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Thesis Abstract
This thesis attempts to explore the two notions of knowledge and achievement/success in the English Degree Course. It sets out a double aim; one is to explore the nature of knowledge behind degree readers’ successful completion of the course;the second is to examine the extent to which these students’previously acquired literacy in other languages has a qualitative effect on their achievement in a language degree. The research centers on good achievers’ study experience. What they do to complete their studies within the prescribed period, what contribution they make to their English language ability development, how they face study work across subjects are questions addressed in this thesis.

            Informed by scholarly work on the following themes: academic achievement (Entwistle and Wilson,1977, Norman,1982, Covington, 1922, McMillan, 2000, Curzon, 2001), language ability development/proficiency (Bachman, 1990, Canale & Swain, 1980, Bley-Vroman, 1988, 1989) literacy in both L1 and in an additional language (Reed et al,1985, Winograd, 1977,  Eysenck & Keane,1990, McKay, 1992) multilingualism (Ringbom, 1987, Gass & Selinker, 1994, Sanz, 2000, Cenoz, 2001 & 2003), the research seeks firstly to reach a working definition of what FL proficiency stands for. Secondly, it attempts to arrive at a greater understanding of the type of knowledge that is relevant to academic achievement. It also examines the nature of L1 and L+ literacy. Given a consensus on the distinction between declarative knowledge, procedural and strategic knowledge and on their respective but complementary role in language skill and knowledge development, this study highlights the role that both cognition and metacognition play in literacy development and their combined contribution to academic achievement. It analyzes a group of good achievers’ “story” of their study experience. Selected according to a purposive/non-random sampling procedure, the participants were former students in previous tuitions year. Data which were collected by means of a questionnaire, a semi-structured interview and written documents submitted by students for the research purpose, are mostly verbal in nature. They were analyzed and interpreted by means of a step-by-step procedure of meaning 
v

finding, coding and grouping (Strauss and Corbin, 1990, Tesch,1990, Patton, 2002). 
The themes that this procedure generated were further processed via inductive and deductive processes that led to conceptualization. Data interpretation suggests that early literacy in L1 and or both L1and L2, a sense of achievement at the start of tuition in an additional language, high interest in the language, acceptance of study content, a will to work hard and at a fairly frequent rate lead to course completion by degree readers. The results  obtained consistently inform the research questions about participants’ attitude to work, thoughts , study behaviours and work methods. Though limited to be generalizable, the categories that were arrived at mirror academic fitness and schema knowledge (Covington 1992, Marshall 1992) as two prerequisites to academic achievement. Furthermore, when language ability is only developing, participants perceive it as one among other challenges which they face with positive attitude, consistent study action and personal work methods.

While these results partly match Entwistle  and Wilson’s conclusion on success-predicting factors, other inferred data about literacy use by these students suggest these students’ ease with these two components of their English proficiency. Two participants who, throughout the interview reiterate their interest in English written skills, also mention a link between early literacy in a second language and a fondness for English written skills. This, as well as these participants’ observed study behaviours in the classroom, do not sound in contradiction with multilingualists’ assumption about a favourable role played by previously acquired literacy in the attainment of an additional language literacy. Though in embryo, a link seems to exist between ease with L1/L2 reading and writing and control of the same skills in an additional language. However, the nature of knowledge that leads to a successful completion of studies for the degree course by these students may or may not be due to attainment of high overall language ability in the additional language even if use of declarative, procedural and strategic knowledge can be traced in the participants’ story.  
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INTRODUCTION
INTRODUCTION

             It is nowadays agreed that academic success results from the interplay of at least two different types of knowledge. Declarative knowledge or knowledge of factual information and procedural knowledge or knowledge of how to proceed to meet academic challenges. However, without strategic or metacognitive knowledge, academic attainment might not bear evidence of a student’s creativity. While the former type of knowledge, which is expected to equip most students who reach higher education, reveals to be essential to academic achievement, the latter reveals a crucial one to survive study experience in a context which is widely characterised by undefined study aims and the problem inherent to the content of study (Covington, 1992). The type of knowledge which is required for students overcome the difficulty linked to an unclear statement and therefore unclear perception of the aims of study and the ways to overcome this difficulty should indulge students at this level of learning into developing the perceptual and cognitive skills that are necessary to identify both the aims and the means that lead to the attainment of higher learning aims.

       
High order learning, as is suggested by the literature on cognition and academic achievement (Norman, 1982, Curzon, Covington, opcit and MacMillan, 2000) is the means towards that aim. This involves goal setting, action planning and execution which depend much on a tolerance for ambiguity and a capacity to identify/find a problem and work out ways to solving the problem.

      
When academic study is through the medium of an additional language, the interest lies in finding out how students, who use English for study purposes mostly, manage their way towards success. Finding out how student who use English to read for a degree in the language complete the course of study within the prescribed period in a context where -it is acknowledged- success is slow and mostly imperfect might be enlightening for future curricular design.

      
Researchers on language ability and multilingualism (Cummins, 1979, Sanz, 2001) seem to agree to a link between high language proficiency levels and metacognitive transfer. But academic achievement in a language degree course does not seem to depend on a high language proficiency level only. When, in addition, language is both the study subject and medium, we may rightly agree to a double challenge facing the degree students. One challenge is to meet academic requirements for achievement is possible only if students possess aptitude and knowledge; the other is precisely to reveal aptitude and knowledge via the medium of study.

