (I.S.) for S.T., Ad. and U.L.

In response to Question 26 the interviewees (96.7%)
pointed out that the standard of English achieved 1in
the primary level was not suitable for entry to the inter-

mediate cycle. This unsuitability, as Question 27 revealed,

was due to pupilsf lack of competency. This opinion
was agreed upon by 96.7% of the respondents. In order
to identify the cause of pupils' 1low competency, the

interviewees were asked Question 28. 96.7% of the responses
showed that fthe cause was the 1inadequacy of teaching
in the primary level. The details are shown 1in Tables

9.30, 9.31 and 9.32.
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Table 9.30: Suitability of Bahraini Primary Pupils' English

as a Preparation for the Following Cycle i.e.

Intermediate

N = 30
Frequency Percentage

Yes, their English is 1 3.3
suitable for the Inter-
mediate cycle
No, their English is not 29 96.7
suitable for the inter-
mediate cycle
Total 30 100

Q. 26 (I.S8.) for S.T., Ad. and U.L.

Table 9.31: Bahraini Primary Pupils' Unsuitability for

Intermediate Cycle is Due to their Low Compet-

ency in English

N = 30
Frequency Percentage
Yes, pupils' unsuitability 29 96.7
for intermediate cycle is
due to their low competency
in English
No, it is not due to their 1 3.3
low competency in English
Total 30 100

Q. 27 (I.s.) for S.T., Ad. and U.L.
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Table 9.3%2: Bahraini Primary Pupils' Weakness in English

is Due to the Inadequacy of the Teaching of

English in the Primary Cycle

N = 30

Frequency Percentage
Yes, their weakness in 29 96.7
English is due to the in-
adequacy of the teaching
of English
No, their weakness is not 1 3.5
due to the teaching of
English
Total 30 100

Q. 28 (I.S.) for S.T., Ad. and U.L.

In response to Question 29c, it was suggested by
all the interviewees that the way to raise the quality
of English in the primary cycle was by improving the
training of TEFL teachers for this level. Table 9.33
overleaf shows this.

The responses to Question B%b indicated that one
of the reasons which cause the English 1language syllabus
at the primary stage to be inadequate in fulfilling the
aims and objectives of TEFL was the inadequacy of some
of the teachers. This was agreed upon by 56.7% of the

respondents and is shown in Table 9.34. (overleaf).
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Table 9.3%3: Suggestions for Raising the Quality of Pupils' English in the Primary Cycle in Bahrain

Agree Disagree Total
a. Changing the current textbooks 23 (76.7%) 7 (23.3%) 30 (100%)
b. Adopting a new m@@momo: 28 (93.3%) 2 ( 6.7%) 30 (100%)
c. Improving the training of teachers 30 (100%) - - 30 (100%)
d. Changing the syllabus 21 (70%) 9 (30%) 30 (10C%)

Q. 29¢ (I.S.) for S.T., Ad. and U.L.
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Table 9.34: Why The English Syllabus does not Fulfil its Aims and Objectives in the Primary

Cycle in Bahrain

N = 30

Agree Disagree Uncertain Total
a. Too long 7 (23.3%) 16 (53.3%) 7 (23.3%) 30 (100%)
b. Inadequacy of some teachers 17 (56.7%) 6 (20%) 7 (23.3%) 30 (100%)
c. Lacks variety 21 (70%) 2 (6.7%) 7 (23.2%) 30 (100%)
d. Does not fulfil the needs and 22 (73.3%) 1 (3.3%) 7 (23.3%) 30 (100%)

interests of pupils

Q. 31b (I.S.) for S.T., Ad. and U.L.
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The respondents to Question 37 revealed that TEFL
teachers were incompetent in following the method/approach
recommended by the Ministry of Education in Bahrain.
A1l of the respondents agreed upon this point. This

is shown in Table 9,35,

Table 9.35: Whether TEFL Teachers in the Primary Cycle

in Bahrain are Able to Follow the Approved

Method/Approach of TEFL

Frequency Percentage

Yes, they are able to - -
follow the approved method/
approach

No, they are not able to 30 100
follow the approved
method/approach

30 100

Q. 37 (I.S.) for S.T., Ad . and U.L.

The interviewees were asked about the teachers' inabil-
ity in following the method/ approach recommended (Q.
38). The responses showed that their inadequacy lay
in listening and understanding (53.3%), speaking (100),
reading (70%) and writing (86.7%), as shown 1in Table
9.36.
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Table 9.36:

Reasons for Bahraini Primary TEFL Teachers'

Inadequacy in Following the Approved

Method/Approach
N 30
Agree Disagree Total
a. Inadequacy in listening and 16 (53.3%) 14 (46.7%) 30 (100%)
understanding
b. Inadequacy in speaking 30 (100%) - - 30 (100%)
c. Inadequacy in reading 21 (70%) 9 (30%) 30 (100%)
d. Inadequacy in writing 26 (86.7%) 4 (13.3%) 30 (100%)

Q. 38 (I.S.) for S.T., Ad.

and U.L.
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The responses to Question 41 indicated that the areas
where most of English teachers' errors were committed
were in the aspects of structure (96.7%), spelling (60%),
pronunciation (96.7%) and vocabulary (60%). These are
shown in Table 9.37.

To indicate the causes of the errors, Question 42
was used. The responses showed that the causes of errors
included: Arabic interference (100%), inadequate exposure
to everyday English (96.7%), overgeneralization (80%),
analogy (50%) and interference within English (46.7%).
This showed that the main causes of the errors were
Arabic interference, inadequate exposure to everyday Eng-
lish and overgeneralization. These are shown in Table
9.38 overleaf.

A1l the responses to the questions of the interview
schedule wused for testing Hypothesis One except for Quest-
ion 10 - which was open ended and dealt with separately
- are used to obtain the mean score of the respondents.
The results as they are shown 1in Table 9.39 1indicate
that the maximum score of the 21 subjects who answered
the questions is 44 which is much below the desirable
score of 50. This shows that the standard of primary
school teachers in Bahrain in English 1is too 1low. The
total scale given for this section 1is : Minimum 26

and Maximum 65. The desirable score given is 50.



265.

Table 9.37:

Primary TEFL Teachers in Bahrain Mostly Commit Errors in the Following Areas

N = 30

Agree Disagree Total
Errors in Structure 29 (96.7%) 1 (3.3%) 30 (100%)
Errors in Spelling 18 (60%) 12 (40%) 30 (100%)
Errors in Pronunciation 29 (96.7%) 1 (3.3%) 30 (100%)
Errors in vocabulary 18 (60%) 12 (40%) 30 (100%)
Q. 41 (I.S.) for S.T., Ad. and U.L.
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Table 9.38: Causes of Bahraini Primary TEFL Teachers' Errors in English Language

Agree Disagree Total
Interference from the Arabic Language 30 (100%) - 30 (100%)
Inadequate exposure to everyday English 29 (96.7%) 1 (3.3%) 30 (100%)
Overgeneralization 24 (80%) 6 (20%) 30 (100%)
Analogy 15 (50%) 15 (50%) 30 (100%)
Interference within English 14 (46.7%) 16 (53.3%) 30 (100%)

Q. 42 (I.S.) for S.T., Ad. and U.L.
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Table 9.39: Respondents' Mean Score for Bahraini Primary TEFL Teachers' English Language

sufficiency
N = 30
Frequency Percentage Maximum Minimum Mean Std. Dev.
Valid Cases 21 70 44 33 38.476 2.502
Missing Cases 9 30
Total 30 100

(I.S.) for S.T., Ad. and U.L.
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9.1.3 Advisers' Observation Records for TEFL Teachers

The latest record of classroom observation for 100
primary TEFL teachers chosen randomly from the advisers'
records in the Advisorate Department of the Ministry
of Education in Bahrain for the year 1984-85, revealed
that the standard of the majority of these teachers
was satisfactory or poor. 1In listening and understanding
the records showed that for 53% of +the teachers, the
standard was satisfactory, but poor for 11%. In speaking,
the records showed that the standard of the majority
of the teachers was satisfactory (55%). In reading,
58% of the teachers were of satisfactory standard and
8% were poor. The record also showed that the standard
of teachers in writing was satisfactory (56%). In TEFL
methods it was shown that the standard of 60% of the
teachers was satisfactory. The details are shown in

Table 9.40 overleaf.

9.17.4 Results of the British Council English Language

Tests for TEFL Teachers

The British Council proficiency test in English lang-
uage assessment for TEFL teachers in Bahrain for the
year 1979 indicated that the average marks of 178 teachers
of English in the primary schools were mostly below
the pass mark (60%) except for reading . The

details are shown in Table 9.41.



Table 9.40: The Standard of 100 Bahraini Primary TEFL Teachers in Teaching English as Shown in

TEFL Advisers' Records

N = 100
Listening Speaking Reading Writing Method of
and Teaching
. Understanding
o
N Excellent 2% 1% 2% 1% 3%
Very Good 5% 5% 4% 3% 5%
Good 31% 21% 28% 20% 22%
Satisfactory 53% 55% 58% 56% 60%
Poor 11% 20% 8% 20% 10%
Total 100(100%) 100(100%) 100(100%) 100(100%) 100(100%)

TEFL Advisers' Observation Records in the Ministry of Education in Bahrain.
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Table 9.41: The Standard of 178 Bahraini Primary TEFL

Teachers in English Language as Shown in the

Results of British Council Engilish Language

Tests
N = 178
Skills Average Mark N =
Reading Structure 62% 178
Listening Comprehension 46% 178
Oral 52% 178
Written Composition 44% 178

Results of the British Council English Language Tests

for Primary TEFL Teachers in Bahrain.

5.1.5 Sixth Grade Primary Pupils' Final Examination

Marks in English Language

The final examination marks of 200 primary school
pupils (boys and girls) for the year 1983-84 which were
chosen randomly from different areas in Bahrain, showed
that the English language standard of the majority of
pupils at this level ranged from satisfactory to poor.
In city schools, the girls' standard was found to be
better than for boys. 48% of the <city girls were of
poor standard, whilst 64% of the -boys 1in <city schools
were of this standard. In village schools, also , the
standard of girls was found to be Dbetter than that of
boys. 26% of the girls in these schools were of poor

standard but for boys 38%. This means that, although
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the standard of both boys and girls in the primary schools
was very low, girls seemed to be better 1in English than
boys. The details are shown in Table g 4o,

The above discussion and analysis of the teachers'
questionnaire, interview schedule, advisers' records of
classroom observation, British Council English 1language
tests for teachers and pupils' sixth grade final examin-
ation marks in English 1language, have revealed that
the English of TEFL teachers in the primary stage 1in
Bahrain jg inadequate and pgg a negative effect on
the pupils' standard of English. These findings support
the investigator's Hypothesis One in terms of the primary
school teachers' low standard of English and their inabil-
ity to fulfil the language needs of their pupils. Accord-

ing to these findings Hypothesis One is accépted.

9.2 Hypothesis Two

Hypothesis Two stated that: the language acquired
by primary level pupils is not adequate for the stages
that follow, 1i.e. intermediate, secondary, and higher
education. To test this hypothesis, Questions 30,33,34,35
and 36 of the teachers' questionnaire, Questions 26,27,
30, 31d, 32 and 33%c of the interview schedule, and the
results of sixth grade primary pupils' Final examination

in the English language were used. -

9.2.1 Teachers' Questionnaire

The responses to Question 30, regarding the content

of the primary school English language syllabus, whether
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Shown

Table 9.42: The Standard of 200 Sixth Grade Bahraini Primary Pupils in English Language as

in the Results of their Final Examination

N = 200
Excellent V. Good Good Satisfactory Poor Total Area and Sex
90-100 80-89 70-79 40-69 Below 40
N= 0 2 4 20 24 50 city
% 0 4 8 40 48 100 girls
N= 0 2 2 14 32 50 city
% 0 4 4 28 64 100 boys
N= 1 3 4 29 13 50 village
% 2 6 8 58 26 100 girls
N= 0 0 2 29 19 50 village
% 0 0 4 58 38 100 boys
Sixth Grade Primary Pupils' English Language Final Examination Marks.
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or not it helps the pupils to acquire the English they
need for ensuring success in their studies at the inter-
mediate level, showed that 74% of the teachers believe
that it does not help. The results are shown in Table

9.453.

Table 9.43: The Extent to which the English Syllabus

Helps the Pupils to Learn the English they

Need for their Studies at the Intermediate

Level

N = 200
Frequency Percentage

Agree that the syllabus 50 25.0
helps acquire the
English needed
Disagree (the syllabus 148 74.0
does not help to acquire
the English needed)
Uncertain 2 1.0
Total 200 100

Q. 30 (T.Q.)

Question 33 was devised to identify whether textbooks
used in primary schools in Bahrain help the pupils to
achieve the standard of English required. Teachers'
responses to this question revealed that the majority
of them (80.5%) did not agree that the textbooks helped
the pupils to 1learn proper English. The results are

shown in Table 9.44.
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Table 9.44: The Extent to which English textbooks Help the

Pupils to Achieve the English Required

N = 200

Frequency Percentage
Agree that the textbooks 38 19.0
help to achieve the
English needed
Disagree (the textbooks 161 80.5
do not help to achieve
the English needed).
Uncertain 1 0.5
Total 200 100

Q. 33(T.Q.)

An open-ended Question (Q. 34) was included to
identify the reasons for the unsuitability of the English
textbooks used in primary schools in Bahrain. The majority
of the responses were as follows:

- Lessons are too long and boring for both pupils
and teachers;

- they lack variety in topics;

- many unsultable exercises are included;

- they do not fulfil the needs and interests of pupils,
and so not meet their daily 11ife needs as far as
language is concerned;

- topics are too difficult, dull, strange and remote
from the pupils' culture;

- they concentrate on grammar rather than encourage

pupils to wuse the 1language in real situations;
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- the teachers' books do not help teachers 1in the
use of visual aids or teaching techniques;

- they include many grammatical elements which are
above the standard of the stage of the pupils;

- the textbooks are nct accompanied by supplementary
materials;

- the textbooks do not include suitable written exer-
cises;

- the textbooks are out of date and should be changed;

- they do not include coloured 1illustrative pictures;

- the method on which these textbooks are based 1is
not conducive to good teaching and learning;

- the textbooks are not suitable for the pupils'
age, standard of work and interests.
The answers to Question 35 indicated that 83% of
the teachers did not agree that the teaching method
used for TEFL in primary schools makes for effective
teaching and learning. This is shown 1in Table 9. 45
overleaf.
Question 36 was an open-ended question to find
the reasons for the unsuitability of the teaching method
in the primary cycle. Teachers' responses were as follows:
- the method does not help 1in teaching the English
needed for daily life and the stage that follows;
- the method does not make for good teaching and
learning in the primary schools in Bahrain;

- the method is very old=fashioned and does not help
the pupils to communicate in proper English. There-
fore, as the teachers suggested, it should now

be changed;
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Table 9.45: The Extent to which the Method Makes for Effective Teaching and Learning of English

in the Primary Cycle in Bahrain

N = 200

Frequency Percentage
Agree that the method makes for effective teaching 33 16.5
and learning
Disagree (the method does not make for effective 166 83.0
teaching and learning).
Uncertain 1 0.5
Total 200 100

Q. 35 (T.Q.)
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- the approach lacks variety;

- some teachers find it difficult to apply the approved
teaching approach;

- the approach does not deal with the four language
skills adequately;

- the approach does not encourage the teachers to
teach and the pupils to 1learn. It 1is boring for
both the teachers and learners;

- the approach does not reflect Bahraini culture nor the
Bahraini environment;

- the approach neglects speaking and reading skills;

- the approach does not encourage enough suitable

written work;

9.2.2 Interview Schedule

Questions 26 and 27 were analysed 1in dealing with
Hypothesis One. The responses indicated that the standard
of English achieved by primary pupils 1s not suitable
for the stage that follows, and that this wunsuitability
is due to the pupils' 1level of achievement 1in English
which is in turn due to the inadequacy of the teaching
approach in this level. These are shown in Tables 9.30,
9.3%31, and 9.32 above.

The majority (76.7%) of the responses to Question
30 held that the English syllabus in the primary schools
in Bahrain did not fulfil +the aims and obJjectives of

TEFL in this level. This is shown in Table 9.46.
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Table 9.46: The Extent to which the English Syllabus Fulfils

the Aims and Objectives of TEFL in the Primary

Cycle in Bahrain

N = 30

Frequency Percentage
Yes, it fulfils the aims and 1 3.3
objectives of TEFL
No, it does not fulfil the 23 76.7
a2ims and objectives of
TEFL
Uncertain 6 20.0
Total 30 100

Q. 30 (I.S.) for S.T., Ad. and U.L.

To identify the reason for the unsuitability of the
syllabus, Question 31d was devised. 73.3% of the responses
agreed that the syllabus does not fulfil the needs and
interests of the pupils at the primary level. The results
are shown in Table 9.34 above.

In responding to Question 32, most of the interviewees
(80%) mentioned that the textbooks used in primary schools
do not achieve the set aims and objectives of TEFL.
The results are shown in Table 9.47 overleaf.

The responses to Question 33c showed that the main
reason (80%) for the wunsuitability of the textbooks
was held to be that they did not fulfil the needs of
the pupils in the primary level. This is shown in Table

9048.
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Table 9.47: The Extent to which the English Textbooks

Achieve the Aims and Objectives of TEFL in

the Primary Cycle in Bahrain

Frequency Percentage
Yes, the textbooks achieve - -
the aims and obJjectives.
No, the textbooks do not 24 80
achieve the aims and obj-
ectives
Uncertain 6 20
Total 30 100

Q. 32 (I.S.) for S.T., Ad. and U.L.

9.2.3 Sixth Grade Primary Pupils' Final Examination

Marks in English Language.

When dealing with Hypothesis One, this aspect was
analysed. The results indicated that the level of pupils'
English in primary schools in Bahrain was too 1low.
The details are given in table 9.42 above.

The finding of the teachers' questionnaire, the
interview schedule and the results of the English language
final examination of pupils in the sixth grade of primary
schools in Bahrain all indicated that the English acquired
by the pupils in the primary schools in Bahrain 1is not
suitable for the classes that follow this level. There-

fore Hypothesis Two is acceptable.

9.3 Hypothesis Three

Hypothesis Three stated that the aims and objectives
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Table 9.48: Reason for the Unsuitability of the English Textbooks used for TEFL in the Primary Cycle

In Bahrain

N = 30
Agree Disagree Uncertain Total
a. They are difficult for some 10(33.3%) 14(46.7%) 6(20%) 30(100%)
teachers to teach
b. They lack variety in topics 20(66.7%) 4(13.3%) 6(20%) 30(100%)
c. They do not fulfil the needs 24(80%) 6(20%) - 30(100%)

of the pupils

Q. 3%c (I.S.) for S.T., Ad. and U.L.
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of the primary level are not fulfilled because of the
unsuitability of the existing syllabus, textbooks and
other teaching materials, and method of TEFL, and should
be replaced by others that are more suitable.

To test this hypothesis, Questions 30,31,32,33,34, 35,
36 and 37 of the teacherg gquestionnaire, and Questions
1%3a,13b,17,29a,29b,29d,30,31a to 31d,32,33a to 33c,34,35a

to 35c and 36 from the interview schedule were used.

9.3.1 Teachers' Questionnaire

74% of teachers' responses to Question 30 stated that
the content of the English 1language syllabus of the
primary level does not help pupils to achieve the kind
of English they might need. This is shown 1in Table
9.43 above.

91% of teachers' responses to Question 31 indicated
that the content of the primary school English 1language
syllabus does not reflect Bahraini culture. The results

are shown in Table 9.49. overleaf.

In response to Question 32, the majority of teachers
(64.5%) agreed that it is difficult to cover the syllabus
within the set +time ~1imit specified by the Ministry
of Education. The results are given in Table 9.50,
also overleaf.

The answers of the majority of teachers (80.5%)
to Question 33 revealed that the textbooks in primary
schools in Bahrain do not help the pupils to acquire
the standard of English required. This 1s shown 1in

Table 9.44 above.
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The Extent to which the Primary School English

Syllabus Reflects Bahraini Culture

N = 200

Frequency Percentage
Agree that the syllabus 17 8.5
reflects Bahraini culture
Disagree (the syllabus 182 91.0
does not reflect Bahraini
culture).
Uncertain 1 0.5
Total 200 100

Q. 31 (T.Q.)

Table 9.50: The Extent to which TEFL Teachers are Able

to Cover the English Syllabus Within the Set

Time.

N = 200

Frequency Percentage

Agree that it is diff-

icult to cover the English

129 64.5

syllabus within the set time

Disagree that it is difficult 70 - 35.0

to cover the English

I

syllabus within the set time

Uncertain

Total

200 100

Q. 32 (T.Q.)
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Question 34 was an open-ended one which was used
to indicate the reasons for the unsuitability of textbooks
in the primary cycle. The answers to this question
are on pages 274 and 275.

83% of teachers' answers to Question 35 showed
that the method wused for teaching English in primary
schools in Bahrain does not make for good teaching and
learning. The results are shown in Table 9.45 above.

Question 36 was an open-ended question which aimed
at obtaining the reasons for the unsuitability of the
method of teaching English in the primary cycle. The
answers to this question are given on pages 275 and 277.