      
This thesis attempts to shed light on the nature of knowledge that leads degree students to complete their four-year course.  The following aspects of their study experience are addressed: their a) perception of the study context, b) attitude towards the study enterprise, c) contribution to their LA development, d) the study patterns they use and e) a possible link between the revealed knowledge and their multilingual literacy experience. Three main research questions guide our investigation: 

Question one: How do few students manage to succeed  when a majority hardly do so?

Question two: What are students’ contribution to their language ability development?

Question three: What are students study patterns across subjects?

      
When answers point to any link between the students’ previous literacy and English literacy use during the degree studies, we might be able to spell out the nature of knowledge that is behind achievement probably as one that is not characterised by linguistic knowledge alone or as one dependent on language specific devices (Bley-Vroman 1988) but as knowledge of a complex nature involving cognitive and metacognitive as well as skill transfer doubled with at least an acceptable L+proficiency (Ringbom 1987,  Cummins 1987,  Kees de Gooper, 2003).

       
We might thus be in a position to back up the FLA position and suggest that pedagogy should look in the direction of multiple knowledge and skill transfer when designing or selecting a language university degree course content and methodology.

Problem statement
           Cohorts of students strive to obtain a degree in English but few manage to complete their studies within the four-year prescribed period. According to department recent  statistics,  10% across year one to four exit the course early June, a few more after June re-sit, whereas a majority are referred to September re-sit. The situation is such that a minority of degree readers obtain satisfactory grades whereas a majority plough to obtain results that, generally, fall below the average pass score.

        
For most teachers who are in charge of skill or content modules taught through the medium of English, the cause of such a discrepancy in outcomes lies at the time and place(s) the now degree readers encountered English. Nonetheless, all new entrants to the English degree course are Baccalaureat holders in either science or non-science streams having scored a minimum 12/20 at the English paper of this high school exit examination.

       
Acquiring an additional language in a foreign context is a process that is generally doomed to failure (Bley-Vroman, opcit); therefore, a low rate of success against a high rate of failure is the more expected trend. We might thus assume that those among degree readers who achieve well pertain to the former situation and are among the few who manage to acquire an additional language in an EFL context. Meanwhile, progress remains slow and laborious for a majority of students in the degree course. The real question is why only a minority make the grade and graduate in time. Until we examine good achievers’ profiles, the present situation might still perdure. The problem then, is that good achievers’ knowledge and skill go unnoticed and unresearched; this would then leave potential exploitation of valuable learners’ resources unexplored.

Context of the study   
         Scholars interested in multilingualism (Ringbom opcit, Gass & Selinker 2000,   McLaughlin, Sanz, 2000) highlight the potential role of language experience that is previous to that of an additional language.

         
Research on Academic achievement concludes to a number of success predicting factors (Entwistle and Wilson 1977) as well as an encoding specificity and schema knowledge (Covington, 1992). Among the success predicting factors we are interested in pre-university learning outcomes, study motivation, study methods and hard working for they seem to be the most observable and are congruent with what literature on cognition and academic achievement establishes as crucial ingredients for study outcomes to extend beyond re-productive thinking. In a study context which is characterised by the use of English as both the medium and the subject of study, success rate is low both across the year and on course exit. Concern with the specificity of an EFL context is bound to bring to light a number of aspects that are related to the students’study experience. 

        
In general, SLA scholars do not state the difference(s) that exist between teaching/learning contexts that are strongly supported by a constant use of the target language in the outer environment, by members of the speech community and teaching/learning contexts which lack such support. Despite this acknowledged difference, scholars tend to consider important issues such as those regarding approach or material design, learning styles or strategies equally applicable to either context.

         
The present study stands in line with the orientations taken in the last two decades by a number of scholars (a few are mentioned above) who rather than ignore or undermine the difference between SLA and FLA, count with it as they highlight the fact that acquiring or learning an additional language in a context where the language is hardly used is bound to be different .We not only believe that the difference may not be alien to the generally low and limited proficiency EFL learners attain in this country but we are deeply convinced that given the limited exposure, the type of exposure-academic English only- the learners and the study experience of the degree readers  more precisely, differ in many ways from that of their peers who live and study for a language degree within the target language speech community. As mentioned in the introductory paragraph (p.1) the degree study context is characterised by an overall low rate of success and students’ laborious development towards the study goals. This is true for a majority against a minority (10 to 20% according to department more recent statistics). Those few manage to move to the upper year and eventually graduate within the four-year prescribed period.

            What is puzzling even if standing as a sign of hope that the overall gloomy situation might not last for ever, is the very rate of success and, at times, quite good profile of students exiting the course in June. When we might assume, as we generally do, that attendance and hard work are behind high or better achievement by a few students, we might want to know how this small category of good achievers manage to complete their studies for the English degree earlier than their peers do. Aware of the multitude of factors that are likely to intervene and shape the process of learning/studying, we equally bear in mind the multilingual experience of the Algerian degree readers,   which we suspect, might not be alien to the types of outcomes they attain while both developing heir English proficiency and heading to meet the degree course requirements. Given the high discrepancy which features students’ outcomes across the tuition years, we wonder why, despite a shared multilingual background and a shared learning context, some do well and attain acceptable profiles while others do  less well and attain a low profile. Without data to inform our understanding of the good achievers’ profile, we might not understand what else behind low motivation or low proficiency hinders the low achievers’ route to success.

       
A commonly suggested reason to account for high achievement is “ils sont doués”; when this is suggestive of a cognitive advantage, it is also reminiscent of Nation and Mclaughlin’s ( 1986 ) distinction between “novices” and “experts”. The idea being that language experienced learners might take short cuts which save them time and effort especially during reading or writing activities.  Since the written skills, both a component of language ability and a vital study instrument, are also highly dependent on cognition and closely related to it (Lipman, 1992) we expect a good handling of them to be partly behind the good achievers’ performance(s).

         
 We are interested in the position of scholars who “count” with the environmental limitation in FAL/L and much attracted by those who postulate that previous language acquisition/learning experience may positively affect FL ability in a way or another. Being a user of more than one language is a characteristic of most degree readers. Fortunately, such a trait has been put on the scholarly research agendas (Cumming, 1994, Cenoz et al 2001b, Cook, 2002,  Sanz 2000). Multilingual learners may use their previous linguistic background as a resource.

        
Contrary to what has been postulated by constrastivist linguists, multilingualism may facilitate rather than hinder the learning of a foreign language (Also Mc Laughlin opcit). Learning an additional language post-puberty may not be impossible since age favours a number of mechanisms or problem-solving principles that are believed to ease learning (BleyVroman, 1989) and being a bilingual may even “enhance” additional language acquisition/learning (Sanz, opcit). 

        
New orientations in LA research point to learning potentials as well as hint at a number of substitution systems that learners of a FL/L+ bring with them to the learning of or study situations.

         
Discussed in chapter 6 below, scholars’ position sound convergent concerning discourse comprehension and production. Comprehending and producing discourse in an academic setting involve processes that are much dependent on cognitive structures and high-order learning, the absence of which might jeopardize achievement. But such data is scarce or inexistent. Deriving data from good achievers might help documenting the theme. If collected data allows for interpretations that hint at a possible existence of higher learning patterns which good achievers might owe to their multilingual background, this might open an interesting research path. Meanwhile, we are still confronted with a low rate of success by students who choose to major in English.

Aims of the study 

        
The purported study attempts to account for differential success and more particularly find out why, despite the fact that they seem to share a similar school background, a fewer degree students obtain satisfactory scores that allow them to move to upper years, whereas a majority experience “hardship” and have to repeat the year or exit before obtaining their degree. 

        
By examining the reason(s) why, given similar study conditions, a few students manage to keep to their study schedule while others do so, only laboriously, this study also addresses degree readers’ contribution to their language ability development.  Related to an EFL context where studies for the English degree develop through the medium of English, giving the language a double status that of an additional language (L+) and that of a subject of specialisation, this research is expected to unveil aspects that feature the reader’s study patterns and methods. For we might want to know how degree readers cope when studying various specialized subjects via English, a language they do not fully master yet on course entrance.

         
How students face the double challenge of attaining academic achievement in this study context is a major area of focus. By addressing the specificity of the EFL setting, the study aims at unveiling aspects that are related to the students’ study capacities. Especially so since lies also the belief that the degree readers’ experience with other languages might not be alien to their study behaviours as it might affect their studying in one way or another. When any link between the former linguistic background and their actual study situation is to appear, or the good achievers reveal fit with an advantage over their peers, then we might consider the possibility of exploiting such a useful human resource for possible curricular adjustments.

          
We are of the opinion that a research route which addresses students’ study patterns, beliefs and perceptions might be highly informative about the degree readers’ study experience and the patterns that characterise the move to academic achievement and more importantly, lead to successful outcomes.

         
This research has been undertaken with the hope to shed light on two aspects which are closely related to the notion of proficiency and its development. By focussing on success and knowledge, we address students’ contribution to their study outcomes trying to identify the nature of knowledge that helps  the students to graduate. We are hoping to come across findings about processes and outcomes, the implications of which might allow for assumptions which might enlighten future attempts to make adjustments. This in view of reversing the trend, i.e ensure that a majority rather than a minority of students complete their degree studies within the prescribed period. 

Significance of the study 

This research relates to a context where a foreign and therefore additional language (L+ henceforth) is used as both a medium and a subject of study by young adults who are speakers of one or two other languages. These students have experienced the learning of an additional language, French apart from their L1(Arabic or Berber). They are multilingual and whatever their literacy level in any one of the languages they presently handle, their previous language learning experience should not be negligible; it may even be of some significance in the present study.  

      
Scholars interested in multilingualism (Cenoz, .Ringbom, Bley-Vroman,               McLaughlin, Gass & Selinker, opcited) highlight the potential role that previous language experience may have in new/additional learning/acquisition situations.   Mostly, such a role might affect target language outcomes. But we are here interested in academic achievement so if any such role, it should extend to academic achievement. The move seems both timely and relevant in an era of tremendous changes. One such change relevant to the theme of the present study relates to the multilingual status of most English students the world over and the increasing interest in the implications this situation might have on future course and material design.   Another seems to affect the course of academic study. We might mention the use, by students, of information providers devices such as the internet and sophisticated models of mobile phones. These seem highly popular among students,   they are bound to affect study behaviours especially when they are being used as substitutes  for books and traditional documentation.