In response to Question 37, the majority of teachers
(87.5%) suggested that the Communicative Approach is
the best method for teaching English as a foreign language
in the primary schools in Bahrain. The results are

shown in Table 9.51 overleaf.

9.%.2 The Interview Schedule

70% of the responses to Question 13a showed that
poor quality of materials or 1lack of materials, and
90% of the answers to Question 13b indicated that poor
methods and techniques y are two important factors that
cause underachievement in the primary school pupils
learning the English language 1in -Bahrain. The results
are shown in Table 9.52.

The responses to Question 17 were analysed in dealing
with Hypothesis One. The majority of the respondents

mentioned that teachers are either inadequately equipped



284.

Table 9.51: The Best Method for TEFL in the Primary cycle in Bahrain

N = 200

Agree Disagree Total
Grammar Translation Method 5 (2.5%) 195 (97.5%) 200 (100%)
Direct Method 21 (10.5%) 179 (89.5%) 200 (100%)
Audio Lingual Method 69 (34.5%) 131 (65.5%) 200 (100%)
Eclectic Method 32 (16%) 168 (84%) 200 (100%)
Communicative Approach 175 (87.5%) 25 (12.5%) 200 (100%)

Q. 37 (T.Q.)
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Table 9.52: The Reasons for the Unsuitability of English Teaching in Primary Schools in Bahrain

N = 30

Agree Disagree Uncertain Total
a. Poor quality or absence of materials 21 (70%) 8 (26.7%) 1 (3.3%) 30 (100%)
b. Poor methods and techniques 27 (90%) 2 (6.7%) 1 (3.3%) 30 (100%)
c. Pupils lack of aptitude 8 (26.7%) 21 (70%) 1 (3.3%) 30 (100%)
d. Pupils' negative attitudes and motivation 19 (63.3%) 10 (33.3%) 1 (3.3%) 30 (100%)
e. Teachers' negative attitude and 24 (80%) 5 (16.7%) 1 (3.3%) 30 (100%)

motivation

Q. 13%a and 13%b (I.S.) for S.T., Ad. and U.L.
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(43.3%) or only moderately equipped (40%). The results
are shown in Table 9.29 above.

Questions 29a, 29b and 29d were asked to obtain suggest-
ions for raising the quality of English in primary schools.
76.7% of the responses suggested the current textbooks
should be changed (Q. 29a); 93.3% suggested that a new
approach should be adopted (Q. 29b); 7T70% suggested that
the syllabus used in the primary schools should be replaced
by a more promising one (Q. 29d). These. are shown in
Table S.33.

76.7% of the responses to Question 30 showed that
the English language syllabus in primary schools does
not fulfil the aims and objectives of TEFL in this level.
The reasons for this, as the responses to Questions
31a to 31d revealed,were that the syllabus was too 1long
(23.%%), primary TEFL teachers are wunable to apply it
(56.7%), it lacks variety (70%) and it does not fulfil
the needs and interests of pupils (73.3%). The results
are shown in Tables 9.34 and 9.46 above.

Question 32 was analysed while testing Hypothesis
Two. The result showed that the majority of the respond-
ents (80%) agree that the textbooks used in the primary
cycle did not achieve the set aims and objectives.
This is also shown in Table 9.47 above.

Questions 33a to 33c were included to. identify
the reasons why the textbooks were not suitable. The
responses indicated that they were difficult for some
teachers to teach them (33.3%), they 1lack variety 1in
topics (66.7%) and they do not meet the needs and inter-

ests of pupils (80%). The results are shown 1in Table
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9.48 above.

To identify whether the method/ approach used for
TEFL in the primary cycle achieves the set goals, Question
34 was used. 86.7% of the subjects gave a negative

answer. This is shown in Table 9.53%.

Table 9.53: The Extent to which the Method Used for TEFL

in the Primary Cycle in Bahrain Fulfils the

Set Goals

Frequency Percentage
Yes, the method used for - -
TEFL fulfils the set
goals
No, the method used for TEFL 26 86.7
does not fulfil the set
goals
Uncertain 4 1%3.3
Total 30 100

Q. 34 (I.S.) for S.T., Ad., and U.L.

The answers to Questions 35a to 35c indicated that
the method proved difficult for some teachers to use
(36.7%), it lacked variety (80%) and it did not deal
with the four language skills adequately. The results
are shown in Table 9.54.

To identify the most effective method/approach for
teaching English in primary schools in Bahrain, Question

36 was asked. The majority of the responses (76.7%)
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Table 9.5 4: The Reasons for the Unsuitability of the Method/Approach used for TEFL in the Primary

Cycle in Bahrain

Agree Disagree Uncertain Total
a.Too difficult for some teachers to apply 11 (36.7%) 15 (50%) 4 (13.3%) 30 (100%)
b. Lacks variety 24 (80%) 2 (6.7%) 4 (13.3%) 30 (100%)
¢. Does not deal with the four language 22 (73.3%) 4 (13.3%) 4 (13.3%) 30 (100%)

skills adequately

Q. 3%5a to 35¢ (I,S.) for S.T., Ad. and U.L.
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indicated that the Communicative Approach 1is the Dbest
for TEFL in this level. The results are shown in Table
9.55.

The mean score of the above responses given to
the interview schedule question used for testing Hypothesis
Three is shown in Table 9.56. The table also shows
that out of 23 subjects who answered the question, only
2 of them scored the desirable score of 33 or above.
The majority of the scores 1indicated the wunsuitability
of the existing syllabus, textbooks and other teaching
materials, and methods of TEFL used in the primary level
in Bahrain. The scale given to this section is: Minimum
20 and Maximum 48. The desirable score is 33.

As a result of the above findings in terms of the
responses to questionnaire and interview schedule, it
was found that the syllabus, the textbooks and other
materials, and the method/approach wused in the primary
schools in Bahrain do not help to fulfil +the aims and
objectives set for this level. Based on these findings,

Hypothesis Three 1s accepted.

9.4 Hypothesis Four

Hypothesis Four stated that: Teachers of English
in the primary level in Bahrain do not use audio-visual
aids effectively.

To +test +this hypothesis, responses to Questions
39 and 40 of the teachers' questionnaire and Question

39 of the interview schedule were used.
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Table 9.55: The Best Method/Approach for TEFL in the Primary Level in Bahrain

N= 30

Agree Disagree Total
Grammar Translation Method - 30 (100%) 30 (100%)
Direct Method 3 (10%) 27 (90%) 30 (100%)
Eclectic Method 14 (46.7%) 16 (53.3%) 30 (100%)
Audio Lingual Method 3 (10%) 27 (90%) 30 (100%)
Communicative Approach 23 (76.7%) 7 (23.3%) 30 (100%)

Q. 36 (I.S.) for S.T., Ad. and U.L.
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Table 9.5.6: Respondents' Mean Score of the Suitability of the English Syllabus, Textbooks and

Other Materials, and Method of TEFL in the Primary Cycle in Bahrain

N = 30

Frequency Percentage Maximum Zstsﬂa Mean Std. Dev.
Valid Cases 23 76.7 36 27 29.609 - 2.083
Missing Cases 7 23.3
Total 20 100

(I1.8.) for S.T., Ad. and U.L.
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9.44 Teachers' Questionnaire

The responses to Question 39 showed that the only
audio-visual aids that the majority of the teachers
used frequently were tape recorders (70%) and charts
(57.5%). A number of teachers mentioned that they some-
times used magazines (52%). The majority of the responses
indicated that teachers in primary schools never use
other types of audio-visual aids. The results are shown
in Table 9.57.

In response to Question 40, the maJority of the
teachers mentioned that they use tape recorders in their
schools. Regarding other aids, it was found that many
of the primary schools did not have them. The responses
also revealed that a number of TEFL teachers believed
that using audio-visual aids was time-consuming. But,
the\ two main reasons for not using them in the primary
school were that teachers were not trained to wuse them
and did not have them 1in their schools. Table 9.58
shows the details. Each letter in this table identifies

a specific reason or reasons, as explained below.

A = Not trained to use it.

B = Do not have it in the school.
C = It goes wrong when I use it.
D = It is too time-consuming.

X = Uncertain (no answer).

9.4.2 1Interview Schedule

The responses to Question 39 in the interview schedule

indicated that the only audio-visual aids that are wused
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Table 9.57: The Extent to which TEFL Teachers in the Primary Cycle in Bahrain Use the Following

Audio-Visual Aids When Teaching English

N = 200
Often Sometimes Never Total

Taperecorder 140 (70%) 56 (28%) 4 (2%) 200 (100%)
Overhead projector 1 (0.5%) 32 (16%) 167 (83.5%) 200 (100%)
Radio 1 (0.5%) 14 (7%) 185 (92.5%) 200 (100%)
Television 2 (1%) 5 (2.5%) 193 (96.5%) 200 (100%)
Films - 17 (8.5%) 183 (91.5%) 200 (100%)
Film: Slides 1 (0.5%) 7 (3.5%) 192 (96%) 200 (100%)
Flannel board 2 (1%) 29 (14.5%) 169 (84.5%) 200 (100%)
Magnetic board 8 (4%) 38 (19%) 154 (77%) 200 (100%)
Maps 15 (7.5%) 92 (46%) 93 (46.5%) 200 (100%)
Magazines 19 (9.5%) 104 (52%) 77 (38.5%) 200 (100%)
Newspapers 25 (12.5%) 87 (43.5%) 88 (44%) 200 (100%)
Charts 115 (57.5%) 64 (32%) 21 (10.5%) 200 (100%)

Q. 29 (T.Q.)
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Table 9.58: Reasons for not Using Audio Visual Aids by Trpr_Teachers in the Primary Cycle in Bahrain

N = 200
A B C D A+ A+ A+ B+ B+ C+ X Total
B C D C D D

Taperecorder - 1% 0.5%4 0.5% - - - - - - " 98% 100
Overhead Projector 10% 41% - 6% 25.5% -~ 0.5% = 0.5 - 16.5% 100
Radio 6.5% 19% 0.5% 4.5% 61.5% - 0.5% - - - 7.5% 100
Television 7.5% 245% - 5% 61% - 0.5% = - - 1.5% 100
Films 3.5% 60% - 2.5% 27% - — - - - 7% 100
Film slides 2.5% 65.5% - 2% 25% - - - - - 5% 100
Flannel board 1% 63% - 1.5% 21% - - - - - 13.5% 100
Magnetic Board 2% 56% - °% 18.5% = - - - - 20.5% 100
Maps 3.5% 30% - 2.5% 10.5%~ - - - - 53.5% 100
Magazines 3.5% 25% - 2.5% 7.5% = - - - - 61.5% 100
Newspapers 4.5% 26.5% - 3.5% 9.5% = - - - - 56% 100
Charts 1% 7% - - 2% - - - - - 90% 100

Q. 40 (T.Q.)
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very often by TEFL teachers in the primary schools in
Bahrain are the tape recorder (56.7% of the responses)
and charts (76.7% of the responses). Only 3.3% of the
answers showed that the teachers use the magnetic board,
and only 3.3% of them use magazines and newspapers very
often. The majority of the respondents mentioned that
most of the audio-visual aids are never used by TEFL
teachers in Bahraini primary schools. This 1is shown
in Table 9.59.

The above analysis of the responses to the teachers'
questionnaire and the interview schedule regarding the
effective use of audio-visual aids in the primary schools
in Bahrain reveals that teachers at this 1level do not

use audio-visual aids, mainly because they are not trained
to use them or do not have them in their schools. On

the basis of these findings, Hypothesis Four 1is accepted.

9.5 Hypothesis Five

This hypothesis stated that: Pupils’ underachievement
in the English language in the primary cycle in Bahrain
is because of the inadequacy of their teachers.

This hypothesis was tested wusing the responses to
questions 6,7,10,11a,11¢c,12,13a, 13b, 14,15a, 15c, 15d,20,2%a to
21d, 2%a to 23g, 27,28 and 29 of the teachers' questionnaire,
responses to guestions 7,8,9,10,11,j2,14,17,28,29o,31b,37,38,
40,41 and 42 of the interview schedule, advisers' observat-
ion records, sixth grade final examination English language
marks for pupils in Bahraini primary schools, and the

results of British Council /continued overleaf
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Table 9.59: The Extent to which TEFL Teachers in the Primary Cycle in Bahrain Use Audio Visual

Aids

Very Often Often Sometimes Never Total
Tape recorder 17 (56.7%) 12 (40%) 1 (3.3%) - 30 (100%)
Overhead Projector - 1 (3.3%) 6 (20%) 23 (76.7%) 30 (100%)
Radio - - - 30 (100%) 30 (100%)
Television - - - 30 (100%) 30 (100%)
Film Strip - - 3 (10%) 27 (90%) 30 (100%)
Flannel Board - - 6 (20%) 24 (80%) 30 (100%)
Magnetic Board 1 (3.3%) 7 (23.3%) 2 (6.7%) 20 (66.7%) 30 (100%)
Pocket Board . - 4 (13.3%) 6 (20%) 20 (66.6%) 30 (100%)
Maps - - 11 (36.7%) 19 (63.3%) 30 (100%)
Magazines and Newspapers 1 (3.3%) 4 (13.3%) 8 (26.7%) 17 (56.7%) 30 (100%)
Charts 23 (76.7%) 5 (16.7%) 2 (6.6%) - 30 (100%)

Q. 39 (I.S.) for S.T., Ad. and U.L.
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English language tests for TEFL Teachers.

9.51 Teachers' Questionnaire

The responses to Question 6 indicated that the
professional qualification of the majority of primary
TEFL teachers is either a teacher training college certif-
icate (47%), or a two year course of in-service training
(18%) that 1leading to an in-service certificate. A
number of teachers (24%) are graduates in other subJjects
i.e. not TEFL, but have obtained a Diploma in TEFL.
Only 7.5% of the teachers had graduated in TEFL. The
details are shown in Table 9.1 above.

The responses to Question 7 showed that the majority
of the TEFL teachers in primary schools have experience
of 10 to 19 years (43.5%) or 5 to 9 years (35%). Only
13.5% of the responses indicated that they have 1-4
years experiencé in teaching. Because of the investigat-
or's experience in the field of TEFL 1in all the levels
of education in Bahrain, he argues that 1in spite of
the long experience of these teachers, this does not
mean that their standard of teaching of English is better.
This is because this experience has been of a routine
type, i.e. teaching a certain class in which only a
few changes occur in terms of text books or any other
kind of teaching materials. The teachers themselves
do not attempt to improve either their skills of teaching
English or their own command of the English language.
Table 9.2 above shows the details of the teachers' exper-

ience .
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Teachers' answers to Question 10 ghowed that
quite a large number of teachers had not attended English
language courses (28.5%). The attendance of the other 71%
was either for a short period, one month (3%4%) or six
months (16%) as the answers to Question 11a revealed.
From the investigator's experience, these courses used
to be attended twice a week and were of two hours duration
which is inadequate for acquiring reasonable competency
in a foreign language. Furthermore, the responses to
Question 11c¢c indicated that the majority of these language
courses did not include classroom language which is
of great importance for facilitiating better teaching
and learning (see Chapter 7). This indicates that the
language courses for TEFL teachers in primary schools
in Bahrain were lacking in intensity and suitability
of content. Neither the duration of such c¢courses nor
the quality in terms of TEFL were suited to the teachers.
The results are shown in Tables 9.3, 9.4 and 9.5 above.

The responses to Question 12 indicated that 29%
of the TEFL teachers had not attended any pre-service
courses. 43% of +those who had attended such courses
did not learn about classroom language . (Q.713a). The majority
of these teachers (45.5%) mentioned that the courses
were of little value. This was the response to Question
13b. The results are shown 1in Tabies 9.6, 9.7 and 9.8
above.

Teachers' answers to Question 14 revealed that 13%
of them had not attended any kind of TEFL in-service

training courses. Although 87% of the teachers mentioned
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that they had attended such courses, their responses
to Question 15a showed that the duration of the courses
were either of a month (33.5%) or six months (16.5%)
It should be noted that 25.5% of the teachers who mention-
ed that they had attended in-service courses of more
than one year's duration are those who have taken one
of the two year programmes of the In-service Training
Centre. It was also found that the responses to Questions
15¢ and 15d revealed that 64.5% of these courses did
not include classroom language, and that 50.5% of the
teachers who attended in-service courses found them to be
of little value. Only 37% of the teachers stated that
the courses were of great value. The results are shown
in Tables 9.9, 9.10, 9.11 and 9.12 above.

The responses to Question 20 indicated that 50.5%
of the teachers found that teaching English 1is not wvery
interesting and 4% found it of 1little interest. The
answers to Questions 21a to 21d indicated that the main
reason for the teachers not being interested in TEFL
was the large classes (76.5%). Only 16.5% of the respon-
ses showing that pupils were not motivated to learn English

had to do with the teachers not being interested in

TEFL. The results are shown in Tables 9.15 and 9.16 above.

The responses to Question 23a indicated that 83%
of the TEFL teachers in the primary schools had difficulty
in teaching English. The answers to Questions 2%3b  to
23g showed the areas where these teachers had difficulties
These areas were,grammar 67%; vocabulary 42%; speaking

5%%; understanding 17%; reading 44.5% and writing 32%.
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This indicated that the English of these teachers was
not of the standard that could help primary pupils acquire
the degree of competence in English they need, particul-
arly in the areas of grammar and speaking. Other areas
such as reading, vocabulary and writing also need more
attention. The results are shown in Tables 9.17 and
9.18 above.

The answers to Question 27 indicated that 44.5%
of the teachers prepared an English sentence in Arabic
in their mind before writing it. The results are shown
in Table 9.19 above.

The responses to Questions 28 and 29 showed that
the Arabic of the majority of the teachers' sample affects
their spoken English(75.5%) together with their written
English (56%). The results are shown in Tables 9.20

and 9.21 above.

9.5.2 Interview Schedule

Questions 7,8,9,10,11,12,14,17,28,29c,31b,37,58,41
and 42 were discussed and analysed in dealing with Hypo-
thesis One. The findings indicated that the standard
of the majority of TEFL teachers in the primary schools
in Bahrain is Dbelow good, i.e. only satisfactory or
weak. It was also found that those advisers who could
speak Arabic preferred to speak Apabic or both (Arabic
and English) when advising and discussing with the teachers.
The reason for this, as the respondents pointed out,
was the teachers' 1low standard of English (Questions

7,8,9 and 10). The details are given on pages 252-254.
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Most of the respondents agreed that teachers' weakness
in spoken English affected their pupils not to acquire
an adequate level of spoken English. All agreed that
the underachievement of the pupils in the primary cycle
is because of the inadequacy of their teachers (Q. 11
and 12). The details are given on page 255,

In respect of the wuniversity TEFL graduates, the
findings showed that their English was either satisfactory
or weak. The findings also revealed that the majority
of the primary teachers were inadequately equipped. (Q. 14
and 17). The details are given on page 256 and 257.

It was found that the majority of the interviewees
agreed that the 1low competency of pupils in English
language is due to the weakness of their teachers' standard
of English. Therefore, they suggested that in order
to raise the standard of English in the primary level
the training of TEFL teachers at this 1level will have
to be improved (Q. 28 and 29c). The details are given
on pages 257-259 and 260.

The majority of the responsés revealed that this
inadequacy on the part of the teachers of English 1in
the primary level had caused the aims and obJectives
of the English language syllabus in this 1level not to
be fulfilled. All the interviewees stated that TEFL
teachers in the primary level are not competent to follow
the method/approach recommended by the Ministry of Educat-
ion 1in Bahrain. The reasons for +this incompetency,
as the findings indicated were the teachers' weakness

in the basic four skills of language teaching and learning
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(Q. 31b, 37 and 38). The details are given on pages
259 and 261-263.

It was indicated that TEFL teachers 1in the primary
schools commit errors in the areas of structure, spelling,
pronunciation and vocabulary. The cause of these errors,
as the findings showed were mainly Arabic interference,
inadequate exposure to English and overgeneralisation
(Q.41 and.42). The details are given on pages 264-266.

The majority of the responses to Question 40 indicated
that the majority of TEFL teachers in the primary stage
always used Arabic when teaching English. Experience
has shown that over-use of the first language when teaching
a new language negatively affects the 1learning of 1it.
The extent to which Arabic is wused by the teachers is

shown in Table 9.60.

Table 9.60: The Extent to which TEFL Teachers in the Prim-

ary Cycle in Bahrain Use Arabic when Teaching

English
N = 30
Frequency Percentage
Always 20 66.7
Sometimes 10 33.3
Never - -
Total 30 100

Q. 40 (I.s.) for S.T., Ad. and U.L.
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9.5.3 Advisers' Observation records for TEFL Teachers

This aspect has been discussed and analysed while
dealing with Hypothesis One. The findings 1indicated
that the standard of the majority of the teachers in
all the four language skills, and method of teaching
English was below good, i.e. satisfactory or poor. The

details are given on pages 268 and 269.

9.5.4 Sixth Grade Primary Pupils' Final Examination

Marks in English Language

The results of sixth grade final examination
for the pupils have been discussed and analysed while
dealing with Hypothesis One. The findings have revealed
that the standard of English of the majority of bDboys
and girls in cities and villages ranged from satisfactory

to poor. The details are given on pages 270-272.