Limitations of the study  

          
This investigation addresses students’ study experience.  It is evident that study life requires both oracy and literacy skills; heavier focus here is on literacy skill use in particular. Initially a large sample of students was targeted but  limiting the sample to a group of high achievers across tuition years, is a move that was imposed by the qualitative orientation of the study. A few practical constraints which cropped up during the study also imposed a smaller sample. 

        Despite a great concern for study processes, and an initial interest in introspective research tools, these have not been included in the research. We mention one reason that affected our decision. A think-aloud procedure was tried out on a group of fourth-year students. Only three accepted to perform the task and tape their “thinking aloud” as they developed a topic into an essay. One of the three students handed a tape which described the steps involved in essay writing. This was not adequate. Then, these students left the institution and did not take part in the interview and questionnaire nor handed written documents. Therefore the material thus obtained was not examined for this research purpose.
          To initiate the first part of the thesis which  aims at surveying the literature on the theme, it is believed useful to deal with aspects which are inherent to the work undertaken for this purpose. Such aspects are related to the exploratory nature of this study and consequently to a number of constraints which were met during the information gathering phase in general. These are considered in  the section below.
Some considerations on the literature review
           
At the onset of the present chapter it seems adequate to reiterate the exploratory orientation of this research and the complexity of the problematics. Due to this as well as the themes being explored, the sources that were consulted have been useful in fulfilling two important aims. The first was to gather a sufficient amount of information so as to refine our research questions; the second was to obtain an updated picture of whether and how research has addressed the topic under scrutiny or alternatively any similar one.

        
While we agree to the first aim being satisfactorily met, we remain cautious about the fulfilment of the second aim for we envisage the possibility that similar studies have been or are being conducted of which we are not aware. We must admit that summarizing research on the theme proved quite laborious. Two reasons account for the difficulty; one is the obvious scarcity of journals on educational research in the local resource- holding sites (reading room and libraries); this made it quite difficult to track research that is closely related to the theme. The second reason is related to both  the recency of qualitative-based research methodology in education and to its implementation in language education in a multilingual context.

        
Nevertheless, whenever a useful source was encountered it was fully explored in search for relevance and linkage. Whenever the theme of a reported research sounded related, the source was consulted even when the related research methodology revealed different as is the case of the study conducted by Entwistle & Wilson (1977) and reported by them under the following title: Degrees in Excellence :  The Academic Achievement Game . This and other studies are briefly discussed in terms of their major aim and relevance to the present study in chapter 4 and  5 respectively.  

        
We also feel it right to mention that despite scarcity of journals on educational research at the local libraries, the aim to explore the theme by means of a qualitative-based approach was not discarded even though the project had already been launched and additional sources became available. While this has surely determined both the  amount and choice of the sources consulted, it  qualitatively altered the review and  gave it its particular touch. 
To understand the phenomenon under concern and  find out about successful completion of university  studies undertaken through English as a medium of instruction by university students, we felt it appropriate to try and shed light on a number of  aspects which feature degree study completion and appear to determine academic achievement;   three aspects seemed predominantly relevant:
1.Proficiency and its achievability
2.Academic achievement 
3.Literacy.
        
 Our quest for pertinent information on the theme has dictated the following moves: A preliminary move in search for information has indulged us into defining the concept “proficiency”. The notion of proficiency is a construct that is complex indeed but interesting enough to be worth the attempt to grasp its various facets and  highly relevant since it is inherent to academic achievement and successful completion of studies for a language degree in this country.

        
A subsequent  move has  led us to consider the perspective from a theoretical linguistic angle  to an applied one. The bulk of the discussion  was conducted with an SLA perspective until we realized, as we formulated our research questions, that it would be more relevant to look into language development from a FLA perspective especially so since the field started to emerge as one on its own.
    Structure of the Thesis:

     This thesis is structured into two main parts. Part I deals with the literature review and includes six chapters.  Part II deals with the research methodology and includes three chapters a general conclusion and implications. The latter focusses on the findings and the possibility of exploiting them in future attempts to amend or supplement instructional approaches and curricular design

   The review of the literature which includes six chapters surveys the three major aspects related to the theme   through six chapters.

        
In chapter one, we examine the notion of language  proficiency in a fairly exhaustive manner taking into consideration thought development on the concept. The knowledge component, in particular, was given concern and examined in the second chapter in relation with a crucial dimension: consciousness.  A number of variables that are consensually believed to shape or even determine additional language development as well as academic achievement are the theme of subsequent chapters. In chapter three,   input processing, the role of output,  individual differences are discussed . 

       
 In chapter four,  we consider FL proficiency within Bley-Vroman’s fundamental difference hypothesis for its congruence with the purpose of the inquiry, we next  elaborate on the concept of academic achievement which in its most desirable form, higher learning, reveals to depend on both cognition and metacognition. 