9.5.5 Results of British Council English Language Tests

for TEFL Teachers

The results of British Council English language
tests for TEFL teachers have also been discussed and
analysed while dealing with Hypothesis One. The findings
revealed that the average marks of the majority of the
TEFL teachers in the primary schools in listening compre-
hension, oral and written composition 1is below average
except for reading. The details are given on pages
268 and 270.

As a result of the above discussions on that part

. . . . 1
of the teachers' questionnaire, interview schedule, teachers
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observation records for TEFL teachers, sixth grade final
examination marks in English language tests for pupils
and the results of British Council English language tests
for TEFL teachers, the investigator found that TEFL teachers'’
English in the primary schools in Bahrain 1s 1inadequate
and that this inadequacy resulted in the underachievement
of pupils in English at this level. Based on these findings,

Hypothesis Five is accepted.

9.6 Hypothesis Six

Hypothesis Six stated that the primary schools TEFL
teachers in Bahrain have difficulty in the areas of grammar,
lexis and phonology.

This hypothesis was tested by wusing the responses
to Questions 23%a to 23g, 27, 28 and 29 of +the teachers'
questionnaire, responses to Questions 7,8,9,10,11,12,14,37,
38 and 41 of the interview schedule, advisers' observation
records and gritish Council English language tests for

TEFL teachers.

9.6.1 Teachers' Questionnaire

The responses to all the above questions were discussed
and analysed while dealing with Hypothesis Five above.
the findings indicated that the teachers have difficulty
in the areas of grammar, lexis, and phonology. The details

are given on pages 299 and 300.

9.6.2 Interview Schedule

All the responses to the above questions were discussed

and analysed while dealing with Hypothesis One.
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The findings supported what the teachers' questionnaire
responses had revealed, i.e. that the TEFL teachers in the
primary schools have difficulties in the areas of grammar,
lexis and phonology. The findings also indicated that
teachers' weakness in these areas of English language
could cause the underachievement of pupils in this language.

The details are given on pages 252-256 and 262-265.

9.6.3 Advisers' Observations Records for TEFL Teachers

As the discussion and analysis of the advisers'
observation records revealed when testing Hypothesis One
it was found that the English language standard of the
majority of the TEFL teachers in primary cycle in listening
and wunderstanding, speaking, reading and writing was
satisfactory or poor. The details are given on pages

268 and 269.

9.6.4 Results of British Council English Language Tests

for TEFL Teachers

These tests have been discussed and analysed in

dealing with Hypothesis One. The findings indicated
teachers' weaknesses in 1listening comprehension, oral
English and written composition. The details of those

are given on pages 268 and 270.

The foregoing analysis which: - included the results
of the teachers' questionnaire, interview schedule, advis-
ers' observation records and British Council English
language tests supports the investigatoré Hypothesis

Six that TEFL teachers in the primary level 1in Bahrain
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have difficulty in the areas of grammar, 1lexis, and
phonology. These findings indicate that Hypothesis Six

is accepted.

9.7 Hypothesis Seven

Hypothesis Seven stated that: Because of the diffic-
ulties TEFL teachers encounter at the primary 1level,
they are not able to fulfil their role adequately as
teachers of English.

This hypothesis was tested using responses to Questions
8a to 8¢,9,20,2%7a to 21d,23%3a to 23%g,24,25,27,28,29,32,38
and 40 of the teachers' questionnaire; the answers to
questions 8,9,11,12,13,14,17,23,24,25,3%a to 31d,33a
to 33c, 35,37 and 38 of the interview schedule, advisers!
observation records and British Council English language

tests for TEFL teachers.

9.7.1 Teachers' Questionnaire

The responses to Question 8a revealed that 77%
of the sampled teachers had three classes to teach.
There were some teachers who had more than three classes
(9.5% of the teachers). The details are shown in Table
9.61. overleaf.

The answers to Question 8b showed that only 1 percent
of the sampled teachers had less than 25 pupils in each
of their classes, while 99% of them had between 26-62 pyp-
ils in every class. This 1is shown in Table 9.62.

also overleaf.
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Table 9.61: Number of Classes Each TEFL Teacher in

the Primary Cycle in Bahrain had to Teach

Number of Classes Each Frequency Percentage
TEFL Teacher Teaches

1 5 2.5

2 20 10.0

3 154 77.0

4 19 9.5

5 1 0.5

6 1 0.5
Total 200 100
Q. 8a (T.Q.)

Table 9.62: Number of Pupils TEFL Teachers in the Primary

Cycle in Bahrain Hadin Each of their Classes

N = 200

Number of Pupils in Frequency Percentage
FEach Class

25 2 1.0

26 - 62 198 99.0
Total 200 100

Q. 8b (T.Q.)
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The answers to Question 8c indicated that the majority
of the teachers 89.5% had between 19 to 35 periods to
teach every week. Only 10.5 of them had between 6 to
18 periods of teaching weekly. The results are shown

in Table 9.63.

Table 9.63%: Number of Periods Primary TEFL Teachers

in Bahrain had to Teach Each Week

N = 200

Number of Periods Frequency Percentage
Per Week

6 to 18 25 10.5

19 to 35 175 89.5
Total 200 100

Q. 8c (T.Q.)

In answer to Question 9, the teacher sample showed
that the majority of them (78.5%) had a lot of extra activ-
ities to carry out. These activities, as experience
has shown, include daily supervision, English Club , visual
aids preparation, checking pupils' written work, admin-
istration work etc. Table 9.64 gives the 1list of extra
activities that are carried out.

Having considered this table, one can see that
having more than three classes to 'teach with up to 62
pupils in each class and more than 30 periods to teach
each week, in addition to other extra activities, could
cause such teachers to have insufficient time to handle

the procedure of teaching/learning adequately.
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Table 9.64: The Extent to which Bahraini Primary TEFL

Teachers Carried Out Other Activities Beside

Teaching

N = 200
Frequency Percentage

None 18 9.0
Some 22 11.0
Alot 157 78.5
Uncertain 3 1.5
Total 200 100
Q.9. (T.Q.)

Questions 20, 21a to 21d and 23a to 23g have been
discussed and analysed while dealing with Hypothesis
Five. The responses to Question 20 revealed that the
majority of the teachers have found the teaching of
English to be not very interesting or had little interest
in teaching it. The reason for this, as Question 27a
to 21d revealed, was mainly large classes and to some
extent pupils being unmotivated to 1learn English. The
details of the responses to the above questions are
shown on page 299,

The responses to Question 23a to 23g showed. that
teachers had a number of language problems that caused
them to find it difficult to teach English effectively.
The details of the responses to the questions concerned
are given on pages 299 and 300.

The only sources available to Bahraini TEFL teachers

in primary schools to solve their problems 1in teaching
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and learning English are their advisers. Receiving insuff-

icient support from the advisers could cause the teaching

and learning situation to become inadequate. Unexpectedly,

the responses to Question 24 indicated that 60% of the

teachers find their advisers are not helpful. The results

are given in Table 9.65.

Table 9.65: The Extent to which Advisers of TEFL are

Helpful to Bahraini Primary TEFL Teachers

N= 200
Frequency Percentage
Agree that advisers of TEFL 80 40
are helpful
Disagree (advisers of TEFL 120 60
are not helpful)
Total 200 100
Q. 24 (T.0.)

The reasons for the advisers not being helpful were revealed

when an open-ended question - 25 was answered. The teachers'

answers made the following points:

advisers' visits are short (not more than an hour
or two) and take place only once or twice a year,
or sometimés never;

advisers do not assist us in solving our classroom
problems in terms of <classroom management, teaching
method and techniques of TEFL, language difficulties,etc.
sometimes they have no time to discuss the problems
we face. Whenever we need them they do not appear;
every adviser has his own ideas, differing from those
of his colleagues, which makes it easy to become confused.
Most of what they say is pepefition and taken from
the teachers' book.

their theories are mostly impracticable for large classes.
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They always insist that their theories be used, regardless
of the teacher's opinion;

- their visits are routine and they 1lack new ideas;

- we do not understand them because they always discuss
and advise us in English;

- there 1is a 1lack of communication between teachers
and advisers;

- sometimes they interrupt us whilst teaching, and +try
to discuss certain points;

- they make us nervous and self—oonécious, which causes
us to become pretentious in our teaching;

- they always look for the weak points in our teaching,
criticising them but never appreciating our good points.

Questions 27,28 and 29 were discussed and analysed
while dealing with Hypothesis Five. The findings revealed
that their first 1language (Arabic) causes interference

and difficulty when teachers try to speak and write English

The details are given on page 300 above.

Another difficulty in the teaching situation in
primary schools, as indicated by the responses to Question
32, was found to be the excessive length of the syllabus,
causing the teachers to be unable to cover it within
the period specified by the Ministry of Education. The
majority of the teachers (64.5%) agreed with this point.
The results are shown in Table 9.50 above.

Teachers' responses to Question 38 indicated that
pupils were not very interested in 1learning English.
The findings showed that only 34% of the respondents
mentioned that their pupils had a great interest in learning

the language. The results are shown in Table/ cont.
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9.66.

Table 9.66: Bahraini Primary Pupils' Interest in Learn-

ing the English Language

N = 200
Frequency Percentage

Great Interest ' 68 34.0
Interest 93 46.5
Little Interest 37 18.5

No Interest 1 0.5
Uncertain 1 0.5
Total 200 100

Q. 38 (T.Q.)

Question 40 was discussed and analysed in dealing
with Hypothesis Four. The findings indicated that a
large number of the teachers had not been trained in
the use of visual aids. The findings also showed that
many of the primary schools do not possess the visual
aids for teachers to use in the classroom. The détails

are shown on pp. 252 and 294.

The answers to the above teachers' questions used
for testing Hypothesis Seven are used to obtain the
mean score for the respondents.: The results shown

in Table 9.67 indicate that from the 180 teachers who

answered the questions, only the answers of 29
of them gave the desirable score of 42 or more. This
shows that the majority of the teachers who answered

the questions agree that they have too many difficulties
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Table 9.67: Respondents' Mean

Score for Bahraini Primary TEFL Teachers' Difficulties in Teaching

English Language

N = 200

Frequency Percentage Maximum Minimum Mean Std. Dev.
Valid Cases 180 90 46 30 37.517 3.522
Missing Cases 20 10
Total 200 100

Teachers!' Questionnaire



314.

which make them unable to fulfil their role sufficiently

as teachers of English. Question 25 was open-ended
and dealt with separately. The total scale given to
this section is: Minimum 22 and Maximum 48. The desir-
able score is 42

9.7.2 The Interview Schedule

were

One.

The responses to Questions 8,9,11,12,14,17,37 and 38
discussed and analysed when dealing with Hypothesis
The findings revealed that:

teachers had difficulty in understanding their advis-
ers when the advisers spoke in English;

the teachers were not skilled enough to give their

pupils the proper motivation to speak English correctly;

university graduates in TEFL were not sufficiently
competent in teaching English;

most of the TEFL teachers were inadequately equipped
for this work;

the teachers were unable to follow the method/approach
recommended by the Ministry of Education. The

reason for this was held to be the teachers' inade-
quacy in the command of the four basic language

skills. The details are given on pages 252-257 and

262-263.

The main reasons for the unsuitability of the teach-

ing of English in the primary schools in Bahrain revealed

when

such

Question 13 was asked. The respondents mentioned

reasons as:
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- the poor quality or absence of materials;

- poor teaching methods and techniques;

- pupils' negative attitudes and motivation;

- teachers' negative attitudes and motivation.
These are shown in Table 9.52 above.

The majority of the responses to Question 23 indic-
ated that advisers' visits to each TEFL teacher take
place once or twice a year. The investigator would
wish to draw attention to the point that the length
of each visit is usually of one to two hours - the number
of advisers' visits as referred to in the teachers’

sample is shown in Table 9.68.

Table 9.68: Number of TEFL Advisers' Visits to Each

TEFL Teacher in their Schools Per Year

N = 30
Frequency Percentage
Once 1 5.3
Twice 15 50.0
Three Times 4 13.3
Four Times 2 6.7
Uncertain 8 26.7
30 100

Q.23 (I.S.) for S.T., Ad. and U.L.

53%.3% of the responses to Question 24 identified
that the number of visits were inadequate for the purpose

for which they were made. The results are shown in
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Table 9.69.

Table 9.69: Whether the Number of TEFL Advisers' Visits

Per Year Helped Bahraini Primary TEFL Teachers

to Improve the Teaching

N = 30

Frequency Percentage
Yes, TEFL advisers' visits 6 20.0
help to teach better
No, TEFL advisers' visits do 16 53.3
not help to teach
better
Uncertain 8 26.7
Total 30 100

Q. 24 (I.S.) for S.T., Ad. and U.L.

In response to Question 25, the interviewees suggest-
ed that TEFL teachers in the primary schools should
be visited whenever they require help and assistance.
73.3%% agreed on this point. This 1is shown in Table
§.70. overleaf.

Another difficulty that teachers encounter in the
primary cycle was revealed in the responses to Questions
31a to 31d. This question concerned the suitability
of the syllabus to fulfil the aims and objectives of
TEFL in the primary stage. The vresponses showed that
the syllabus was felt to be:

- too long (23.3%)
- teachers were inadequately prepared to use it (56.7%);

- lacked variety (70%);
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Table 9.70: Number of Visits Primary TEFL Teachers

in Bahrain Needed .from Advisers

of TEFL Per Year

N = 30
Frequency Percentage

Once - -

Twice 1 3.3
Three Times - -

Four Times 7 23.3

As Needed 22 73.3
Total 350 100

Q. 25 (I.S) fop S.T., Ad. and U.L.

- did not fulfil the needs and interests of pupils
(73.3%). The details are shown in Table 9.34 above.
Textbooks used in the primary schools were also

held to cause difficulty for TEFL teachers at this level.

The responses to Questions 33a to 33c revealed this

point. The responses indicated that the textbooks:

- were difficult for some teachers to teach (33.3%);

- lacked sufficient variety in topics (66.7%);

- did not fulfil the needs and interests of pupils
(80%). The results are shown in Table 9.48 above.
The responses to Question 35 were analysed in dealing

with Hypothesis Three. The responses showed that the

teaching method used in the primary cycle did not achieve
the set goals \because the recommended method:

- was too difficult for some of the TEFL teachers

to use (36.7%);
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- lacked variety (80%);

- did not deal with the four language skills (73.3%)
adequately. The results are shown in Table 9.54
above.

Questions 37 and 38 were discussed and analysed
when dealing with Hypothesis One.

The findings showed that all the respondents agreed
that the teachers found it difficult to follow the method/
approach in the primary level because of their inadequate
command of the four basic language skills. The details

are given on pages 262-263.

9.7.% Advisers' Observation Records for TEFL Teachers

The advisers' observation records had shown teachers'
weaknesses in the four basic skills of English language
and in their method of teaching. Obviously, a teacher
having such language problems, and problems with the
method of teaching the language, would find it difficult
to fulfil his/her role as an effective English language

teacher. The details are given on pages 268 and 269.

9.7.4 Results of British Council English Language Tests

for TEFL Teachers

These tests, 1like advisers' observation records,
had indicated the inadequate command of primary school
teachers of the English language. The details are shown
on pages 268 and 270.

The mean score of the above responses to the inter-

view schedule questions related to Hypothesis Seven is
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shown in Table 9.71. The desirable score for the respond-
ents is 57, but the highest score made by the subjects
who answered the question was 45. This indicates that
teachers in the primary cycle in Bahrain battle against
difficulties which hinder them from carrying out their
role as teachers of English. The total scale given
to these questions is: Minimum 27 and Maximum 75. The
desirable score given is 57.

As a result of the responses in the above discussion
and analysis it has been shown that in the four areas
of the data collecting, i.e. teachers' questionnaire,
interview schedule, advisers' observation records and
British Council English language tests for TEFL teachers,
teachers have a number of difficulties which have caused
them problems in carrying out their role as teachers
of English. According to these findings, Hypothesis

Seven is accepted.

9.8 Hypothesis Eight

Hypothesis Eight stated that the aims and objectives
of TEFL at the primary 1level have not been achieved
because of the unsuitability of pre-service and in-service
training programmes.

This hypothesis was tested using answers to Questions
10,11a,11¢c,12,13a,13b,14,15a,15¢c,15d, 24 and 25 of the
teachers' questionnaire and responses to Questions 18a,
18b,19a,19b,20,21a,21b,22a,22b,23,24,25 and 29c of the

interview schedule.
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Table 9.71: Respondents' Mean Score in Respect of Bahraini Primary TEFL Teachers' Difficulties

in Teaching the English Language

N = 30

Frequency Percentage Maximum Minimum Mean Std. Dev.
Valid cases 18 60 45 39 41.667 1.815
Missing Cases 12 40
Total 30 100

(I.S.) for S.T., Ad. and U.L.
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9,8,1 Teachers' Questionnaire

A1l the above questions concerning the teachers'
questionnaire were discussed and analysed in dealing
with Hypotheses One and Seven. The results showed that
the present programmes of pre-service and in-service
training, including the training the teachers receive
from their advisers' visitss were inadequate to help
them improve their teaching and learning. The detaills
are given on pages 237.243% and 309-3%11.

To obtain the mean score of the above responses,
the teachers' answers to all the above questions used
for testing Hypothesis Eight - except Question 25 which
is an open-ended question and has been dealt with separat-
ely - were used. The results in Table 9.72 overleaf,
show that out of the 91 teachers who responded to the
questions only three scored the desirable score of 28
or more. This indicates that the training of these
teachers is inadequate. The total scale given to this
section is: Minimum 11 and Maximum 3O0. The desirable

score given is 28.

9.8.2 Interview Schedule

The majority of the responses to Questions 18a
and 18b indicated that both pre-service (93.3% of the
responses) and in-service (56.7% of the responses) prog-
rammes of TEFL did not include classroom language. The
results are shown in Tables 9.73 and 9.74.

The interviewees were asked to grade the classroom

language programmes of pre-service and in-service training
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Table 9.72: Respondents' Mean Score for the Suitability of Tea

cher Training Programmes for TEFL

Teachers in the Primary cycle in Bahrain

N = 200

Frequency Percentage meHSCB Minimum Mean Std. Dev.
Valid cases 91 45.5 30 18 22.198 2.997
Missing Cases 109 54.5
Total 200 100.0

Teachers' Questionnaire
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Table 9.7%: The Extent to which Classroom Language

was Included in Pre-Service Programmes

of TEFL Attended by Bahraini Primary TEFL

Teachers

N = 30
Frequency Percentage

Yes, classroom language was 1 3.3
included in the Pre-Service
Programmes
No, classroom language was 28 93.3
not included in the Pre-
Service Programmes
Uncertain 1 3.3
Total 30 100

Q. 18a (I.S.) for S.T., Ad. and U.L.

Table 9.74: The Extent to which Classroom Language

was Included in In-Service Programmes of

TEFL Attended by Bahraini Primary TEFL

Teachers
N = 30
Frequency Percentage
Yes, classroom language was 8 26.7
included in the In-Service
Programmes of TEFL
No, classroom language was 17 56.7

not included in the In-Service
Programmes of TEFL

Uncertain 5 16.7

Total 30 100

Q. 18b (I.S.) for S.T., Ad. and U.L.
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in TEFL. In respect to the pre-service programmes,
the responses to Question 19a revealed that the sin-
gle person - who had mentioned that his programme included
classroom language graded it as being satisfactory (3.3%).
The responses to Question 19b showed that the classroom
language that was included the 1in-service programmes Wwas
mostly good (10%{) or satisfactory (10%). The details

are given in Tables 9.75 and 9.76.

Table 9.75: Interviewees' Grading of Pre-Service Classroom

Language Programme of TEFL in Bahrain

N = 30
Frequency Percentage

Excellent - -

Very Good - -

Good - -
Satisfactory 1 3.3
Poor - -
Uncertain 29 96.7
Total 30 100

Q 19a (I.S.) for S.T., Ad. and U.L.
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Table 9.76: Interviewees' Grading of In-Service Classroom

Language Programmes of TEFL in Bahrain

N = 30
Frequency Percentage

Excellent - -

Very Good 2 6.7
Good b) 10.0
Satisfactory 3 10.0
Poor - -
Uncertain 22 73.3
Total 30 100

Q. 19p. (I.S.) for S.T., Ad. and U.L.

86.7% of the responses to Question 20 strongly
agreed that in-service programmes are necessary for new
teachers as well as the experienced. The results are

shown in Table 9.77.

Table 9.77: "In-Service Training is Necessary for TEFL

Teachers in the Primary Cycle in Bahrain"

N = 30

Frequency Percentage
Strongly Agree 26 86.7
Agree 3 10.0
Disagree 1 3.3
Strongly Disagree -
Total 20 100.0

Q. 20 (I.8.) for S.T., Ad. ~.and U.L.
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The interviewees were asked to grade the present
pre-service TEFL programmes in answering Quesion 21a,
and the in-service TEFL programmes in answering Question
21b. The majority of the responses revealed that pre-
service programmes are satisfactory (50%) or poor (23.3%).
In respect of in-service programmes, 3%3.%% of the respon-

ses showed thegse to be satisfactory and 3.3%% indicated

them to be poor. The results are shown in Tables 9.78 and 9.79.

Table 9.78: 1Interviewees' Grading of Pre-Service TEFL

Programmes in Bahrain

N= 30
Frequency Percentage

Excellent 1 3.3
Very Good - -

Good 1 3.3
Satisfactory | 15 50.0
Poor 7 23.3
Uncertain 6 20.0
Total 30 100

Q. 21a (I.S.) for S.T., Ad. and U.L.
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Table 9.79: Interviewees' Grading of In-Service Programmes

for TEFL in Bahrain

N = 30
Frequency Percentage

Excellent - -

Very Good 4 13.3
Good 11 36.7
Satisfactory 8 26.7
Poor 1 3.3
Uncertain 6 20.0
Total 350 100

Q. 21b (I.S.) for S.T., Ad. and U.L.

To identify whether pre-service and in-service
syllabuses for TEFL training in Bahrain meet the needs
and interests of trainees, Questions 22a and 22b were
devised. Some responses (40%) indicated that to some
extent, the pre-service syllabus met the needs and inter-
ests of the teachers, but 50% revealed that it did not
meet the needs at all. In respect of in-service, the
majority (63.3%) of the responses showed that the needs
were met to some extent. The results are shown 1in

Tables 9.80 and 9.81.
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Table 9.80: The Extent to which the Pre-Service English

Language Syllabus Meets the Needs of the

Trainees in Bahrain

Frequency Percentage
Meets the needs to a large - -
extent
Meets the needs to some
extent 12 40.0
Does not meet the needs 15 50.0
Uncertain 3 10.0
Total 30 100

Q. 22a (I.S.) for S.T., Ad. and U.L.

Table 9.81: The Extent to which the In-Service English

Language Syllabus Meets the Needs of the

Trainees in Bahrain

N = 30
Frequency Percentage

Meets the needs to a large 5 16.7
extent

Meets the needs to some 19 63.7
extent

Does not meet the needs - -

at all

Uncertain 6 20.0
Total 30 100

Q. 22b (I.S.) for S.T., Ad. and U.L.
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Questions 23, 24 and 25 were discussed 1in dealing
with Hypothesis Seven. These were about TEFL advisers
and how much they assist the primary TEFL teachers in
their work. The majority of the responses indicated
that the number of visits (once or twice a year) was
not enough. The interviewees suggested that the wvisits
should take place according to the needs of every individ-
ual teacher. The details are given on pages 315-317.

Question 29c was a part of the discussion and analy-
sis in respect of testing Hypothesis One. The interviewees
maintained in their responses that to raise the quality
of the English of primary school pupils would depend
to a large extent on improving the training of TEFL
teachers in this level. The details are given in pp. 259 and 2€0.

The mean score for the respondents in the interview
schedule questions wused for testing Hypothesis Eight
is shown in Table 9.82 overleaf. It was found that
the highest =score of 26 which the interviewees made
is much lower than the desirable level - 33. This differ-
ence indicates that the training of TEFL teachers for
the primary schools does not help them to provide the
English that the pupils in this level need. The total
scale given to the questions in respect of this section
is: Minimum 11 and Maximum 40. The desirable score
given is 33.

Having seen that the evidence of the wunsuitability of
pre-service and in-service TEFL programmes in the discuss-
ion of the teachers' questionnaire and that of the

TEFL senior teachers, advisers and university lecturers



Table 9.82: Respondents' Mean Score for the Suitability of the Courses of Training for the TEFL

Teachers in the Primary Cycle in Bahrain

N = 30
m Frequency Percentage Maximum Minimum Mean Std. Dev
- Valid Cases 16 53.3 26 18 21.813 2.198
Missing Cases 14 46.7
Total 30 100

(I.S.) for S8.T., Ad. and U.L.
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support this part of the questionnaire, one can see
that one of the reasons for the aims and obJectives
of TEFL in the primary 1level being unachieved was the
inadequacy of pre-service and in-service TEFL programmes.
These findings support Hypothesis Eight and therefore

the hypothesis is accepted.

9.9 Hypothesis Nine

This hypothesis stated that TEFL teachers and pupils
in the primary level in Bahrain are not strongly motivated
to learn and/or to teach English.

This hypothesis was tested using the responses to
Questions 20,27a to 21d, 22 and %8 of the teachers' questionn-
aire and the responses to Questions 13d and 13e of the

interview schedule.

9.9.1 Teachers' Questionnaire

Questions 20 and 21a to 21d were discussed and
analysed in the testing of Hypothesis Five. The findings
showed that the majority of the TEFL teéchers in the
primary cycle were not strongly interested in teaching
English. It was found that there were a number of reasons
large class size being the chief. The details are given
on page 299.

The responses to Question 22 'indicated that teachers'
attitude and motivation towards 1learning English was
positive, 70% of the teachers' responses showing that
learning English was essential. But one may argue that
the lack of suitability of the courses would have negative

effects on the teachers' attitudes and motivation. The
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results are shown in Table 9.83.

Table 9.83: Bahraini Primary TEFL Teachers' Attitude

Towards Learning English Language

N = 200

Frequency Percentage
Essential 140 70.0
Desirable 59 29.5
Unnecessary 1 0.5
Total 200 100
Q. 22 (T.Q.)

The answers to Question 38 were analysed in testing
Hypothesis Seven. The responses showed that teachers
feel that pupils did not have great interest in learning

English. The details are given on pages 311 and 312.

38.9.2 Interview Schedule

The responses to questions 13d and 13e of the interview
schedule indicated that the majority of pupils (63.3%)
and teachers (80%) in the primary schools in Bahrain
have a negative attitude and motivation towards learning
and /or teaching English. The details are given in
Table 9.52 above.

According to the findings of the teachers' questionn-
aire and interview schedule, there is a lack of interest
and motivation among the pupils and teachers to 1learn
and/or to teach English. The findings support Hypothesis

Nine and the 1investigator considers the hypothesis to
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be accepted.

9.10 Hypothesis Ten

Hypothesis Ten stated that TEFL teachers in primary
schools in Bahrain are not sufficiently exposed to everyday
English.

This hypothesis was tested wusing the responses
to Questions 16,17,18b,18c and 19 of the teachers' quest-
ionnaire and answers to Questions 15 and 16 of the inter-

view schedule.

9.10.1 Teachers' Questionnaire

The responses to Questions 16 and 19 were discussed
and analysed 1in testing Hypothesis One. The results
indicated that teachers did not have enough time to read
materials 1in English. The <findings also showed that
they seldom speak English outside the <classroom. The
details are given on pages 243 and 244.

Teachers' responses to Question 17 revealed that
78% of the teachers had not visited any countries where
the native language is English. Their answers to Questions
18b and 18c indicated that with regard to those who have
visited such countries, their visits were in the main
for periods of one to six months or 1less. Only 8% of
these teachers went for study. The' responses are shown

in Tables 9.84, 9.85 and 9.86.
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Table 9.84: The Extent to which TEFL Teachers in the

Primary Cycle in Bahrain have Visited any

English Speaking Countries

N = 200
Frequency Percentage
Yes, I have visited English 44 22.0
speaking countries
No, I have not visited any 156 78.0
English speaking countries
Total 200 100.0

Q. 17 (T.Q.)

Table 9.85: Length of Bahraini Primary TEFL Teachers'

Visits to English Sipeaking Countries

N = 200 -
Frequency Percentage
Less than a Week | 1 0.5
One Month 19 9.5
Six Months 19 9.5
One Year 1 0.5
More than One Year 4 2.0
Uncertain 156 78.0
Total 200 100.0

Q. 18b(T.Q.)
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Table 9.86: The Purpose of Bahraini Primary TEFL Teachers'

Visits to English Speaking Countries

N = 200

Frequency Percentage
Study 16 8.0
Others 28 14.0
Uncertain 156 78.0
Total 200 100.0

Q. 18c (T.Q.)

9.10.2 Interview Schedule

90% of the responses to Question 15 indicated that
TEFL teachers were not sufficiently exposed to everyday

English. The results are shown in Table 9.87.

Table 9.87: The Extent to which Bahraini TEFL Teachers

in the Primary Cycle are Exposed to Everyday

English

N = 30
Frequency Percentage

Yes, they are exposed to 3 10.0
everyday English
No, they are not exposed to 27 90.0
everyday English .
Total 30 100

Q. 15 (I.S.) for S.T., Ad. and U.L.
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Question 16 was open-ended. The respondents pointed
out that although the teachers had chances to be exposed
to everyday English through radio, television, magazines
and newspapers, or mixing with those who speak English
as a first language, unfortunately they did not make
good use of these. This, as some interviewees stated,
was due to the teachers' lack of desire to improve their
English.

The above discussions in terms of the teachers!'
questionnaire and interview schedule have indicated that
TEFL teachers in primary schools in Bahrain were not
sufficiently exposed to everyday English. Based on these

findings, Hypothesis Ten is accepted.
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CHAPTER TEN

10.1 Summary

The purpose of the research in this study was to
investigate the situation of teaching and learning of
English as a foreign language in the primary schools
in the State of Bahrain. The research concerned the
syllabus, the textbooks, the visual aids and the method
of TEFL used, the role of teachers and their language
ability, pupils' language achievement, and the pre-service
and in-service training programmes of TEFL.

The investigator wused two main sources for the
collection of the data. The first was a field study
which consisted of a questionnaire for primary TEFL teach-
ers, and an interview schedule for senior teachers and
advisers on TEFL in the Ministry of Education, and lect-
urers in the University College of Bahrain. The second
source was information obtained from classroom observation
records concerning primary TEFL teachers, the results
of British Council Engliéh tests for primary TEFL teachers
and the results of sixth grade primary schools final
English examinations for pupils.

As a result of discussion and analysis 1in Chapter
9, the study has made it clear that:

1. Most of the TEFL Teachers in the primary cycle
in Bahrain are not academically well-qualified for this
duty. They do not have adequate training as TEFL teachers.
Their linguistic skills are of too 1low a standard. The

study confirmed that the reasons for this are that:
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a These teachers have not attended adequate programmes
of pre- and in-service training in TEFL.

b The pre-service training programmes of TEFL are
not adequate.

c The in-service training programmes of TEFL need
to be firmly established.

d Classroom language is not included in either pre-
service or in-service TEFL programmes.

e Neither the pre-service nor the in-service programmes
of TEFL meet the professional needs and interests
of the trainees.

f TEFL teachers in the primary cycle in Bahrain do
not receive adequate help and guidance from their
TEFL advisers.

g Primary TEFL teachers in Bahrain are not sufficiently
exposed to everyday English.

h Many TEFL teachers in the primary cycle 1in Bahrain
are not very interested 1in 1learning the English

language.

2. Most of the TEFL teachers in the primary cycle
are faced with language difficulties 1in both wusing and
teaching the language. The difficulties,as the investig-

ation revealed, caused them to:

a Commit errors in the areas qf grammar, lexis and
phonology.
b Have problems in using materials prepared for teach-

ing the English 1language and using the teaching

methods on which these materials are based.
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In addition to the lack of English language knowledge

Bahraini primary TEFL teachers have, it was found that

the errors committed by them are due to a number of other

causes. These are:

a

4.

Interference of the mother-tongue (Arabic) ig a
main cause.

Overgeneralisation causes a large number of errors.
Analogy and interference in English cause a number
of errors.

This inadequacy on the part of TEFL teachers 1in

the primary cycle in Bahrain makes them unable to:

a

d

5.

Fulfil the aims and objectives of the English language
syllabus for this level.

Follow the teaching method recommended by the Min-
istry of Education in Bahrain.

Convey the knowledge in the selected textbooks

for the pupils in this level.

Use audio-visual aids effectively.

The standard ©f English achieved by pupils in the

primary cycle in Bahrain is not suitable for the stage

that follows i.e. intermediate 1level etc. The reason

for this unsuitability, as the study has confirmed, is

due to the primary pupils' low competency in the English

language.

6. The weaknesses of pupils' English 1in the primary
schools in Bahrain is due to ~ the inadequacy of the
teaching and learning situation at this level. This

inadequacy as the study has shown, is due to:

a

The teachers who teach English at this level.
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b The pupils who learn English at this level.

c The English language syllabus which 1is wused in
the primary schools.

d The textbooks used for TEFL in the primary schools
i.e. LEAW and PLEAW.

e The teaching methods on which the textbooks ére
based i.e. structural and audio-lingual methods.

f Lack of audio visual aids to be used at this 1level.

g Class size and teachers' load.
The study has indicated that the unsuitability of the

above aspects is because of:

1. The Teacher of English in the Primary Cycle in Bahrain

a Their standard of English is inadequate for teaching
purposes.

b Lack of knowledge in the use of teaching materials
and the methodology used for teaching English.

c The 1lack of correct attitude. and motivation in
teaching English.

d Teachers' low interest in improving their own English
language competency.

e As a result, teachers often use their first language

(Arabic) while teaching English.

2. Pupils in the Primary Cycle in Bahrain

a Their attitude and motivation towards learning English
is negative.
b. No one indicated that pupils' age or aptitude affect-

ed their English language competency.
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The pupils are not taught enough English.

The English Language Syllabus Used in the Primary

Cycle in Bahrain

The contents of the syllabus do not reflect Bahraini
culture sufficiently.

It is difficult for some teachers to cover the
syllabus within the time specified by the Ministry
of Education in Bahrain.

The syllabus lacks variety.

It does not meet the needs and interests of Bahraini
primary school pupils.

It does not meet the aims and objectives of the

primary schools in Bahrain.

The Textbooks Used in the Primary Cycle in Bahrain

These do not sufficiently help pupils to acquire
the standard of English they need.

Some topics are difficult, too 1long, dull, lack
variety and are far from pupils' culture and exper-
ience.

The teaching and 1learning methods on which these
textbooks are based, do not make for effective
teaching and learning.

The textbooks do not match -pupils' age, academic
standard and range of interests.

The textbooks contain many unsuitable exercises in
terms of variety and the manner in which they deal

with the four language skills.
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hil The textbooks concentrate over much on the grammar
use of the 1language rather than on encouraging
the pupils to use the language 1in real situations.

g The teachers' books do not provide effective guidance
in the use of visual aids or other teaching techniques.

h The textbooks are not accompanied by suitable supple-
mentary materials.

i They do not contain coloured pictures.

h The textbooks are out of date and should be changed.

5. The Methods of TEFL Used in the Primary Cycle in Bahrain

a These do not help in teaching the type of English
that the pupils need for their daily 1life and the
stages that follow.

b The approach lacks variety and does not encourage
effective teaching and learning.

c The approach does not help pupils to communicate
in English because it mainly deals with inadequate
aspects of the grammar of that language.

d It is difficult for some teachers to put the teaching

methods into operation.

e The methods are dated and should be changed.
6. Audio Visual Aids Used in the Primary Cycle in Bahrain
a The only visual aids wused by most TEFL teachers

in the primary schools tend to be tape recorders
and charts.

b Most of the TEFL teachers are not trained 1in the
proper use of visual aids.

c Teachers do not have a good supply of such aids
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in their schools.
d Some teachers believe that visual aids are too

time consuming.

7. Classroom Size and Teaching Loads

a In some classes, there are large numbers of pupils
(more than fifty pupils in each class).

b Teachers tend to be overloaded in the number of
classes they teach, the number of periods they
have every week, and other activities such as check-
ing pupils' written work, daily supervision, prepar-
ing a limited range of visual aids, administration

work etc.

10.2 Conclusion

The following findings are the result of the invest-
igation which was undertaken in the areas of teaching
and learning of English in the primary cycle in Bahrain.
From a consideration of those findings, one can see that
there is a close similarity between them and the findings
of the studies in Chapter 4 and the factors affecting
ELT, stated in the 1literature reviewed in Chapters 5,6
and 7, which are related to the same areas. These areas
involve teachers' strategies and language skills, pupils’
language achievement, the syllabus, textbooks and methods
of TEFL, the type and range of visual aids, pre-service
and in-service programmes of TEFL, and other factors
affecting the teaching and learning of English.

The main findings are that:
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1. TEFL teachers in the primary cycle in Bahrain:

a Are not professionally well qualified and +trained;

b have difficulty in the areas of grammar, 1lexis
and phonology;

c encounter errors because of their language weakness
and other causes such as the interference of the
mother-tongue (the major one), overgeneralisation,
analogy and interference within the English language;

d use their first language (Arabic) in the <classroom
while teaching English;

e when speaking or writing English, they firstly think
of what they want to say or write 1in their first
language (Arabic);

f have difficulty in wusing the textbooks and the
method of TEFL because of their language inadequacy;

g are over.loaded with work in terms of large class size,
number of teaching periods, number of classes and

other activities;

h are not adequately exposed to the wuse of everyday
English;

i are not well motivated to learn or to teach English;

J are not well trained in the wuse of audio visual
aids;

k cannot effectively help their pupils to acquire

the English language they need.

2. Pupils in the primary cycle in Bahrain:
a do not acquire the English language they need for

the educational stages that follow the primary cycle;
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b are not well motivated to learn English.

3. The English language syllabus in the primary cycle
in Bahrain is not suitable for TEFL and does not meet

the aims and obJjectives of the primary school stage.

4. The existing textbooks (the Longman Series LEAW and
PLEAW) are not suitable for teaching adequate English

to such pupils in the primary cycle in Bahrain.

5. The structural audio - lingual method applied in the
primary schools in Bahrain does not help the pupils to
acquire the type of English that they could wuse in daily

life.

6. The most suitable method of teaching English in primary

schools in Bahrain is the Communicative Approach.

7. The materials used for teaching English in the primary
cycle in Bahrain do not connect adequately with Bahraini

culture.

8. Audio-visual aids are not used effectively 1in the

primary schools in Bahrain.

9. The pre- and in-service training programmes in TEFL
are not suitable for their purpose and do not adequately
meet the needs and interests of trainees. (This includes
advisers' visits to teachers and teachers' classroom lang-

uage competency.)
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CHAPTER ELEVEN

RECOMMENDATIONS AND SUGGESTIONS

As a result of the findings of this investigation,
the author makes the following recommendations and suggest-
ions to provide suitable language support for TEFL teachers
and pupils in the primary cycle in Bahrain. The recommend-

ations and suggestions involve:

11.17 The Pupils

When learning a foreign language pupils are influenced
by a number of factors that affect their language achieve-
ment. Among these factors are their age, language ability,
their interests, attitude and motivation. Making these
factors work towards a more positive effeét depends on
the teacher, the resources, the syllabus, classroom situat-
ion, the availability of learning materials and the teach-
ing methodology (see Chapters 4,5, and 6).

By referring to these factors and the findings
in this study, the author has made suggestions and recomm-
endations. Each of these factors will be dealt with
individually and suggestions and recommendations are then

made accordingly.

11.1.1 Pupils' Age

In the process of obtaining the findings of the
study, no one mentioned that the pupils' age affects
his language achievement. Therefore the author, in consid-
ering the age range of pupils which 1is 9+-11+, would

agree with the Ministry of Education that this age 1is
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suitable for pupils in the primary level to learn English

as a foreign language.

11.1.2 Pupils' Attitude, Motivation, Interest and Language

Ability
Other factors that affect the quality of the level

of pupils are their attitude towards the language they

are - learning and to the people who speak 1it, their
interests, motivation and 1language ability. ‘Obtaining
positive results from these factors is related to

a large degree to the suitability of the teacher, the
syllabus, the materials which include textbooks and the
type of audio - visual aids wused, the general classroom

situation and the teaching methodology.

11.2 The Teacher

The teacher is the crucial resource 1in the process
of teaching and learning a foreign language skill. His
skill and his personality are the ©best means of creating-
a favourable classroom climate. He can engender and
sustain the pupils' motivation for better learning through
his personality, teaching skills and organisation of learn-
ing materials. He can bring the pupils to success and
achievement. Wilkins (1974) rightly maintained that:

"What pupils learn cannot go beyond what

their teachers are able to present to them."

(p.55)
He added that:

"The best that can be expected is that

the pupils' achievement will fall somewhat

short of the target set by the teacher

in the form of his own skill in the
language." (p.54)
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Taylor (1970) went further to say that one of the factors that

affects the development of an educational system 1is the
quality of the teacher. He added that the teacher 1is
a factor of continuing challenge, not only in developing
countries, but also in the more developed.

Therefore the author of this study strongly recomm-
ends that the Ministry of Education in Bahrain should
only accept as TEFL teachers for the primary level
those who:

- have a positive attitude and value the teaching
of English;

- have interest and sympathy towards primary pupils'
language achievement;

- are intelligent, active and have the desire to
improve themselves as TEFL teachers;

- are both academically and professionally well qualif-
ied.

This means that the critieria for selecting and
admitting TEFL teachers in the primary cycle should be
more systematic than those used at present.

the
11.2.1 The Training of#Teachers

The learning and teaching of a foreign janguage
is also affected by the quality of the training teachers
receive in the field of TEFL before being appointed to
the profession of teaching, 1i.e. pre-service training

or when on the job, i.e. induction and in-service training.