        
A further concern of the literature review  addresses the notion of literacy and the role of thinking ; First L1 literacy  then L+ literacy are the two major themes  in Chapter  five  and six respectively.  The last chapter  is crucial to the present study as it both deepens our understanding of FL matters and helps us to envisage proficiency in the written skills from a more realistic stand; one which because it takes into consideration the plurilingual reality of the degree readers has provided us with clues to successful study behaviour  and suggested possible causes behind degree readers’ differential success.
    Part II of the thesis which includes three chapters, a general conclusion and implications,  focusses on the exploratory nature of the study, gives an account of the investigation devices and procedures . It finally considers the findings and possible ways of exploiting them in future attempts to amend or supplement instructional approaches and curricular design.
       We have thus been in a position to make a few predictions in relation to our research questions as well as construct or select a number of workable concepts. This  also determines our research tools.

            
To  part I and the six chapters of the survey of literature we now turn.

                                    PART I:   LITERATURE REVIEW

Chapter One: On The Nature of Language Proficiency                    
INTRODUCTION
          
Exploring  the notion of proficiency  proved highly relevant  as it brought to light  a construct the complexity of which seems often ignored or undermined by those involved in the field. The least we can say is that ignoring or undermining such complexity might lead most actors in the field -teachers and students alike- to make false assumptions on their respective roles. When these roles are crucial in the obtention of a university degree, the move seems worth undertaking. 

       
In the forthcoming sections, the notion is examined with regard to general thought development and in relation to a number of models which were suggested during the last two decades by Canale & Swain (1980 ), Vollmer & Sang (1981)  Bachman,(1990) Bachman & Palmer ( 1996 ).
         Referred to by scholars in language education and other related fields as “proficiency”, “ability” or “knowledge”, the issue has much been debated upon for about half a century and is now  a central one in scholarly endeavour to identify the nature of what makes a user of one (or two) language(s) become able to (equally) use another language. However, we suspect that  most information that has been made available on the question relates mostly to the acquisiton of a second language (SL).  
        
In fact, in most SL accounts, writers often  remind readers that much of their research, study, discussions of given aspects related to the notion of proficiency are relevant or even applicable to foreign language contexts too. Yet having been involved in teaching English as a foreign language for over two decades in this country, it is one of our assumptions that learning/acquiring a foreign language by speakers of more than one other language is likely to involve some specific features; in other words, Fl acquisition is bound to be shaped (when it does occur) by aspects other  than the ones known to researchers in SLA.  However, since priority lies in identifying the nature of language proficiency by reviewing existing information on it, to this aim we turn next, bearing in mind that our main research question addresses the specific FLA context in general and successful study completion through the FL medium in particular. 

        
In partial fullfillment of that aim, this chapter is concerned firstly with the   theoretical aspect of the notion and secondly examines it in terms of a process of change that turns a post-pubertal learner from a non-user of an additional language to a fairly proficient user of it. We shall therefore proceed to 1) survey the type of theoretical models that are available  then 2) examine the concept of proficiency in relation to additional language development in particular.

       
Earlier propositions and earlier descriptions of the concept sound closely related to the practitioners’ needs for suitable testing procedures. Models which were developed in the 1960s’for testing purposes (Lado, 1961) or other (Canale 1980, Munby 1978) took the four skills and the four modes of handling language as the core of proficiency. 

        
Indeed, a quest for sound (language) testing procedures led Carroll (1961) to propose a four-dimensional  model which was based on the four skills. Carroll’s claim that language use forcibly involves two channels -print and wave sounds- as well as two modes receptive and productive - was voiced to counter Lado’s earlier suggestion –one based on a contrastive linguistic view - that proficiency used to refer to the foreign language learner’s handling of the target language and engulfed elements of the system (in a linguistic sense, low and high level elements from phonemes/morphemes to words, phrases and sentences…) and their use. Such a treatment of proficiency  was felt unclear because  so much oriented towards a quest for testing procedures. 
       
Nevertheless, the discrete-point versus integrative testing tension prevailed throughout the 1960s to the 1970s and led to the ever recurring question “what does it mean to know a language?”, which remains  yet to be answered.

       
In the  early 1960s, Carroll’s attempt to make the discrete-point and integrative views compatible led him to extend the four skills model (speaking, listening, reading and writing) to include components of the system such as “phonemes and their use”, “morphemes and their use”… Such a model ( according to Stern 1983) made it clear that knowing a language meant having a knowledge of rules (competence) as well as the ability to use the rules (performance) so as to handle its various components.  
        
However, despite the move ahead- the view gradually integrated the notion of performance- the model or what we might consider an attempt to provide a definition of proficiency, was yet unsatisfactory until it was enriched a few years later (late 1970’s early 1980’s) by insightful suggestions from Dell Hymes (1972) and other linguists whose concern for the social function of language started to be voiced.

      
Further insights from the Functionalists such as Halliday’s concern for the communicative dimension of language (use), preceded by the Prague School,  started to orientate scholarly thought about language proficiency to a concept that began to be far more inclusive, far more complex as revealed in a number of more elaborated conceptual models  that are examined next.
1.1.Canale  and  Swain’s Model 
        
Enlightened by the on-going debate,  Canale and Swain’s (1980) model integrates sociolinguistic competence as well as strategic competence as components to the concept. When proposing their model, Canale and Swain had  syllabus design and testing consideration in mind; this is probably why they sounded  the following words of caution: 

“1.Competence and performance are distinct notions and 2. Grammatical competence is unavoidable.” pp.6-7.
       