11.2.1.1 Pre-Service Training

The Ministry of Education and the University College
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of Bahrain should, from the beginning, clearly indicate:

the purposes of pre-service training in TEFL, and
in accordance with these +the aims and obJjectives
would need to be clealy identified;
the level for which the student teachers are pre-
pared and how to prepare them for that level,
these are significant points;
a systematic arrangement of criteria for the select-
ion of student teachers in the University College
of Bahrain is needed. This should include student
teachers' personality, attitude towards TEFL, their
sympathy with pupils' achievement, their own level
of language skill and their desire to 1improve their
own knowledge in the field of TEFL. In respect
of personality and attitude, Wragg (1974) has ment-
ioned that:

"students' personality and attitudes are of

central importance in teacher training."

(p.57)

There is also a need to:
employ well qualified tutors particularly from native
speakers and/or those who have obtained relevant
qualification in the U.K. or the U.S.A.;
the provision of suitable materials;
the programmes of TEFL +training should be system-
atically planned to meet the needs and interests
of each 1individual student. This will 1involve:
extending the personal education of such students
i.e. their knowledge of the history of education,
sociology and philosophy of education and psychology

of education. It should also include the wupgrading
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of the student teachers' language skills, particul-
arly in respect of classroom language (see Chapter
7). Particular care should be given to the areas
of difficulty Arab students encounter in the areas
of grammar, lexis and phonology (see Chapter 4)
and help should be given to them to overcome these
difficulties;

the student teachers should be encouraged to 1listen
and watch English programmes on radio and television,
to read materials written in English and mix with
English- speaking people. The authorities should
give such students opportunities to visit countries
where English is spoken to take short or long courses
in TEFL;

in addition to the above, the student teachers
should be provided with a comprehensive programme
of teaching practice. This should be planned as
a basis to illustrate and reinforce what has been
learned theoretically in the real situation of teach-
ing in the classroom in order to obtain what Stones
and Morris (1977) have called mastery of teaching.
For this, one could probably use:

classroom observation;

work with small groups of children brought into
the college;

observation of video tapes;

simulation and role playing.

There are a number of other techniques that can

used for teaching practice purposes. These include:
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- microteaching;
- interaction analysis;
- action research;
- case studies.
An important point to be considered 1is that the
schools where the students are placed for their bulk

teaching practice should suit them.

11.2.1.2 Induction or Probationary Year

An induction or probationary year 1is the first
year in which newly qualified teachers carry out teaching
after their pre-service training.

This aspect of teacher training is completely omitted
in Bahrain. After they have graduated, new teachers
are placed in schools according to the needs of the Minist-
ry of Education and the schools to which they are sent.
There they are left in the hands of a headmaster who
may know little of the field of TEFL. Other teachers,
if there are any, who have better experience of TEFL
are either too busy or cannot provide adequate help and
assistance where needed. The TEFL advisers are too busy
to visit them. They visit at the most, once or twice
a year.

Such teachers very often become very dispirited
and exhausted. As a result the investigator strongly
recommends that the Ministry of Education in Bahrain
and the University College of Bahrain should give the
matter of the probationary year serious consideration

and that a well planned programme to suit the new teachers
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be provided. In respect of the importance of the induction
year, Wragg (1974) has pointed out that evidence has
shown that post-teaching practice for probationary teachers
during their first year of teaching is very important.
The James Report (1972) recommended that the teachers
who come fresh from college should be attached to the
schools for their probationary year where they should
be under the special care of teacher trainers.

In the light of these recommendations, the investig-
ator further recommends that the teachers who are in
their first year of teaching should be considered as
probationary teachers and be dealt with 1in a special
way. The authorities should make sure that these newly
qualified teachers:

- are placed in schools which are suitable to them;

- have someone to turn to for help in solving their
classroom problems and difficulties, i.e. where there
is an appointed professional tutor, a TEFL adviser,
or another experienced teacher etc;

- such new teachers should be given a time table
that suits them as new teachers under training.

This is preferred in order that the new teachers

will have less periods to teach than those who

are already experienced.

11.2.1.3 In-Service Training

The findings of this study have indicated that
the in-service TEFL training for teachers in the primary
cycle in Bahrain does not completely fulfil the needs

and interests of the teachers of this level.
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This investigator further recommends that the prog-
rammes of in-service training for TEFL 1in Bahrain should
be better planned than is the case at present. They should
be planned in a way that better suits the needs and require-
ments of every trainee. Wragg (1974) has suggested that:

"A comprehensive system of in-service education

can maintain contact with new teachers, and

those known to be at risk can be given

special help." (p.70)

Palmer (1978) in respect of the importance of in-service

education maintained that:

"In-Service education is a tool to mould

better teachers by improving their know-

ledge, providing ways to help them improve

their effectiveness in the classroom and by

instilling in them a desire to do a better

job of teaching." (p.215)

Henderson (1978) added that an expanded and properly

coordinated programme of in-service education and training

can help in the development of the teaching profession.

Unfortunately, TEFL teachers in primary schools in
Bahrain do not get sufficient benefit from the programmes
of in-service training as such exist in neither theoretical
nor practical lessons. This has led the author of this
thesis to suggest the following as necessary:

- all teachers should get the opportunity to attend
in-service training to renew and extend their profess-
ional knowledge. This should involve the changes
which have been taking place in the field of TEFL
regarding the syllabus, methodology, teaching mater-
ijals, introduction to the new type of wvisual - aids,

carrying out classroom research and improving the

teachers' own language competence;
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the courses should take place during working hours
and the teacher should be released with pay to
attend such courses;

the place where the courses are held should be
convenient for the teachers to attend;

well qualified and experienced trainers in the field
of TEFL should take part 1in the organisation and
conduct of the programmes and training activities.
The author suggests that priority should be given
to native speakers of English and /or those who
are qualified from English speaking countries, partic-
ularly the U.K. or U.S.A.,

for language courses, the organisers should make
sure that classroom language is included (see Chapter
7). Particular care should be given to the difficult-
ies that Bahrainis as Arabs encounter 1in the areas
of grammar, lexis and phonology, to help them over-
come these difficulties (see Chapter 4);

teachers should be encouraged to make more use
of the English they are exposed to, such as English
programmes on radio and T.V., libraries and also
those who speak English;

more opportunities should be given to teachers to
attend short or long courses in one of the countries
whose native language is English, such as the U.K.
and the U.S.A.;

a systematic in-service programme should be estab-
lished. Palmer (1978) suggested that the success

of any in-service programme is dependent wupon the:
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"purposes of the programme, selection of

content, and design of the programme itself."
(p.216)

It is important that when planning an 1in-service
programme for TEFL teachers in the primary cycle in Bahrain,
the organisers bear in mind that:

- the programme meets the needs, interests and 1level
of the trainees, and helps them widen their know-
ledge in the area of their specialisation. Such
programmes should provide the trainees with the
skills to increase their effectiveness in the class-
room;

- the content of the programme needs to be carefully
coordinated and planned;

- sufficient time needs to be given for every aspect
of the programme;

- suitable facilities, materials and aids need also
to be provided.

Another factor central to the success or failure of
an in-service programme is that the trainees are motivated.

The Ministry of Education in Bahrain should make
sure that the participants of any in-service courses
are both extrinsically and intrinsically motivated.

However, for the successful organisation and planning
of any in-service programmes, the investigator suggests
that there should be close cooperation between TEFL
advisers in the Ministry of Education, supervisors from
the University College of Bahrain and specialists from
the British Council in Bahrain. It is also important
that all the in-service programmes be adequately and

continuously evaluated to assess the success or failure
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of each programme in fulfilling its aims and obJjectives.

11.2.1.4 Advisers' Visits

In the primary schools in Bahrain, the only current
source of support for TEFL teachers comes from the advisers.
But, unexpectedly , these advisers are over-loaded with
numbers of teachers to visit and supervise - this can
be up to eighty teachers. In addition to this, they
have other commitments such as book evaluation, course
planning, meetings etc. The investigator feels that
this load is too heavy and that advisers do not have
enough time to provide the teachers with adequate support.
The researcher therefore recommends that:

- advisers should not be given more than forty teachers
to supervise;

- the advisers visits should take place with a frequency
and urgency appropriate to the difficulties the
teacher is facing;

- advisers should be available when needed, regardless
of the number of visits planned, on a regular basis;

- advisers should build up a good relationship with
thdse they supervise;

- advisers should in no way humiliate the teachers
they supervise;

- the supervision should take. place 1in such a way
that will make the teachers value their advisers'
advice and suggestions.

In addition po teacher-related factors there are
others that can affect the pupiis' English language achieve-

ment in the primary cycle. These are:
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11.% The Syllabus

The syllabus used for teaching English as a foreign
language in primary schools in Bahrain focuses on teaching
the pupils lists of structural aspects of the language
and using elements from these lists in sentences through
the agency of drills and dialogues. As the findings
of this study have indicated, this kind of syllabus has
been found to be inadequate to fulfil the set aims and
objectives of TEFL at this level.

It is true that a grammatical syllabus can be wuseful
and of value to the pupils, but mastering a language
cannot be achieved by thorough knowledge of the grammatical
aspects of that language. Wilkins (1976) has stated
that:

"Any syllabus which is an itemized list of

points or structures to be learned is inevit-

ably incomplete." (p.10)

On the same lines, Brumfit and Johnson (1979) pointed
out that the syllabus should not be based on ordered
structured lists which are then presented, drilled and
practised in their context. Instead, they have suggested
that the syllabus should take better account of the commun-
jcative aspects of the language in order to help pupils
use it in actual situations of daily 1life.

The author of this study recommends that a new English
language syllabus should be designed for the primary
schools in Bahrain. In this new syllabus:

- the focus should not be placed on core but on the
distribution of wusing the core according to the

situational needs of the learners;
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the language teaching should be analysed 1in terms
of the content of the 1language and not limited
to its grammatical forms;

the content of the syllabus should ' emphasise the
teaching of the language according to 1its concepts
and function, taking into account its grammatical,
lexical and phonological frequencies;

less emphasis should be placed on total contact
with the target 1language and total wunderstanding
of what is heard or read, particularly with beginners;
the aims of the syllabus should focus on improving
the learners' capacity in communicating the language,
and helping them to express themselves and to become
sure of when and where to use the language;

the objectives should be clearly arranged to suit
the number of contact hours of teaching and the
standard of English which the pupils have. The
teacher should be given adequate time to deal with
each aspect of the syllabus perfectly;

Bahraini culture should be included in the syllabus.
Studies have shown that a foreign language can
be better learned if +the learners feel that what
they learn is related to their culture. This does
not mean that the target language culture should
be given less consideration. There 1is no doubt
that it is not possible for one to 1learn a foreign
language properly without being familiar with the

main features of 1its culture. This 1is Dbecause,
as Wilkins (1974) n as pointed out:
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"language and culture are inextricably
connected." (p.49)

11.4 Number of Pupils in the Class and Teaching Loads

It is not possible to give an optimum figure for
the correct number of pupils in a foreign language learning
class, but one should bear in mind that where classes
are very large (in Bahrain some classes have more than
fifty pupils), it is not easy for the teacher to give
every pupil enough time, especially with the spoken aspect
of the target language. The investigator suggests that:
- the number of pupils in each class in Bahraini
primary schools should not exceed twenty-five;

- in situations where 1large classes are inevitable,
the pupils should be divided into smaller groups.
This technique can help the teacher to deal with
every group, giving each member, particularly the
shyer pupils, a chance to participate.

The author also suggests that the primary TEFL
teachers' load should be reduced in terms of number of

periods and extra activities.

11.5 The Textbooks

The findings of this study have shown that the
textbooks (LEAW and PLEAW) wused in the primary schools
in Bahrain are unsuitable for 1earning English effectively
at this level. These textbooks are based on grammatical
forms of the language. The content proceeds from simple
to complex grammatical structures which are then taught

largely through the practise of theoretical exercises
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or through monological oral structure practice.

It has been found that the textbooks are unsuitable
for a number of reasons. They are old, out of date,
lack variety and are difficult for some teachers to teach.
The author of this study strongly recommends that these
textbooks be replaced by more suitable ones. In terms
of the findings of this study, the textbooks wused should
place more emphasis on the communicative purposes of
the language and on particular aspects of speech such
as introducing one friend to another, inviting a friend
to onés house, giving directions, talking about something,
etc. The newly adopted series should be accompanied
by suitable supplementary materials, and contain adequate

guidance for the teacher.

11.6 Audio Visual Aids

Audio-visual aids play a vital role in the teaching
and learning of a foreign language. They can make the
situation of teaching and learning more interesting and
meaningful. They can also aid the pupils in grasping
the meaning of what is being taught, and encourage them
to practise the four language skills. In respect of
the importance of visual aids Wilkins (1974) stated that
the effectiveness of a teaching situation can be measured
by the presence or absence of visual materials.

The findings of this study have shown that audio-
visual aids are not sufficiently wused in the primary
schools in Bahrain, for two main reasons: teachers are

not being trained to use them and they are not provided
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in the schools. The researcher therefore suggests that:

- the teachers should be given more opportunities to
attend courses in the wuse of audio-visual aids;

- the primary schools be equipped with the type of
audio-visual aids they need;

- when planning to obtain a certain type of audio-visual
aid, teachers should make sure that it 1is suitable
from the point of view of: the pupils' ages, level
and types of interests, degree of intelligence and
experience, the pupils' physical situation in the
classroom, its suitability to the situation in which

it is used and the time it consumes.

11.7 The Methodology of TEFL

It was found that structural audio-lingual methods
do not make for good 1language learning in the primary
schools in Bahrain. The suggestion 1is that the best
method for TEFL at this level is the Communicative Approach
Based on these and the findings of other studies, the
investigator recommends that the method wused 1in primary
schools at present be replaced by an approach that takes
into account the communicative function of language rather

than learning grammatical forms and situational factors.

11.8 Using Arabic in the Classroom

This study has shown that some of the TEFL teachers
in the primary schools in Bahrain use Arabic in the class-

room. Studies have shown that sometimes it 1is necessary
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to use the learners' first language for teaching a foreign
language.

The author suggests that this should not be overdone.
Arabic should only be used as an aid, in, for example,giving
the meaning of a lexical aspect of the language the meaning
of which is difficult for the pupil to grasp in English.
It should be used as a medium of communication to maintain
the pupils' interest, or to give clear instruction on
a language group activitiy. The teacher may need to
use Arabic to elicit from the <children how they want
to do a certain thing before asking them to do it in
English. However, Arabic should only be wused by TEFL
teachers in the classroom when absolutely necessary. Grad-
ually the use of Arabic should diminish and pupils should
always be encouraged to use English.

The researcher recommends that similar research be
conducted at other educational levels 1i.e. intermediate,
secondary and university sectors.

Further research should be carried out to investigate
every individual factor affecting teaching and learning
English as a foreign language in the primary level and
the stages that follow. Such investigation may include:
the identification of teachers' and pupils' problems;
measuring the suitability of a syllabus, textbooks and
methods of teaching; assessing the effectiveness of audio-
visual aids in the classroom; evaluating the pre-service
and in-service programmes etc. - consequently applying
innovations and changing the trends in the <field of TEFL

to incorporate suitable solutions. An example of this
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is the interference of the mother tongue while learning
English. Such research should involve grammar, lexis
and/or the phonology of the target language. The areas
of difficulty in each of the above aspects can then
be identified and suitable exercises to overcome these
difficulties be provided.

Generally, the whole position of the teaching and
learning of English as a foreign language in the State
of Bahrain must be investigated on a continuing basis
in order to discover the areas where change and improvement

is most required.
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APPENDTIXH®"2"

ENGLISH LANGUAGE SYLLABUS CONTENT
PRIMRY 4

LESSON 1

Basic imperatives - e.g. Sit down ! Stand up !

Basic greetings.

LESSON 2

This 15/that is ............

Courtesy words e.g. please, thank you.

LESSON 3

Further imperatives - e.g. Come here ! Stand there !
My name 15 A,

What is your name *

LESSON 4

This is a ............
That1s a ....oooveee.
That'sa ............

What 1s this :/What 1s that 7/What’s this/that

LESSON 5

Is this the ............ :

Is that the ............

v

LESSON 6
These/those are ............
(Quoted from English Language Curriculum for Primary

Cycle, Ministry of Education, Directorate of Curri-
cula, Books and Media, 1982, Bahrain.)
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They arc ............
What are these/those ?
Arc these/those *
Possessives.

LESSON 7
Imperatives - take, bnng.
LESSON 8

Present tense - to be
Question form,

LESSON 9
The verb ‘to be’ - negatives and short. forms.

LESSON 10

Prepositions - in, on, under, ncar
Where is */where are 7/Where's ............ P

LESSON 11

Present Continuous tense.
Statements and questions.

LESSON 12
Objective pronouns.
LESSON 13

Who ..o ?
Further objective pronouns.

LESSON 14

There is/are ............
Is therc/Are there ............ ?
How many ............ ?

LESSON 15

Names of the parts of the body.
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LESSON 16

Further prepositions.
Some/any.

LESSON 17
More prepositions.
LESSON 18

Further prepositions.
A piece of ............

LESSON 19

Colours.
What colour is/are .. ?

LESSON 20

The verbs : to speak, learn, teach.
LESSON 21

Simple Present Tense - everyday.
Question form.

LESSON 22

Simple present tense - 3rd person singular.
(Question form.

LESSON 23

Simple present tense - negatives.
LESSON 24

Can, see, hear.

LESSON 25

Have, has got.
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LESSON 26

Many ... only ;

Ordinal numbers - first, second, third.
LESSON 27

Aldotof ...

LESSON 28

The verb - to fly.

LESSON 29

Its (possession).

A part of.
LESSON 30

Across - along.

LESSON 31

Get (present continuous tense) - prepositions.

LESSON 32

Adjectives - big and small.
LESSON 33

At + adverbials of place.
LESSON 34

Much.

PRIMARY 5

LESSON 35
Was + days of the week.

LESSON 36

Word order with verbs having two objects (thing + person).
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LESSON 3%

More parts of the body.

LESSON 38

Furure with going to.

LESSON 39

Present Perfect Tense - affirmative of regular verbs.
LESSON 48

Present Perfect Tense - questions and negatives.

LESSON 41

The two patterns with indirect objects.

LESSON 42
Which ............ ?
Whose ............ ?

Possessive pronouns

LESSON 43

Further irregular past participles
LESSON 4

ftems of clothing.
Put on/take off.
What a ... !

LESSON 45

Revision.
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LEAW - BOOK 2

LESSON 1

Revision of some structures in Book 1 e.g. remember, forget.

LESSON 2

See me catch it!
Once, twice, three times.

Names of school subjects.

LESSON 3

Simple past tense — regular verbs.
Did — questions and negatives.
LESSON 4

Simple past tense — irregular verbs
Did — questions and negatives.
LESSON 5

Months and seasons.

How old ....ccooiieiens 2
When oovoeeeiaeiineeees ?
LESSON 6

What's the time ?

LESSON 7

Meals and food.

Before/after.
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LESSON 8
Going to bed and getting up.
LESSON 9

Negative question tags.
Ready + infiniave.
Used to.

LESSON 16

PRIMARY 6
LESSON 11

Shall/will — affirmative and negative + contractions.
With (attnbudve)

LESSON 12

Conditions — Type 1
It's very kind of you!

Ixcuse me!

LESSON 13

Positive question tags.
There was/werce
LESSON 14

It is (not) easy to .......... e
Try + infinitive with to

LESSON 15

Too + adjective + infinive
(Some) more + noun

Help vourself.
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LESSON ‘16

Comparison of regular adjectives.
Adjactive + enough + infinitive
Family relationships.

LESSON 17

Some .o others.

Negative imperatve.

Question tags with ‘do’.

.................. is made of ...l

LESSON 18

The future with Present Contnuous Tensc.

LESSON 19

When, before, after (conjunctions).
Shopping for food.

LESSON 20

Superlatives — est
Irregular comparatives and superlatives.

~How + adjective; how + adverb

LESSON 21

Must.
Both/all .........
High cardinal numbers e.g. 4,368.

LESSON 22

Make + adjective; make + infinitive

Revision exercises.
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APPENDTIX"3"

ENGLISH LANGUAGE SYLLABUS COMNTENT
FOR FIRST INTERMEDIATE

Unit 1

a bit (= rather) + adj. and Comporative,
a lot + Comparative.

Unit 2

in fact
so far

Unit 3

too 4 adj. for 4 n. pron;

(not) adj. + enough for 4 n. pron.
Word order of all and both

is called

Unit 4

(will}) have to, had to

How ..... ? ’ ,

It's lovely/nice/good to hear/see you.
more/most + adij.

Reported Speech: He says (that) he krnows us
So am | etc. f
Telephone numbers : This is 336 7367

Unit 5

is able to
Want X to do something.

Unit 6

Reported Speech : He said (that) he knew my nocme.
beccuse of + n.pron.: We can't play because of
the rain.

Unit 7

Ought to

So <+ adj.

Adverbs of manner in—ly
It's no good.

(Quoted from English Language Curriculum for
Intermediate Cycle, Ministry of Educatign ,
Directorate of Curricula, Books and Media ,

1983, Bahrain.)
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Unit 8

as {= when)

Never mind!

Reported Speech: He asked me to come
Comparative 4+ Comparctive : harder ond harder.