Referring to Hymes’ inclusion of “ability for use” in his definition of competence, Canale & Swain posit that competence, described as the “underlying knowledge in any sphere” does not involve the psychological constraints that characterise language use (performance). When they define competence -be it grammatical or  sociolinguistic-,  as a knowledge of the rules (respectively of grammar and language use), they limit the concept to the realm of “knowledge” not to be confused with the “realization” of that knowledge (competencies) in instances of production or comprehension which, the authors insist, occurs “under general psychological constraints that are unique to performance.” p.6. Besides the clear distinction which is drawn between the two notions of competence and performance in  the above model, there is also a strong emphasis on grammatical competence.

        
A slightly similar emphasis on grammatical competence -as part of linguistic competence- was voiced in the debate which opposed Oller and Vollmer& Sang in the 1970s. The model is briefly examined below.
1.2. Vollmer and  Sang’s model
          
The issue was whether competence was to be hypothesized as divisible or unitary. In response to Oller’s claim that a general factor, “expectancy grammar” lies at the basis of language proficiency and that research should proceed through factor analysis to identify it, the two German scholars put forward the idea that a number of linguistic and non-linguistic competencies lie at the basis of “language behaviour”. Favouring a multicomponential and therefore divisible view of the concept they argue that “proficiency…is integrated as a dynamic construct, as the relevant degree or level of competence a person has reached at the time of measurement”. (1981:164).
        
They seem to outline the weakness of research through factor analysis when  they suggest that focus should shift to what determines language behaviour; they thus recommand the use of “alternative research strategies that would have to focus on language processing theory” (p.6.) Making it clear that “internal processes….determine a certain language behaviour”, they highlight the (partly) psycholinguistic nature of language proficiency and openly equate it with communicative competence. 

       
What seems to come out of the debate is a move away from the idea that proficiency/competence is limited to and much dependent on one single factor. The newness in the German scholars’ approach to the issue is their concern for both external (behavioural) and internal aspects as well as the dynamic and therefore developmental nature of the construct. 

        
No less interesting is their approach to language tests, which they believe, should not only address the various “cognitve potentials” but should also be based on “task specific operations” that are likely to determine performance in language tests. They seem to favour, as an alternative to factor analysis, the use of tests or sub-tests.

        
If Vollmer and Sang’s position is rightly interpreted, language proficiency might be better captured, ie. identified by means of tests that address the various components that make it up. The position seems clearly stated in their suggestion to “use… more than one type of tests (or several subtests) in trying to assess so complex (and dubious) a thing as communicative competence (or language proficiency if you like) ” (p.69).
         
Volmer and Sang seem to draw a narrow link between the validity of language tests and the nature of proficiency. In this way they highlight a doublefold truth; we cannot design useful (reliable) tests unless the tests target all aspects of language behaviour. According to them, performance in a language test greatly depends on “cognitive potentials” and the type of behaviour called for by the test tasks.  

        
A slight digression seems indicated at this stage of the discussion. If Vollmer & Sang’s position is adequately grasped, it suggests that little justice has been done to the cohorts of foreign language learners since , unlike  L2 proficiency, hardly any model of FL proficiency exists yet. Testing practices the world around have mostly, when they complied with the validity principle, been based on L2 models. FL  proficiency would define differently  as they seem to suggest in their assumption  “…if it were only to make sure that we don’t arrive at too narrow a view of a person’s foreign language abilities and that our judgements are not unsound or made too quickly” (p.69). The need to deepen our knowledge of the notion is here highlighted as a desirable move.
        
All in all, the above  model of proficiency, presents two interesting aspects.  The first is related to a definition of proficiency which in the 1980’s  becomes inclusive of  components other than language knowledge; the second has to do with an emerging view that language tests might, better than any other devices, help capture the nature of the various components of what makes up language ability provided that they address the relevant components of knowledge. Tests are thus believed to be useful alternative research tools and potentially good indicators of successful FLA development. However, since our major concern here is  to examine a number of propositions regarding the notion of proficiency, it seems  indicated to shift focus back to other available models .
1.3 Bachman’s Model
         
 We shall thus examine L.Bachman’s theoretical framework of “Communicative Language Ability” (CLA). Inspired by Munby’s and Canale & Swain’s (opcit) theoretical frameworks as well as Hymes’ (1972) description of “Communicative  Competence”, Bachman’s framework extends to three components which are identified by the author (1990:84) as follows: 
1.Language competence. 2. Strategic competence. 3. Psychophysiological mechanisms.

   
Represented by this scholar in his book in figure 4.1 p.85, the model includes five components.  Language Competence (LC) stands at the top equally to Knowledge structures. In fact, the second  just mentioned pertains to the first for we wonder how effective communication would occur without such an intimately close repertoire of world knowledge and its mental represention. 
 Strategic Competence (SC) has both a central position in the figure and a central role in CLA; for as the author defines it, it characterises “the mental capacity for implementing the components of language competence in contextualized language use”, it further “…provides the means for relating language competencies to features on the context of situation in which language use takes place…”(1990:84). Bachman’s figure appears below:

The centrality of SC lies mostly in the fact that it is the component that shapes interaction between “the context of use”(depicted as major component 4) and the language user’s sociocultural/’real world’ knowledge via a set of “neurological and psychological processes” that are believed to give language its physical aspect.