Unit @

Past Perfect tense
As soon GS ... ...
Reported Speech : He said (that) he haod s==: yOU

Unit 10

Comparison of equality : as (big) as..... -
Have with do : He didn’'t have any trouble
Emphatic possessive : (my) own

Reflexive and Emphatic pronoun: - setf and—-seive

Unit 11
It is thought (believed, said etc.} that.....
Reported guestions with no change of worc orger .
| csked what happened
Unit 12
Reported questions with changed word order: Whzs
did you see? He asked me what we had seen.
Just as (big) a
Unit 13
Type 2 Conditional: | would come if you asked me
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ENGLISH LANGUAGE SYLLABUS CONTENT
FOR SECOND INTERMEDIATE

Unit 14
He has been to London
must be
Why don't we....... ?
Unit 13
Type 3 Conditional: | would have ceme if you h-ad
asked me.
else.
Infinitive pattern: nothing to do (say. eic.)
| don’'t care!
Unit 16

in any case

What's on?

as (= because) _

Defining Relative (subject): Who, thet, (which;
either/neither '

I don’t mind

('m) afraid so/not.

Unit 17
—Interrogative Phrase with Infinitive: | don't know
whati to say,
Defining Relative (object): Thot's the man | sow.
day by day.

Unit 18

Unreal Past: | wish | had known

Relative link-word what : Give him what he wants.
Unit 19

(just) in case.

Unit 29
on the one hand ... .. ,on the otherhand.....
Clouse of Concession: although.........
Unit 21

Surely.
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PLEAW BOOK 4

Unit 1
| have (with negatives and questions made with do)

I can’t help it.

Unit 2
Make 4 comparative of adjectives

Unit 3
Word order of he said and said he

Unit 4
Reported Speech: He asked me if | knew ........

either/neither adj.

Unit 5 ‘
Reporting of Yes/No questions: | .oskeZ him
whether, .
Clause of Result: The tea is so hot (that! { can't
drink it. :
in touch with
at o guess

ENGLISH LANGUAGE SYLLABUS CONTENT
FOR THIRD INTERMEDILTE

Unit 6
I'm afraid ete. (that) - Clouse: U'm ofroid
(that) you're wrong
Gerund as Object : Stop shouting !
get (something) ready.
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uUnit 7
Preposition 4+ Gerund : Thank you for teliing me
Future Continuous tense: I'll be waiting for you
until clause : I'll wait until you come

cut of breath
get my breath back

Unit 8
DPegsive 1, Present: He's calied All
Passive 2, Infinitive: The pupils must be counted
Passive 3, Past: This room was ciearied yesterda}/

Urnit 9
Passive 4, Perfect form of Passive : The books have
been counted
Passive 5, Use of by + Agent: They were couritsd
by the teacher. ’
We'd better go now, (hadn't we") ,
Infinitive of Purpose : He went to buy Home brecd
Passive 6, Verbs with 2 objects: We were given
some money

Unit 10
Passive 7, Other tenses : You will be asked to cems
Passive 8, Phrasal Verbs etc. : You will be weil
looked after
Past Perfect Continuous tense : They'd Deen DioY mg
cards.Good foryou'!

Urpit 11
Passive 9, Continuous (Progressivej forms: P wes
being followed. . o
Phrases of Purpose : | did it in order to (so as 1o

surptise you
Perfect Infinitive : You must have seen him
One by one

neither....nor
The qwcker we walk, the sooner we'll get there
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Unit 12

Clause of Purpose: 1 left the roem sc that you
could be olone.
Gerund as Subject: Studying (English) is hard

work
Negative Infinitive : He tried not to laugh

Unit 13

Relative clouse with whose : | have ¢ frienc whase
fother is a teacher

Emphatic form of must: Have we got o goc now?
Gerund : no use (good) + -ing

How do you do?

Pleosed to meet you.

Red-haired etc.

Unit 14

Gerund : need (wont) 4+ -ing
get something off the ground.

Unit &

-ever forms: I'll come whenever | can
Passive 10,2 - Object verbs and agent : This watich

was given to me by my father.
Negative Conditional with unless : I'li come uniese

it rains.
Unit...16

It's not my business
change one’s mind

Unit...17

to wish someone luck

Unit...18

in return
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FIRST SECONDARY
STRUCTURE AND LANGUAGE
for -

Sclence, Literary and Health Sclences Sections

Introducing yourself and asking others their names.

Asking and telling the time. Inquiring about location. Inquiring
where others are from. Giving such information about yourself.
Asking for repetition, showing you have not understood.

Stating destination. Possession.

Asking about prices. — Showing that you have not understood.
Ordering things. — Offering things.

Accepting and refusing

Possibility — Saying goodbye.

Showing you have not understood. '

Simple directions and location of things.

Possession and inquiring about it. — Describing things.
Location.

Getting a hotel room/booking in. — Describing the room.
Inquiring — Simple commands — Buying things. ‘

Asking about location — Saying what you can do and can’t do.
Asking permission — Inquiring about rent, address, etc.
Spelling out names.

Asking and talking about where people work — Greeting people you
know and don't know. — Describing your marital status.

Describing daily habits and routines — Getting such information
from other people — Expressing uncertainty — Introducing people
to each other...

Getting information about people.

Correcting people. — Expressing certainty.

Getting information from people — Expressing uncertainty.
Spelling out names and addresses.
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12

13.
14.
15.

16.

17.

18.

b

399.

Likes and dislikes — Ordering food in a restaurant.
Giving opinions.

_Saying what you want and don’t want to do.

Suggesting what to do. — Agreeing/disagreeing with such sug-
gestions. Finding out what sort of things other people like.
Getting information about travel.

Time relationships — Asking for things.

Asking and*talking about the past.
Getting people’s reasons for things.

Asking and talking about the past and present.

: Describing your school experieni:e, _previous job.

Getting such information.

Describing what people did yesterday / a few days ago.
Getting such information — Asking for permission.
Asking about the past — Talking about the future.

Speculating — certainty and uncertainty in the future.

Getting information about the future.

Expressing certainty, uncertainty — Talking about plans and
intentions.

Expressing necessity, obligation — Giving instructions.
Asking the way and giving directions.

FIRST SECONDARY
WRITING SKILLS

for Sclence, Literary and Health Sclences Sections

a. Filling in forms (capitals) ‘
b. Writing a notice for an interesting building (the full stop)

Formal and informal letter-writing (the apostrophe)
Writing a reply to an advertisement (abbreviations)

Writing down a telephone message (the apostrophe with s)
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5. Diagrams and notes (plural of nouns ending with Y)

6. Writing a school notice (doubling the consonant in the present and

past participles)

7. Formal and informal letters — beginning and ending. (words spelied

with ee, ea, le, and el)

1. Comprehension passages followed by multiple choice questions test-
ing comprehension and vocabulary based on a variety of interesting

FIRST SECONDARY
Sclence, Literary and Health Sciences Sections

Comprehension and Guided Composition

and relevant topics

P G G N e
N

15.
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Farming and problems facing farmers
Geography

The uses of the coconut tree

The invention of agriculture

Birds

Volcanic eruption

Architecture

Pottery

Worms

Buildings constructed from solid rock
Rats and diseases

Police and criminals

Birds of the Antarctic

Ancient cities

Civilisation and language

Sentence structure : linking sentences using the following

constructions.

1.

too...... to” 2. ‘...enough to..’

3. past tense -4. ‘had to’
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past tense interrogative 6. direct/reported speech

form.

‘because’ 8. ‘with’

direct object 10. Subordinate clauses and
phrases.

3. Guided Corr}pos.ition: paragraph writing using vocabulary and struc-
tures occurring in comprehension passages, and linking words includ-

ing:

= O N W

15.
17.
19.

which 2. or

because 4. until

and 6. where

who 8. and...but

SO 10. but

and...because 12. enough...to

if 14. before

in which 16. after

and...... that 18. so...perhaps
not...... but 20. not only...... but also

SECOND SECONDARY
STRUCTURE AND LANGUAGE

for

Sclence, Literary and Health Sclences Sections

Use of Present Simple and three prounciations of 8 ending as in
‘lives’ b) ‘works’ c) ‘watches’

Position of Frequency Adverbs (often etc.) before main verb.
Formation of questions in Present Simple.

Meaning of ‘What does he do? in sense of ‘What's his job?’

Use of Present Continuous describing actions one can still see
going on.

Formation of the Present Continuous in Statements.

Negatives and Questions with ‘am/is/are + .....- ing’.
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.-Concentration on the short forms ‘I'm/you're/he's/she’s/we’re/

they/re’ in Statements and ‘'m not/you aren t/he isn t/etc in
Negatives. T :

Use of Simple Past tense with words and phrases like ‘yester-
day’, ‘last week’, ‘last night’, ‘this afternoon’ etc.
Formation of some regular and irregular past forms (positive)}.

‘Formation of Negatives and © Questions with did, and short
answers ‘Yes' ‘I did’, ‘No, | didn’t etc. .o

Use of ‘How much?’ with words like money, time, petrol and the
use of ‘How many?’ with words and phrases hke ‘men, hours,
glasses of ;urce

Formation and use of the verb ‘have to do’ in Present and Past,
statements and questnons

Use of some and any with Mass and Unit words :

some in posmve sentences and any in negative .sentences.

Revision of There’s and There are (unstressed Is and -are) with
Some (also in unstressed pronunciation)

Use of ‘a few’ with Unit words and ‘a little’ with Mass words as
indicators of quantlty

Use of the word ago with phrases like half an hour ‘fifteen
minutes’, ‘10 years’, etc. in the past.

The use of ‘How long ago?’ with questions in the past; therefore
revision of and practrce of past questron ‘Did you/he/they?’ etc.

Formation and use of “adverbs of manner three main types:
a) good —> well b) hard —> hard

c) dangerous — —> dangerously

Position of adverb as in ‘She sings well’. '

Companson wuth as..[ﬁ..as in ‘He works as hard as his father
did’. . B -

Formation and use of 'so + adverb + that’ as in He drgve 80
dangerously that he lost his job’.

‘Formation and use of comparative adverbs

a) regular — ‘more carefully’ etc.
b) irregular — _ petter/worse/harder/faster. -

Use of more/less + than. } ’ _ -
Superlative forms ‘the best’, ‘the worst’, ‘the rnost[, ‘the least’.
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11.

12.

13.

403.

Importance of unstressed pronunciation of ‘than’ after com-
parisons. :

The formation and use of ‘going to do’ in statements, questions
and negatives, together with short answers to ‘going to’
questions.

The use of certain time-pointers with ‘going to’: for example —
‘soon’, ‘in 24 hours’, ‘in a few seconds’, ‘any second'.

The use of ‘very long’ and ‘very much’ in negative §entences:
It's not going to be there very long’/‘We aren’t going to see
very much ...’

Meaning and use of ‘Shall | ...?" when offering to do something,
and ‘Would you...?' when making a request.

Use and practice of the verbs take, being, get and show in the
take him some tea and take it to him patterns.

Present Perfect Simple ‘has/have been’ and ‘has/have had’,
statements, negatives and questions.

Present Perfect Continuous, ‘has/have been doing’. statement,
negatives and questions.

The discrimination between for and since.

More practice with Present Perfect Continuous and Present
Perfect Simple.

Present Perfect Simple with just (as in ‘He as just come home')
and yet in questions and negatives.

‘Had better’ (as in ‘She had better take it') and ‘had better not’
(as in ‘You had better not work so hard’). Intensive practice
with unstressed forms ‘I'd better’/'You'd better’ etc...

i/he/she/it was

We/you/they were

Fluency practice with Past Continuous concentrating on un-
stressed ‘was’ and ‘were’.

I/he/she etc. did ...... when ...... did.

Discrimination between use and meaning of— a and b.
Examples :

a) They were fighting when he shouted ‘Cut!’

b) They stopped when he shouted ‘Cut!’
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15.
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1-  Will in statements and questions, and won’t in negative sentences.
2- ‘Will you...” in requests, and ‘I'll’ in offers of help.

3- Revision of must and can; and the future forms ‘will/won’t have
to’ and ‘will/won't be able to'.

4- Reflexive pronouns (myself, yourself, ourselves, etc.) used em-
phatically, as in ‘Perhaps we can do it ourselves!’

1- More practice with has/have just done and Has he/Have you ...
yet? and He hasn’t/They haven’t .... yet.

2- Meaning and use of | think so/l den’t think so and 1 hope so.

3- Use of might in He might be on the train (situation 1), it might
be fine this evening (situation 3) and She might catch him
(situation 4).

SECOND SECONDARY
WRITING SKILLS

for Science, Literary, and Health Sclences Sections

Vocabulary study based on useful words, including formation of
adjective from nouns, etc.

Practice in linking sentences using common conjunctions and link-
ing structures.

Practice in tenses and in noun, adjectival and adverbal clauses.
Practice in labelling diagrams.
Practice in writing ‘condensed’ English as used in telex or telegrams.

Further practice in completion of forms (e.g. for hospital admission,
hotel reservation, job application).

Writing personal letters to friends or pen friends on such topics as:
holidays, school, family, outings, hobbies.
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8. Writing ‘business’ letters on such topics as:
a) application for a job
b) reply to an advertisement
c) complaint
d) booking accommodation
e) enquiring about courses of further study

9. Practice in selecting topic sentences from a passage.

10. Practice in writing short descriptive passages (e.g. of a person, a
journey, a place).

SECOND SECONDARY
Literary Section

Comprehension and Guided Composition

1. Comprehension passages followed by multiple choice questions based
on a variety of interesting and relevant topics.

Employment and managers
Jobs

Used cars

Salesmen

Driving a car

Buying a car

An argument

An accident

© ® N0 A DN

A conversation
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An interview

- —h
N =

Thieves and police
Garages
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Sentence structure: linking sentences using the following con-
structions : ‘ ' '

1. ‘Like’ (preposition) 2. noun clauses

2. ‘and’ ‘that’ 4. ‘the more...the more’
5. ‘enough ...to” 6. ‘remember’ + clause
7. direct speech 8. “...s0..."

9. “..to..."” 10." gerunds

11. present participles 12. ‘“sure that”

Guided summary: summarising the reading passage using certain
linking words: : - :

1. While...... and 2. and

2. but 4. Before...and
5. who 6. While

7. and...but 8. When

9. and that 10. If...and then
11. Then . 12. After ...... whether
13. because 14. so ...... and
15. However . o 16. As soon as
17. why 18. as

19. whether 20. whom

21. Although 22. that

Guided composition: writing a short composition related to the refad—
ing passage incorporating suggestions given in the book and using
common pronouns, conjunctions and prepositions listed.

SECOND SECONDARY SCIENCE SECTION

Sclentific English

Comprehension passages and vocabulary exercises . based on the
following topics: '
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Rope-making

Natural and Synthetic Rubber
Expansion of Liquids and Gases
Expansion and Contraction of Solids

. Water (Reservoirs)

Water (Hard and Soft)

Floating bodies

Temperature

Evaporation and Condensation of Water
Change of State of Matter

The Growth of Seeds

2. Practice of the following language items:

- ek ek oa = o
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Compound nouns

Passive with and without agent
Contraction of “which” +. passive
Present/past participles
Contraction of relative clause
“On/after ....ing"

‘'was seen + Vinfinitive

“for...... ing”’ purposes

Nouns ending in fon/- y/- ance/- ence/- ment
Do/does/did to avoid repetition

Is sald to be + adjective

Omission to avoid repetition

That/those to replace nouns

Description of experiment

Has to replace other verbs
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SECOND SECONDARY
Health Sclences Section

Study of passages containing appropriate vocabulary, and vocabulary
exercises, based on the following topics:

© N O A DN
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Parts of a hospital, types of medical specialisation
Parts of the body, aches and pains

Description of a nurse’s day

Description of a nurse’s duties

Sterile Procedures, names of medica! instruments
Medical instruments and their uses

Disinfectants and antiseptics

Casualty cases — accidents, examination
Casualty cases — operation

Casualty cases — post-operative treatment

The Ward — planning and design

The Ward — accommodation for patients.

Practice of the following language items, making use of specialised
medical vocabulary:

——h b
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. .

© ©® N OO~ A

commands and requests

negative and interrogative forms
present continuous and past tenses
passive voice

prepositions

relative clauses (with and without pronouns)
past continuous tense

future tense

past perfect tense

present perfect tense
direct/indirect speech
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Second and Third Secondary
Languages Section

Emphasis will be laid on further development of the four language
skills : '

1. Listening (through the provision of suitable materials on cassette)
and understanding a variety of voices and accents.

2. Speaking (with particular attention to stress, rhythm and intona-
tion). A substantial amount of oral drill work will be done {sub-
stitution, transformation and invention drills) to encourage quick
and accurate speech, in contextualised situations.

3. Reading: emphasis will be placed on silent reading, and a wide
variety of reading matter will be presented (e.g. dialogues, texts,
letters, forms, charts, signs, instructions).

4. Writing: this includes exercises which reinforce the oral and
reading work, guided compositions and dictation.

Students will be expected to take part in pair work and role-playing
in order to gain experience in the active use of English in realistic
situations.

In addition to further practice of language items and situations in-
cluded in the general course for secondary school students, students
in the language section will be introduced to and given practice in
certain common English expressions and they will encounter language
as used in a number of situations.

e.g.

-h
.

on the telephone
in shops

in sport

in banks

on holiday

in court

while travelling
in a hospital

©®ND QNN

while driving
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in newspapers and magazines
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4. The language items practised will include:
1.

2
3
4.
5.
6
7
8

tenses, active and passive
conditionals

prepositions

direct and indirect speech
indirect commands
confirming and disagreeing
relatives

requests

Students will be given training in the specific skills tested in the RSA

examination. These include:
1.
2.

NG~

listening to a passage and answering questions about it.

conducting a short conversation and answering questions about
a picture.

writing a paragraph describing the events occurring in a series
of pictures.

reading a passage silently and answering questions about it.
writing letters. '

writing dialogues related to particular situations.

practice in answering multiple choice structure questions.

THIRD SECONDARY
STRUCTURE AND LANGUAGE
for

Science, Literary and Heaith Sclences Sections

Revision of Present Perfect Simple (‘has/have done’) and
Simple Past (‘did’) and contrast in use; especially ‘has/have
done' with just, yet, ever and no time; and ‘did with question
words when and with other time phrases ‘last week’, ‘in 1951,
etc.

~ Practice with contrasted verb forms: has come/came; have
seen/saw, have been/was, were; etc.
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Formation and use of the Gerund with certain verbs:

a) Would you mind....ing? and Would you mind not....Ing?
b) hate....ing/like....ing.

c) give up...ing/stop...ing.

Basic distinction in meaning between if and when in English.
More practice with will in statements, questicns and negatives.

The form of the verb (Present Simple) after the words if and
when in a future sentence: ‘Fred will get very wet if he does’
(= if he falls into the water).

Formation and use of the patterns ‘want someone to do’, ‘ask
someone to do’ and ‘tell someone to do’ in statements, positive
and negative, and questions.

Formation and use (and discrimination) of the patterns ‘make
someone do’ and ‘let someone do’ in patterns in statements,
positive and negative, and questions. Notice also the use of
‘will/won't’” with ‘let’, as in ‘She won't let him read....". (situa-
tion 3).

General revision of Personal Pronouns me, you, him, her, etc.

The formation and use of ‘was/were going to do’ as a future in

the past.

a) after ‘thought’, ‘never dreamt’, ‘had no idea’, ‘was sure’, etc.
as in ‘I never dreamt you were going to have twins’.

b) after told and said, as in ‘He told her he was going to give
her...’ and ‘He said she was going to have only....

Preview discrimination between say and tell.

Past Perfect Simple in statements, questions and negatives,
especially followed by the Past Simple, as in ‘I had just put the
money in the night-safe when | saw him.

The use of just, ever and never with Past Perfect: ‘I'd just
put...”/'Had you ever seen...?’/'No, | had never seen him...".

Contracted forms ‘I'd/he’d/we’'d etc.’ + past participle; and the
short answers ‘Yes, | had/No. | hadn’t, etc.

Formation and use of conditional sentences’ ‘if/they knew......
they would do...' and ‘it would do... if it did/had/were’... in
statements, negative and questions.
Concentration on the unstressed form of would (d) as in ‘¥'d/
he'd/we’d’ etc. and in other . sentences such as ‘The job
would..."” pronounced ‘The job'd...
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The forms were and weren’t after if; and could after If.

Short answers Yes,' i would/No, it wouldn’t etc. : and short
questions Would Wouldn’t it? Would it really? etc.

The pattern Would it be all right if | (did).....?

Formation and use of the Passive in Present Perfect and Past—
has/have been done and was/were done in statements, positive
and negative and questions.

Intensive revision of the ‘has done’ vs. ‘did concepts.

Concentration on contracted forms ‘It's been broken’ and
‘They’ve been stolen'.

Intensive revision and practice of regular and irregular past
participle forms in this and earlier Units.

Discrimination between say and tell when reporting what people
say, as in ‘I told you it was...” and ‘You said you would...’

Formation of the verb form in reported statements, positive and
negative, after ‘said’ or ‘told’ ‘someone’: is—>was; know—>
knew: loves—>.loved; doesn't (mattery—>didn’t (matter);
has/have done—>had done; can—>could; will—>would.

Note the following point:

1) Most of the practice here is without the conjunction that
since it is often unnecessary in everyday speech;

Formation and use of Past Conditional sentences:

a) positive: ‘He would have watched it if he had had the time!

b) questions: ‘Would you have joined if you had known?’

c) negative: ‘i he hadn’t been a stranger. | wouldn’t have
been so suspicious’.