          
As is revealed in the detailed description of the four components of CLA , the model includes most ingredients required in communication in terms of components and sub components that relate to strategy use, sociolinguistic features as well as pragmatic features; all are interrelated in a linear or hierarchical sense. Obviously, with its fairly elaborate description, the model confirms once again the varigated nature of language ability.

        
A closer look at the minute description  of each of the four major components that Bachman provides (1990:82-107) will in fact confirm further the complex nature of the model. LC for instance, subdivides into organizational and pragmatic competence;   it comprises a set of “abilities” that allow a language user to “manage” his/her repertoire of linguistic knowledge. Given the fact that the repertoire is consensually agreed to include vocabulary, syntax and phonology/graphology the role of such abilities in shaping any instance (spoken/written) of language use both at text and sentence level is highly significant. Quoting Bachman on these abilities or competencies :
 “…these govern the choice of words to express specific significations, their forms, their arrangements in utterances to express propositions and their physical realizations, either as sounds or as written symbols”,  (p.87).
 
We can but pinpoint the mental /intellectual nature of such abilities and  reiterate the necessity to be quite clear about their nature as they are bound to contribute in one way or other in shaping learning/study routes.

        
Pertaining to a repertoire of a different kind, the components of PC which is positioned at the same level of the hierarchy, and namely sensitivity to linguistic factors and to sociolinguistic features, come into play when they are “called for” to organize (hence the modifier “organizational”) elements of grammar, cohesion and rhetoric or to associate language to the right situation or purpose. Figure 4.2 appears below: 
   Thus identified and if adequately interpreted, the two types of components of LC (in the1990 model at hand) seem to  be in store in memory, waiting to get involved and intervene at the level of use in some kind of activity. As suggested by Bachman’s model of CLA, the kind of activity will be determined by components of SC.Adequate use of it will determine whether a language activity is successful or not.

       
Three such components and namely “assessment”, “planning” and “execution” seem to constitute  the area of involvement proper, strictly determined at the bottom end of the “hierarchical” arrangement by what is referred to by the author as the “context of situation” and at some different end, they are “organized” and “selected” before they get triggered by a set of psychophysiological mechanisms that transform them into  “material,” concrete” instances of use. 

       
As described in the above  mentioned model, the multicomponential nature of the concept/model reveals that the various components have different hierarchical positions. We expect the saliency of the latter aspect to be highly significant for the purported study; it will be dealt with in a forthcoming section.
1.4. Bachman  and  Palmer’s Model
        
In a more recent account of language ability which Bachman presents jointly with Palmer (Bachman & Palmer 1996), the multicomponential nature of language ability (LA ), (the term replaces “proficiency” in this account) is further confirmed as are the type of  components previously described. In fact, the authors themselves assert  that:
 “the model of LA is essentially that proposed by Bachman (1990), who defines LA as

involving two components: language competence or what we call language knowledge and strategic competence…” (1996:67).
           What is further confirmed, besides the fact that the two major components (LC 
and SC) are made up of the same subcomponents, is the impression gathered from an analysis of the previously described model that this one also reflects a hierarchy in its structure with roles assigned to the various components; some “appointed” to control, others to adjustment (of language knowledge to function/purpose awaiting to be called for contribution by others, SC components, for the creation or interpretation of language acts.
In addition to the hierarchical relationship between the various components of the more recent model, there appears a difference in both their nature and their roles. This aspect is revealed  in the description of the components of SC  which seem to pertain to areas of metacognitive  strategic use. 
As revealed in their figure (above p.23) the three (new) areas are identified as goal setting, assessment and planning. These seem, here, to require  choice and decision making moves.  A level at which items of knowledge - both structural/of the world and linguistic- are carefully selected and gauged in terms of suitability to task/situation, availability/relevance to use or to task response.  Though they are present at the same level in the structure following Bachman’s 1990 model, the moves and processes that are involved at the metacognitive level seem to be assigned, in this model, a more active role; that of giving shape to different realizations of language.  As such, these areas may be viewed as ones that determine linguistic outcomes or shape responses to given language tasks. They may be, thus, areas where high order functions occur. The impression seems to find confirmation in the  authors’s suggestion that:
            Language knowledge can be thought of as a domain of information in memory that is available for use  by the metacognitive strategies in creating and interpreting  discourse in language use. (p.:67).

              In sum, here too, components of linguistic competence are viewed as data which are stored for use, pertain to a domain of information which have both “control” and “availability” status whereas components of strategic competence seem to be assigned a more active and executive kind of role. Clearly, the above described framework confirms the multi-componential nature of language knowledge revealing through the hierarchichal arrangement of its various components that knowing a language does not amount exclusively to knowing its grammar and the other subsystems that language comprises  but it also amount to knowing how to use it successfully in various circumstances. 
Summary and conclusion 

         To summarize, four models of proficiency have been examined. Essential aspects in each model are briefly recalled below:

In Canale & Swain’s model a distinction is drawn between competence and performance. An emphasis is put on grammatical competence. 