Concentration on the weak forms normally used in the structure,
(‘ve) in ‘would have done’, and (‘d) in ‘(if/l) had done.

Short answers ‘Yes, 1 would/No, | wouldn’t’ etc. in reply to a
‘Would you have done?’ question.

Contraction 'd in both ‘I'd (= would) have done’ and ‘I'd
(= had) done’.
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THIRD SECONDARY
WRITING SKILLS

for Sclence and Literary Sections

Vocabulary work including formation of adjectives from nouns, etc.

Practice in noun, adjectival and adverbial clauses and in tenses. (in-
cluding work on the passive)

Practice in expressing the same matter in different ways: degrees of
formality and politeness.

Practice in writing short compositions on straightforward topics.

Practice in writing dialogues based on everyday situations (e.g.
enquiries, complaints, arguments).

More advanced practice of written skills introduced in the first and
second secondary classes, i.e.

Writing personal letters. (including exchanges of letters)
Writing business letters. (including exchanges of letters)

Writing ‘“‘condensed” English.

> 0 b=

Writing notes based on a passage: simple summarising.
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THIRD SECONDARY
Literary Section

Comprehension and Guided Composition

‘“The Search”

Comprehension passages followed by muiltiple choice questions
based on a variety of interesting and relevant topics.

A quarrel

An escape

A train

Visit to a police station
A disappointment

A fight

Under arrest

A mistake

~The detectives

A salesman

A restaurant

A popular book

A conversation

A good price
Starting a business

Sentence structure: linking sentences uAsin'g the foliowing construc
tions : : S U

1. ‘“the same’” + past perfect 2. gerunds

3. *“too...to” 4. "but”

5. "until” 6. relative clauses (without
pronoun)

7. past participles 8. indirect/direct speech

9. infinitives
Guided summary: summarising the reading passage using certain
linking words.

Guided composition: Writing a short composition related to the refc\d-
ing passage incorporating suggestions given in the book and using
common pronouns, conjunctions and ‘prepositions listed.
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THIRD SECONDARY SCIENCE SECTION
' Sclentific English

1. Comprehension passages and vocabulary exercises based on the
following topics:

One function of roots

One function of leaves:

Seed dispersal (reasons)

Seed dispersal {(methods)

The air (Two important gases)

The air (carbon dioxide and respiration)

Sources of energy

Heat Transfer  (radiation)

Heat Transfer (conduction)

Heat Transfer (convection)

PO PN W N

A Vacuum Flask
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2. Practice of the following language items:
1. Passive with and without agent

2. Negative form of adjectives.

3. Continuation of relative clauses

4. Compound nouns

5. Formation of nouns and verbs

6. Omission of preposition

7. “Might” to express doubt/possibility
8. '“Being” showing result/reason

9. Which to avoid repitition of nouns

10. Nouns ending in -al/- ence/- ance

11. Of + adjective + adjective + noun
12. Able/unable to = can/cannot

13. Verbs formed with -fy

14. Phrase or clause to begin a sentence

Verbs formed from nouns

oy
o
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16. Which + passive + to be + past participle
17. Which + passive + to have + past participle

18.

Is sald + infinitive

3. Guided Summary writing.

THIRD SECONDARY
Health Sciences Section

1. Study of passages, containing appropriate vocabulary, and vocabu-
lary exercises, based on the following topics:

1.

10.
11.
12.
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The Ward — Clinical areas

The Ward — Sister’'s office, domestic and storage areas
Admissions to hospital

Arranged and emergency admissions
Observation of the patient

The Skin Conditions, Disease, and Symptoms
Respiration, the Cough and Sputum

Vomitus

Faeces

Urine

Temperature (centigrade and fahrenheit)
Pulse

2. Practice of the following language items, making use of specialised
medical vocabulary :

I

Prepositions

clauses of purpose

question tags

practice of ‘“‘going to”...

‘since’ and ‘for’, present continuous tense
comparison of adverbs and adjectives

3. Oral and written techniques useful for nurses:

1.
2.
3.
4.

labelling diagrams

completing medical forms
interviewing and talking with patients
requests
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4. A medical vocabulary list with meanings of the words is available at
the end of the book.

Extensive Reading or Library Work

The library period will give the pupils the opportunity to see and use
books other than the prescribed text books. Instead of being forced to
use certain books, there will be an element of choice so that he can
develop and follow his own interests.

Possible library activities include:

1. Reading newspapers and magazines for pleasure and information.
Students should, learn to recognise different parts of the newspaper
(national and international events, reviews, classified advertisements,
editorial commentary) and to learn to understand them. ‘

2. Using encyciopaedias, dictionaries and atlases for reference purposes.
This includes using the alphabet skill and learning how to use the
index. Students can be given particular subjects to look up and report
on, or can follow their own interests.

3. Reading books for pleasure or interest: stories, science books, books
on sports and hobbies, etc. Students can be required to report on the
books in outline and summary form.
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APPENDTIX"S"

sSource:

UNIVIERSITY COLLEGE OF BAHRALN

DEPARTMENT OF ENGLISH

SYLLABUS

1985-86

The Department. of knglish offers programmes in English language and
Jitcerature leading to the B.A. degree in English and in the Teaching of’
English. Courses of study are also provided for students taking B.Sc. and
B.Fd. deprees, as well as for Lhose following undergraduate certificate and

positraduate diploma programmes.
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Major in English Language and Literature

To be accepted for a major in English Language and Literature, a
student must have the approval of the Chairman of the Department and will
normally have completed ENG 103; ENG 1043 ENG 1333 ENG 134; ENG 203;

ENG 204; ENG 213 and ENG 214 with a grade of C or better in each course.
Departmental Requirements for a Major in English Language and Literature are:
° ENG 301; ENG 302 or ENG 303; ENG 312; ENG 313 or ENG 315

° 24 Credits at the 300-400 level, of which at least 12 must be

at the 400-level.

Double Major in English Language/Literature and Education

(For students wishing to qualify for teaching in secondary schools)

To study English Language and Literature in a double major with
Education, a student must have the approval of the Chairman of the Department
and will normally have completed ENG 103; ENG 1043 ENG 133; ENG 134; ENG 2033
ENG 204; ENG 213 and ENG 214 with a grade of C or better in each course.

Departmental Requirements for English Language and Literature in a Double
Major with Fducation are:

. NG 301; ENG 302 or ENG 303; ENG 304; ENG 312
. ENG 313 or ENG 315; ENG 323; ENG 400

° ¢, Credits at. the 400-level.

Minor in English Language and Literature

To study English Language and Literature as a minor, a student must
nave the approval of the Chairman of the Department and will normally have
completed ENG 103; ENG 1045 ENG 133; ENG 203; ENG 204; and ENG 213 or ENG 214
with a grade of C or better in each course.

Deprrtmental Requirements for a Minor in English Language and Literature are:

. FNG 301; ENG 302 or ENG 303; ENG 312

. ENG 313 or ENG 315

° 6 Credits at the 300-400 level, of which at least 3 must be at
the 400-level.
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COURSES OFFERED

ENG 103: Developing Reading Skills 1st and 2nd Semesters
(3 cr)

Moves the student from preparatory to pre-intermediate skill level in
both intensive and extensive reading. (Open only to students who have met
the necessary preparatory requirements.)

NG 104: Developing Writing Skills 1st and 2nd Semesters
(3 cr)

Raises writing skills to pre-intermediate level, the main focus being
on mechanics, spelling, sentence construction and sentence connection. ({(Open
only to students who have met the necessary preparatory requirements.)

ENG 107: Foundations in Listening and Speaking
(Not offered in 1985-86) (3 cr)

Improves aural comprehension and upgrades accuracy and proficiency
in oral communication. (Open to 'Certificate in English' students only.)

ENG 108: Foundations in Vocabulary and Reading
(It »ffered in 1985-860) (3 cr)

Expands the student's vocabulary range and develops reading comprehension
and reading efficiency. (Open to 1Certificate in English' students only.)

ENG 10G: Foundations in Grammar and Writing
{Not offered in 1985-86) (3 cr)

Improves accuracy and effectiveness in written communication, particular
attention being paid to mechanics, spelling, basic syntax and simple
paragraph-building. (Open to 'Certificate in English' students only.)

ENG 133: Readings in Literature 1st and 2nd Semesters
(3 cr)

An introduction to literature in English, involving the reading and
discussion of selected short stories, drama and poetry. Topics dealt with,
inciuding storics of character, conflict, theme and style, relate to the
understanding and appreciation of jiterature. (Open only to students who have
met. Lhe nccessary preparatory requirements.)

ENG 134: Introduction to Drama 1st and 2nd Semesters
(Prereqg.: ENG 133) (3 cr)

An approach to the elements of drama through the study of selected
plays, emphasizing such types as tragedy and comedy, romance and realism.
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ENG 161: Fnglish for Academic Purposes
(Mot offered in 1985,-86) (8 cr)

bevelops Lhe student's ability to understand academic discourse;
provides extensive rending practice with both general and scientific texts,
as well o practice in listening comprehension and note-taking. Lexical

development, focuses on Lhe vocabulary of general science. (Open to Pre-Medical
students only.)

ENG 162: English for Scientific Purposes 1
(Prereqg.: ENG 161) (5 cr)
(Not offered in 1985-86)

Familiarizes students with the language of science; places particular
emphasis on the morphological processes of compound and complex word-formation;
stresses the logic and coherence of scientific discourse and focuses on
rhetorical devices involved in organizing and presenting information,
exemplifying, classifying, labelling, and relating parts to wholes. (Open
to Pre-Medical students only.)

FNG 171 kFrymlish in Use |
(Not, offered in 198L,-80) (3 cr)

Develops bolh oral and supportive reading/writing abilities in the
structural, notional and functional aspects of English and is designed to
enable students to perform simple tasks requiring the understanding and

production of discourse. (Open only to B.Ed. students who entered in 1982.)
ENG 172: English in Use II 1st Semester
(Prereq.: FENG 171) (3 cr)

Consolidates the student's abilities in the structural, notional and
functional aspects of English and further develops these abilities to
encompass a wider and slightly more complex range in both spoken and written
media. (Open only to B.Ed. students who entered in 1982.)

FENG 173: Reading in English | 1st and 2nd Semesters
(3 cr)
Foouses on vocabulary-expansion and the development of intensive and
proficiency. (Open to B.Ed. students who have met the necessary preparatory
requirements.)
ENG 174: Reading in English TI . 1st and 2nd Semesters
(Prereq.: ENG 173) {3 cr)
Continues the development of vocabulary and reading skills, greater

emphasis being placed on the understanding of academic discourse. (Open to
B.Ed. students only.)
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ENG 203: English Proficiency I 1st and 2nd Semesters
(Prereq.: ENG 103; ENG 104) (3 cr)
An intepraloed skills course designed to develop all-round language

proficiency to approximately Cambridge Preliminary English Test standard
(Michigan Test of English Proficiency score 65; TOEFL score 425) .

ENG 204: Introduction to Linguistics i1st and 2nd Semesters
(Prereq.: ENG 203) (3 cr)

An introduction to basic linguistic concepts and terminology with
particular reference to the structure of English.

ENG 207: English for Science 2nd Semester
{Prereq.: ENG 203) (3 cr)

Prepares Science students to read efficiently and to write accurately
and coherently within their field of specialization. (Open to Science students
only.)

ENG 213: Introduction to Fiction 1st and 2nd Semesters
(Prereq.: ENG 134) (3 cr)

Readings in short prose fiction as a genre study, focusing on such
elements as plot, character, theme, setting, point of view and symbolism.

ENG 214: Introduction to Poetry 1st and 2nd Semesters
{(Prereq.: ENG 134) (3 cr)

Understanding and appreciation of poetry through the study of its
aspects, such as persona, attitude and tone, imagery, diction, form and
prosody . Selections include various representative types of lyric, narrative
and dramatic poetry.

ENG ?61: Fnglish for Scientific Purposes 11
(Prereq.: BENG 162) {3 cr)
(Not offered in 1985-806)

The course is based on readings of an advanced scientific nature. It
continues the development of reading comprehension and the ability to abstract
and summarize main ideas. It also improves oral exposition and further
strengthens paragraph-building, particular attention being paid to coherence,
unity and organization. (Open to Pre-Medical students only.)

ENG 301: English Proficiency II 1st and 2nd Semesters
(Prereq.: ENG 203) (3 cr)

An integrated skills course designed to develop all-round language
proficiency to approximately Cambridge First Certificate standard (Michigan
Test of Fnglish Proficiency score 75; TOEFL score 475) .
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ENG 302: English Linguistics 2nd Semester
(Prereq.: ENG 204) : (3 cr)

A description of the major morphological and syntactic structures of
English, focusing on the main areas of difficulty for Arabic-speaking
learners of English.

ENG 303: Translation:  Theory and Application 1st Semester
(Prereqg.: BENG 203) (3 cr)

An introduction to the basic theoretical issues in translation coupled
with practice translation work across a variety of discourse styles and
topics.

ENG 304: Applied English Phonetics 1st and 2nd Semesters
(Prereq.: FENG 204) (3 cr)

An introduction to English articulatory phonetics, incorporating
practical work on troublesome features of English pronunciation and spelling.

ENG 311: Survey of English Literature 1
(Prereq.: ENG 213; ENG 214) (3 cr)
{llct, offered in 198%5-86)

Representalive selections of English literature from the beginnings
to 1,700, sel within their respective historical contexts.

NG 412 Survey of Fnpiish Literature 1T 1st and 2nd Semesters
(brereg.: ERG 2135 ENG 214) (3 cr)

A continuation of ENG 311, from 1700 onwards, focusing on the major
literary issues and trends throughout the period.

ENG 313: Studies in Nineteenth Century American 2nd Semester
Literature (3 cr)
(Prereq.: ENG 213; ENG 214)

Reading and analysis of works by major nineteenth century American
writers, such as Hawthorne, Melville, Twain, James, Poe, Whitman and
Dickinson.

NG 315:  Studies in Twentieth Century American 1st Semester
l.iterature (3 cr)
(Prereqg.: BENG 2135 ENG 214)

Reading and analysis of works by major twentieth century American
writers, such as Fitzgerald, Hemingway, Steinbeck, 0'Neill, Tennessee
Williams, Frost, Pound, Eliot and William Carlos Williams.
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ENG 316: Twentieth Century English Fiction 1st Semester
(Prereq.: FNG 2135 FNG 214) (3 cr)

Selections from such representative prose masters as Conrad, Joyce,
Wool f, Lawrence, Forster, Greene and Golding.

FNG 318: literary Masterpieces of the Ancient World
(Prereg.: ENG 2135 ENG 214) (3 cr)
(Not offered in 1985-86)

An introduction to classical literature, primarily Greek and Roman,
which has influenced later Western thought and writings.

ENG 319: Literary Masterpieces of the Modern World
(Prereq.: ENG 2133 ENG 214) (3 cr)
(Not offered in 1985-86)

Readings in Continental literature, both in prose and verse, since
the Middle Ages.

ENG 308: Approaches Lo Reading and Writing 2nd Semester
(Proreg.: BNG 203) (3 cr)

Techniques and strategies in the teaching of English as a second
language, with particular emphasis on the development of reading and writing
skills.

ENG 333: Studies in English Drama 2nd Semester
(Prereqg.: ENG 213; TNG 214) {3 cr)

Representative works by major dramatists of a particular period of
English literature, set' in historical context.

ENG 336: Modern Drama
(Prereg.: ENG 213; ENG 214) (3 cr)
(Not offered in 1985-86)

Selections primarily from such major European dramalists as
strindberg, Ibsen, Chekhov, Shaw, Lorca, Fliot and Sartre.

G 362:  Language Learning and Language 1st Semester
Acquisition (3 cr)
(Prereg.: ENG 203)

Dsycho]inguistic theories of first and second language learning and
language acquisition and their implications for second language teaching.

ENG 400: Applied Syntax and Usage 1st Semester
(Prereq.: ENG 203) (3 cr)

A revicw of problematical areas of English syntax and usage,
desiened Lo promote i high jevel of fluency and accuracy in the use of the
prammat ical Torms and sbructures taught in the intermediate and secondary
schools.
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FNG A401: Enplish Proficiency 111 1st Semester
(Prercg.: FNG 30T (3 cr)

An inteprated skills course designed to develop all-round language
proficiency to approximately Cambridge proficiency standard (Michigan Test

of English Proficiency score 853 TOEFL score 525) .
ENG 402: English Syntax and Semantics 2nd Semester
(Prereq.: ENG 302) (3 cr)

An introduction to current theoretical issues in syntax and semantics
combined with practical analytical work on the syntax and semantics of English.

ENG 403: Translation Workshop ' 2nd Semester
(Prereq.: ENG 303) (3 cr)

Translation of a variety of texts from English to Arabic and from
Arabic to English. Emphasis is placed on practice rather than theory.

ENG 407: Fnglish in Context 2nd Semester
(Prereq.: FNG 204) (3 cr)

Focuses on the use of English in its socio-cultural setting and
touches upon such topics as varieties and registers of English, the relation
between form and function, meaning vs. communicative intention, conversational
strategies, participant relations and politeness forms.

ENG 411: The Rise of the Novel
(Prereq.: ENG 213; ENG 214) (3 cr)
(Not offered in 1985-86)

The emergence of the novel in the eighteenth century, with emphasis
on such writers as Defoe, Richardson, Fielding and Sterne.
NG 417: Nineteenth Century Fiction 1st Semester
(Prereq.: ENG 213; NG 214) (3 cr)
A study of representative works of nineteenth century fiction from

Austen to Hardy.

ENG 414: Studies in Poetry
(Prereq.: ENG 213; ENG 214) {3 cr)
(Not offered in 1985-86)

Representative works by major English/American poets of a particular
period, set in historical context.

ENG 416: Studies in Contemporary Literature 2nd Semester
(Prereqg.: ENG 213; ENG 214) (3 cr)

Writings in poetry, prose or drama of our time.
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ENG 418: Shakespearean Drama
(Prereq.: ENG 213; ENG 214) (3 cr)
(Not offered in 1985-86)

A selection of representative plays from the histories, comedies and
tragedies of Shakespeare.

ENG 420: Phonetics Workshop 1st Semester
{Prereq.: ENG 304) (3 cr)

A practical course incorporating ear-training exercises, phonetic
transcription and remedial work on both stress and intonation, as well as
segmental sounds.

ENG 431: Literary Criticism 1st Semester
(Prereq.: ENG 213; ENG 214) (3 cr)

Historical, theoretical and applied criticism.

ENG 435: Special Author
(Prereq.: ENG 213; ENG 214) (3 cr)
(Not offered in 1985-86)

Intensive study of the works of a major literary figure.

ENG 436: Special Topic 2nd Semester
(Prereq.: ENG 2135 ENG 214) (3 cr)

Intensive study of & specific topic in language or literature.

ENG 438: Comparative Studies in Arabic and English 2nd Semester
Literature (3 cr)
(Prereq.: ENG 213; ENG 214)

Theory of literature; general literature; aims and methods of
comparative literary studies. Contrastive study of a major theme or
literary movement in English and Arabic literature.

ENG 441: Advanced Composition 1st Semester
{Prereq.: ENG 203) {3 cr)

An advanced writing course involving the abstraction and summary of
ideaz at higher reading levels and the production of descriptive, expositional,
argumentative and other complex forms of written rhetoric including academic
papers and reports.

ENG 443: Comparative Studies in Arabic and English 1st Semester
Languages (3 cr)
{Prereqg.: ENG 302)

A contractive analysis of English and Arabic at the phonological,
morphological and syntactic levels.
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FNG 445: Stylistics 2nd Semester
(Prereq.: ENG 204; ENG 2135 ENG 214) (3 cr)

An analysis of style in selections of prose (fiction and non-fiction),
poetry and drama. The focus is on understanding stylistic elements and their
relationship to each other, to the voices expressed, and to the effects of
style.

POSTCRADUATE COURSES (PGDE )

ENG 501: Studies in English I 1st Semester
(3 cr)

Major socio-regional varieties of English; the role of English as an
international language; notions of correctness, acceptability and authenticity;
different styles and registers of English; form and function; meaning and
use; linguistic competence vs. communicative competence. Implications for
second language teaching.

ENG 502: Studies in English II 2nd Semester
(3 cr)

An analysis at an advanced level of the syntax and semantics of
English.
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APPENDIX 6

QUESTIONNAIRE COVER LETTER

December 1984

Dear Colleague,

This questionnaire has been prepared to benefit
from your knowledge and experience in the field of
TEFL (Teaching English as a Foreign Language). The
information you provide will be of great use in carrying
out this study which is concerned with "Language Support
for Bahraini TEFL Teachers and Pupils in the Primary
Cycle™.

All information given will be treated confidentially,
and used for this research only. I should be grateful
if you would kindly co-operate in giving accurate and
relevant information when completing it.

The questionnaire forms part of a research study
for the degree of Ph.D. of the University of Wales
at the University College of Cardiff, in the United
Kingdom, under the supervision of Professor A. Taylor,
Dean of the Faculty of Education and Head of the Depart-
ment.

Thank you very much for your co-operation.

Yours sincerely,

ASHOUR KASSIM ASHOUR
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11.

429.
RPPENDGIX wpn

THE QUESTIOHNAIRE

School: 2. Age:

Sex: (M) Male (F) Ferale

Nationality:

Your present appointment: asfladi daub

Your qualifications Date Aﬁ%ﬁhé@ From

w250t

How many years have you taucht English?:

Please give the number of classes, students and teaching hours per week:
a. Number of classes:

tE. HMumber of pupils in each class:

c. #umber of periods per week:

Fny other activities, please state: LS5 i ga 1 1 shaf

LY

& ymmad> . . . .
Have you attended any English courses since becoming a teacher of English?

vis [ | no
e

If yes,

a. How lona?

b. khere?

c. Did this course include the typc of English that helos teachers

Mals: e L
interact with pupils in the classroom?

YES NO
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6.»__."-\’%-“ J—_l-.‘ Am‘)é; Q‘J)J ‘:’J-'." J-b
12. Have you attended any preservice TEFL (Teaching Enclish as a Foreign
PURDLCS B V- S L SRS TS Ty +- S B
Language) training proqrammcs?

YES NG

13. If yes,
a. Did this course include the type of English that helps teachers

interact with pupils in the classroon?

YES nO

b. Yere the proaorammes of:

(i) Great value aytsdd s

(ii) Little value s sano

(ii1) Mo valuc 00l

%3

Godddi P L] G yal ot 99

14. have you at*ended any in-service programmcs of TEFL?

YES HC

15. If yes,

a. How lona?

b. Vhere?

c. Did this course include the type of English that helps teachers

interact with pupils in the classroom?

YES NO

d. UYcre the programncs of:

(i) Great value

(ii) Little valuc

(iii) Nc value
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17.

18.

16.

431.
How much time do you spcnd in rcading matcerials in English, such as

. ai,jo.;\,JT:;,
books, magazines and perindicals?

a. HMor:e than four hours a week

b. Less than two hours a week

c. I dc not have timc to read

Kg-lr?\u"‘ m.”
Have you bain to any countrics whose native lancuaac is Enolish?

. —
YES | NO

L] L

If yes,

a. Wherc? b. How long?"

c. For what purncse?

Do vou speak Fnnlish outside the classroom, i.c. with friends, at home, etc?

a. OCften by
5. Seldom 13l

H
c. Never Voo

Dc you find the teaching of English.

a. Very intcresting fas atew

o
b. Intercsiina tc some extent  Lea> I gl

c. Boring J—a
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22.

N\
(&%)

432.

If you tickedd or e, which one of the following most closely agrees with
L_,,..‘.‘;n
your opinion. (You may tick more than cne aT%ernative).

a. I cdo not like teaching English

b. English is not my soecial subject

c. Pupils are not motivated to Tearn Enalish

d. Larce classes

Do you think that to he a well educated person a knowledge of Enalish is:

a. Essential Ssye
b. Desirable b yé o
c. Unnecessary by y5ub kb

Below are some statements about difficulties in teaching English. Please
Il o L2t
indicate by ticking (o) the appropriate box whether you agree or disagree

with each of the staterents.
Raree Disacree

a. I do not have any difficulty

b. I have difficulties with teachino English
grammar

c. I have ¢ifficulties with teaching
vocat.ulary

o

. I have difficulties with teaching sneaking

e. 1 have difficulties with teachina understanding

f. I have difficulties with teaching reading

g. I have difficulties with teachinc writing




24.

25.

26.

27.

=~
(e 0]

0~
W

30.

31.

w
N
,

433.

The adviser's visits to my class are helnful.
Agree Disagree

If you disacree, nlease give the reason(s):

Does your knowledge of Arabic help you when teaching English?

YES l NC

To write a sentence in Emglish, do you first prepare it in

| ‘

Arabic in your mind, and then write it in Emglish?

YES NG [::::
Does your frebic lanouage backaground affect your spoken Enalish?

YES [::] NC [:::i
boes your "~ Arabtic lanaguage background affect wyour written Enclish?

YES NO

_

The content of the primary school Enqlish languace syllabus helps the
pupils acquire the Enclish they need for ensuring studies at intermediate

Tevel. Agree Disagree

The content of the primary school English language syllabus reflects

Bahraini culture. L atds, jou Gt oot LiLasIl Koo _
: Agree Disaqgree

RS,

It is difficult to cover the syllzabus within the time limit specified by

the Hinistry of Education.
Agree Disagree

|




33.

35.

36.

37.

35.

434.

The text- books used in primary schocls in Bahrain help the pupils to

Uy jueda ) Asdd) (g0
ach1c ve the sta dgrd of Enolish required.

Agree Disagree

If you disagree, please statc why:

The method used for teaching primary school English makes for good leaching
and learning. Agree Disagree

If you disagree, please state why:

Please indicate by ticking () the appronriate bex whether you agree or
disagree with cach of the following statements.

I think that the best method/ancroach is:

a. Grammar translation method

b. Direct meathed

c. Audio-lingual method

d. Eclectic method

e. Communicative approach

¥y purils follow the English lessons with:

a. Great interest
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(Cont'c)

L. Iatcorost
c. Little intercest

d. Mo intercst

>}
“h

Yhich one (or more)

- tape rccorder
- cverhaad rrojoctor
- radio

- tclavision

- films

- film siidzs

- fiannal bteoard

- marpetic board

- mans

- [AGAzZines

- nEewspancrs

- charts

- Other aicds {nlease statc):

435.

the following aids do ycu

o mrm e T

L0510

- .

use regularly in class?

Often Somatimes

A A RAKIILS cwufre T MEE Al L atn bt S AT

or |

Neve

If you do not use any of the atove,aids, please indicate why.

one reason ray be given).

- tane recorder
- overheac projector
- radio

- television

(More than

Not traincd| Do not have | It goes | It is teo

to use it it in the wrong time-

accurately  scheol when 1 consuiminic
use it




filias

filw slides
flanncl board
magnetic board
maps

macazines
nawspapers

charts

P e am me. e ey

436.

E RN S SRR N

Not traincd
to use it
accurately

Do not have | It ooes | It is too

it in the wrong tire-

school when 1 consuning
use it

- - m.--—..-..___._-ﬁ

et 2o i T . A

- —— i oy
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2.

l“o

6.

7.

457 .

APPEN DIX n8n

INTERVIEW SCHEDULE

Section or
School or College Department

Sex: (M) Male ' (F)Female

Nationality:

Your present appointment:

a., Senior teacher

b. Adviser

¢c. University lecturer

Qualifications:

a.Certificate or degree b,Date c.Awarding Institution

Please give the number of years you have been working in the
field of TEFL as a:

Teacher Senior Teacher Adviser University Lecturer

Do you think that the majority of the teachers you visit

in primary schools are:

a. Excellent

b. Very good

c. Good

d. Satisfactory




7.

10.

11.

12.

(Cont'd) 438.

e. Weak

)

f. Very weak

When discussing and advising teachers in respect of English language

teaching, what language do you use?

a. Arabic
b. English
c. Both

If your answer is a or c, please indicate which of the following is the

most appropriate:

a. They cannot understand enough English

b. They cannot understand some of English

i

c. They cannot understand my English at all

What do the English language teachers do when they are confronted with the

need to communicate in English?

A teacher whose spoken English is weak cannot help his pupils to speak

English competently.
Agree Disagree

L]

The under-achievement of some primary school pupils in learning the English

language in Bahrain may be traced to the inadequacy of their teachers.
Agree Disagree




14.

15.

16.

439.

If you agree, please select which of the following is/are the most

appropriate. (You may choose more than one).

a. Poor quality or absence of materials

b. Poor methodg and techniques

c. Pupils' lack of aptitude

d. Pupils' negative attitudes and motivation

e. Teachers' negative attitudes and motivation

f. Others (Please state:

At what level of competence is the English language of the majority of

university graduates who intend to become English language teachers?

a. Excellent

b. Very good

c. Good

d. Satisfactory

e.  Weak

f. Very weak

———

l

SNSRI

Are Bahraini TEFL teachers sufficiently exposed to everyday English?

YES

If yes, how?

NO
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18.

19.

440.

How well equipped do you think the primary teachers of English are

to help to fulfil the aims and objectives of syllabus requirements?

a. Very well equipped

b. Well equipped

c. Moderately equipped

d. Inadequately equipped [

e. Very poorly equipped

Do you think that the present pre-service or in-service programmes

of TEFL in Bahrain include the kind of English that some call “"Class-
room Language", i.e. the Janguage required by the teacher of English in
the practical day-to-day management of classroom behaviour and

organising learning?

a. Pre-service training YES { ! NO

b. In-service training YES ‘ ‘ NO

|

If yes, how do you grade the courses in:
(i) Pre-service training

a. Excellent

b. Very good |

c. Good

d. Satisfactory

e. Poor
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19. (Cont'd)
(ii) In-service training

a. Excellent

b. Very good

c. Good

d. Satisfactory

e. Poor

20. In-service training programmes are necessary for new teachers as well

as the experienced.

a. Strongly agree

b. Agree

c. Disagree

d. Strongly disagree

21. Please grade the present training programmes:

(i) Presservice

a. Excellent

b. Very good

¢. Good

JEpEEn

d. Satisfaétory

e. Poor
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(ii) In-service

a. Excellent

b. Very good

c. Good

d. Satisfactory

e. Poor

22. To what extent go pre- and in-service English language syllabus contents

reflect the need and interest of trainaes?
(i) Pre-service

2. Reflects to a large extent
S
b. Raflects to some extent
c. Does not reflect at all ‘
I
(ii) In-service
R
a. Reflects to a large extent |
S
b. Reflects to some extent
c. Doas not reflect at all

23. How often do you visit each teacher in a year?

a. Once

b. Twice

c. Three times

d. Four times

e. More than four times (Please say how many):




23.

24.

25.

26.

27.

28.

443.

(Cont'd)

f. Only wisit a proportion.(please give the proportion):

g. Do not visit at all

1f your answer is not (g), do you think that these visits are enough

to assist the teachers adequately?

. 1
YES NO L._j

In your opinion, how often should each teacher be visited by his adviser

each year?
a. Once
!
b. Twice |
S §
¢. Three times g
d. Four times : 1
L
e. More than four times. (Please say how many times):
£. No need to visit a teacher ' i

Is the standard of English achieved in primary level suitable for entry t

— ——1
YES __—:} NO ___J

If no, do you think this is due to the pupils' Tow competency in English?

to intermediate level?

YEB NO

If yes, do you think that weaknesses of pupils in the stages following

the primary school is due to the inadequacy of teaching the primary

YES [::: NOC :::]

school 2
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29. If your answer is ges, what would you sugguest as the resources needed

30.

31.

to raise the quality of English of primary school pupiles? (You may

choose more than one).

a. Changing tke current textbooks

b. Adopting a new approach ' ‘
(Please say which): b

c. Improving the training of TEFL teachers

d. Changing the syllabus

e. Othars. (Please say what):

Do you think that the English language syllabus at primary stage fulfills

YES NO ‘

If your answer is no, which of the following do you feel to be

the aims and objectives of TEFL in this level?

relevant?

a. Too long

b. Inadequacy of some teachers ‘

c. Lacks vamiety

d. Does not fulfil the needs and interests of pupils

e. Other reasons. (Please say what):

Do you think that English language textbooks used in Bahrain primary

schools achieve the set aims and objectives?

YES NO l




33.

34.

35.

36.

445.

If you have said "No", which of the following is/are relevant?

a. They are difficult for some teachers to teach

b. They lack variety in topics

c. They do not fulfil the needs and interests of
pepils

d. Others. (Please say what):

|

Do you think that the method/appreach used for TEFL in the primary

school achiaves the set goals?

YES

If your answer is no, which of the following are relevant?

3. Too difficult for some teachers to apply
b. Lack variety
c. Do not deal with the four language skills

adequately

d. Others. (Please say what):

|
]
||

NO

Which of the following methods/approaches of TEFL do you recommend as

e bast for the Bahraini primary school learners of English?

a. Grammar translation

b. Direct

c. Eclectic

d. Audio-lingual

e. Communicative

10




36.

37.

38.

£. Others. (Please state what):

Do you think that the primary teachers of English are able to €ollow
with competence the method/approach recommended by the Ministry of

Education?

YES ‘ NO

If your answer is no, js it because of their own jnadequacy in:
(You may choose more than one)

a. Listening and understanding :::]
b. Speaking {:::]
c. Reading [:::
d. Writinhg [::::

How often do primary school TEFL teachers use the following aids when

teaching?
Very Often  Often Sometimes  Never

- Tape recorder

- Qverhead projector
- Radio

- T.V.

- Film strip

- Flannel board

- Magnetic board

- Pocket board

- Maps

- Magazines and
newspapers

- Charts

- chers. (Please state):
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40. How often do EFL primary school teachers use Arabic when teaching English?

41.

42.

—i
a. Always l
)

b. Sompetimes

—t

c. Never

Most of the errors committed by the primary school teachers of English

are in: (You may choose more than one alternattve)

a. Structure

o

. Spelling

¢. Pronunciation

d. Vocabulary

Most of the errors committed by English language teachers in the primary

school may be traced back to: (You may choose more than one alternative).

a. Interference by the Arabic language

b. Inadequate exposure to everyday English

c. Over-generalisation

d. Analogy

e. Interference within English language

f. Others: (Please say if any)
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STATE OF BAHRAIN

W09

-UMIVERSITY COLLEGE OF ARTS Lao\a! 2450
SCIENCE & EDUCATION v 2Ty Y sl
" P.O. Box 1082 VAAY G e
Tel.:682748/682071 . L
Rgsnii | VAY VA VAYVEA @ Gyias

LlSgs AYoA : ,SE

27 December 1984

Mr Hassan Al-Mehri
Assistant Undersecretary of
General Education
Ministry of Education

P.0. Box 43

Manama.

Dear Hassan,

Mr Ashour Ashour has recently returned from Cardiff in order to
continue his Ph.D. research on primary education in Bahrain. He 1is
interested in visiting a number of schools and in interviewing their
headmasters and various senior teachers.

Whatever assistance you could give him would be much appreciated.
I understand that he will contact you shortly about this matter.

Yours sincerely,

A

Paul A. Scanlon
Professor and Chairman
Department of English

cc: Ashour Ashour
Instructor (on leave) -
Department of English, UCB

PAS/MS
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APPENDIX "9 b"

STATE OF BAHRAIN

W09

UMIVERSITY COLLEGE OF ARTS ) .i':..\,!.]|;=m|
SCIENCE & EDUCATION s Y1y WY A all
' P£.0. Box 1082 \CAY o .
Tel..682748/682071 \AY’V\/'\AYV{A T Oakuls
Tolex:9258 UCOBAH LSy AYOA « LD

27 December 1984

Mr Ali Bubshait

Assistant Undersecretary of
Curriculum and Training

Ministry of Education

P.0. Box 43

Manama.

Dear Ali,

Mr Ashour Ashour has recently returned from Cardiff in order to
continue his Ph.D. research on primary education in Bahrain. He is

interested in interviewing a number of English Advisors in the Ministry
involved in this level of teaching.

Whatever assistance you could give him would be much appreciated.
I understand that he will contact you shortly about this matter.

Yours sincerely,

Pl S cadin

Paul A. Scanlon
Professor and Chairman
Department of English

cc: Ashour Ashour
Instructor (on leave)
Department of English, UCB

PAS/MS
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APPENDTIX™"9 c"

STATE OF BAHRAIN
UMIVERSITY COLLEGE OF ARTS

0y

_ analandl 24
SCIENCE & EDUCATION v Iy WY Al al)
" P.O.Box 1082 VA e
Tel..682748/682071 VAY VA [TAYVEA @ il
Telex:8258 UCOBAH / "

Ll AY0A : .5

27 December 1984

Mr David R. Thomas
Representative

The British Council
P.0O. Box 452
Manama.

Dear David,

Mr Ashour Ashour has recently returned from Cardiff in order to
continue his Ph.D. research on primary education in Bahrain. He wishes
to obtain from you the results of a test, administered several years ago

by the British Council (Bahrain), taken by EFL teachers with the Ministry
of Education.

Whatever assistance you could give him would be much appreciated.
I understand that he will contact you shortly about this matter.

Yours sincerely,

AR

Paul A. Scanlon
Professor and Chairman
Department of English

cc: Ashour Ashour
Instructor (on leave)
Department of English, UCB

PAS/MS
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STATE OF BAHRAIN

BB

UMIVERSITY COLLEGE OF ARTS Lo\t LA
SCIENCE & EDUCATION L300 ol Yy asialt
" P.O.Box 1082 . _ VAAY D G
Tel..682748/682071 VAY VA [UAYVEA @ (piak
Telex:8258 UCOBAH

LKy AY0A : 8B

27 December 1984

Mr Mubarak Sayar
Director of Examinations
Ministry of Education
P.0. Box 43

Manama.

Dear Mr Sayar,

Mr Ashour Ashour has recently returned from Cardiff in order to
continue his Ph.D. research on primary education in Bahrain. He wishes

to obtain from you the English language test results for the final primary
year, 1984-85.

Whatever assistance you could give him would be much appreciated.
I understand that he will contact you shortly about this matter.

"Yours sincerely,

PGS cnken

Paul A. Scanlon
Professor and Chairman
Department of English

¢

cc: Ashour Ashour
Instructor (on leave)
Department of English, -UCB

PAS/MS
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APPENDTIZX "10"

Classroom Observation Criteria
for Primary TEFL Teachers

STATE OF BAHRAIN
tMiNISTRY OF EDUCATION

DEPARTMENT OF CURRICULA REPORT ON LESSON DATE
FOREIGN LANGUAGES SECTION

SCHOOL TEACHER FILE NO.
CLASS L PERIOD NO. OF PUPILS
TEXTBOOK LESSON/STEP/UNIT

A. TEACHER
. Rapport with Students

2. Classroom Management

3. Visual Aids/Display

4. Correction of Written Work

5. Preparation

B. TEACHING
I. Activities: [LISTENING ] SPEAKING | REACING | WRITING j OTHER]

2. Use of Materials:

3. e of Aratic:

C. LEARNING
{. Pupil-Centred Activities:

2. Pupil Participation:

3. Pupil Standard:

D. C.CMMENTS & SUGRECTHOMS

ENGLISH ADVISER DATE
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APPENDTIX "11"

Ministry of Educaticn
Directorate of curricula Se¢hool

Foreigh Languacss section Namne

Final Examination Paper for the

Sixth Year Primary Schools
1983-34

I. Find a word in the list on the right to match each meaning:

J LS Ll i b (8 e

Example: mnine and nine

1- You look at it to tell the time. Succcessful
2~ You use these to walk. Careless

3~ Cnildren go here to learn. eighteen
4- Tt is & topr of a roomn. ncen

5- Thic is the opposite of %“eautiful. feet

6— Pcople who de well in life are ceiling

7- Pupils who make a lot of mistakes. school

8- It is a part of the face. neighbour
9- It is the middle of the day. ugly

10- They are pecple who live mear you. webeh

nese
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2) Read each of the following sentences. If the sentence
is true circle the "T" if the sentence is false, circle
the HFH

O \ g Y F J,_}Z‘id&éﬁzwa.l@“c.ilf‘j‘ T J}_o-E)S‘JC..é;

¢ ?._‘.__.2.._0‘.:5 ;\_.CE.L;.:..”

1- We sleep at night. ™ F
2- The sun rises at night. T F
%3- I live in Bahrain . T F
4— Flephants are bigger than cats. T F
5- 5 is more than 10. T F
6— A dog is an animal. T F

7- Black is the opposite of white. T F
8- There are ten days in a week . T F
O- A car is cheaper than a bicycle. T F

10~ Mothers love their children. T F
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Z_ Write the suitable word to compietle cach sentence .

PPN O [ DIUE X1 001 P [ B SN 4|  FPR
1- We keep money in a _ __ grateful
2- If a knife is __ it will cut better. ceok
3— The doctor will give you some _____ for your cold. sharper
4- It is ____  in summer. medicine
5- My pencil is ___ +than yours. early
6- I always o to school . longer
7~ It is to tell the time from a clock fine

without hanés.

8~ It was such a ___ day that we went for a walk purse
9- I know how to . impossible

10~ I am very te you for your help. het
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_ 4- Answer in Complete Sentences:

g
o

What are they doing ?

7. When do we use an umbrella?

4-,

8~ What i1s she doing?

I =
= ; !
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5 - Complete each gentence as the example,

—
PR Z
A,

e )

The lion is bigger than the deg

.Inl.x

o

I

m

|

!

|

]

|

|

0]

=t

o

—

=
TV ity
[

ITATeIEN

[

Fatima Sameera

(1)

Lol

'”‘]""l””T”'Y

sl

ll‘lllAA

Jog

ﬂ'w'[

/\/ ’ 2 2
(—9/?::?\
i

h\i ¢ /‘1 ( 2 ) Huda ALl
b six-yearas old Two years old

o
-

Pencil

¢ 3)

2]
o
]
1)
H

ORI | L D R TR ) B T

1) Fatima is _ than Sameera.

tall short

2) Huda is than Ali.
01d Ycung

3) The ruler is than the percil.
shert 1long .

4) The clcck is _ than the picture.
high low