Vollmer & Sang’s model presents grammatical competence as a component which is at the core of Proficiency. The model is based on the assumption that proficiency is a dynamic rather than static construct. It is both temporal and developmental. A further assumption is that  development  comes out as a result of an interrelationship between internal processes and language behaviour.

Bachman’s (199O) model is inclusive of at least three major components: linguistic competence, strategic competence and a set of psycho-physiological mechanisms. Language competence amounts to both language knowledge and knowledge of the world as well as an ability to organize and manage the language repertoire (vocabulary, syntax, phonology,morphology). Strategic competence  refers to the ability to make appropriate connections between components of knowledge and instances of use. It is believed to ensure successful completion of a language task. It is further viewed as dynamic and instrumental in efficient language use. The term “language ability” is equated with proficiency. Bachman & Palmer’s (1996) model reflects a view of the concept from an information processing perspective in addition to confirming the multicomponential nature of LA.

        
In conclusion, we shall first pinpoint the fact that scholars who are interested in the notion of language proficiency are trying to gradually dissociate it from that of measurement which is too reminiscent of psychometric theory and its heavy focus on the idea that L2/FL develops in “quantifyable amounts”. We also need to stress the idea that knowing a language requires knowledge  as well as ability; ability is not limited to identifying items of the code or to articulate well organized chunks; ability amounts to using items of the code for comprehension and production purposes but in ways that are adequately informed and that involve more than  knowledge of the system. Using the language indulges one into “planning” “elaboration and ‘control”. It is metacognitive or strategic knowledge and is believed to affect performance qualitatively. 

      
 LA is also acknowledged to be highly dependent for its development on a multitude of factors that are both internal and external to the learner.  Amongst these, cognitive, motivational and affective factors are presented as variables that contribute to a learner’s LA development. Due to their relevance to the theme under concern these are briefly surveyed in chapter three. 

      
Since we are concerned with the type of knowledge that leads to success attainment in a study context  in which a foreign language is used as a study medium, we might assume that degree readers’ developing LA  might not be alien to their progress towards the study goals. Academic achievement being the ultimate aim in their studies, we may further postulate a strong link between the two.

        
What the nature of that link is precisely is one of the objectives of the forthcoming chapters . Towards the aim, it seems quite appropriate to identify a few components of LA and mainly deepen understanding of the concept knowledge since it lies at the basis of what enables degree learners to successfully complete the course of studies through English as an additional language (L+henceforth).

                  CHAPTER TWO :  KNOWLEDGE
  Introduction
          Knowledge emerges as a crucial component in language ability development.  Indeed, in addition to knowledge which seems to depend so much on consciousness and consciousness raising, at least two others appear to smooth this developmental process. These are world knowledge and strategic knowledge. Therefore, subsequently to discussing the two above mentioned aspects, we shall renew interest in strategic knowledge.
2.1  Knowledge

         
Presented in most models of language ability as a crucial component of the learning process, knowledge is also given a fairly high status  in Bachman & Palmer’s (1990) model. We will remember that in  that model,  knowledge stands at the top of the hierarchy and is identified, equally to language competence,  as component one of LA. It itself subdivides into other components but it seems to depend greatly for its use on the second major component in the model Strategic Competence as identified in Bachman and Palmer’s model. We also realized that, as described in that model, knowledge is “ data stored for use” that is both controllable and available when required by components of SC. We also interpreted the role of SC components as an active one; that of triggering components of knowledge. These  are assigned an “executive role” and dealt with in  more details in further sections.
       
Such a view of knowledge  in terms of control and availability seems congruent with Anderson’s (1983) cognitive theory which is based on a clear distinction between two types of knowledge: declarative and procedural. Applicable, according to this scholar, to  language acquisition, first or other language,  the distinction  seems worth considering and  it is  briefly examined below.
       
Within his latest model, called Adaptive Control of Thought (ACT), Anderson (1985:1) hints at the idea that knowledge is there to be handled or, to put it adequately, activated highlighting  the role of three types of “memories”:

i) working memory, which takes in information that is available to the system,

ii) declarative memory which stores new information,

iii) production memory which partly triggers performance when called for.

According to this model,  working memory has a double role:at times required for encoding information and at  other times  required for performance, and appears to have a double link; one with  declarative memory  and one with production memory  which allows for performance through matching and execution systems. This multiple use of working memory seems to give it a double status too in that it can speedily take in facts or information  but only allows for performance when triggered by production systems. This triggering process, as clearly stated by Anderson (1985) is subsequent to encoding and may be delayed, taking longer to be realized. In  the author’s words,  “a fact may be committed to memory after a few seconds of study. In contrast, it appears that new procedures can be created only after much practice…”(p.:23).
 Declarative memory stores new information for later use by productive memory via working memory but to become procedural, new information must be rehearsed someway or other. We may thus perceive production or productive memory as a kind of mediating component that takes longer to operate. It seems to depend on time. It is also, and perhaps differently to  other memories, more dynamic and ensures  a connective role between “facts” of  knowledge  and their use. Such a perception seems confirmed in Anderson’s assertion (1985) that:
“productions provide the connection between declarative knowledge and behavior….The
productions themselves are not part of the fixed architecture of the system;  rather, they are a
second kind of knowledge that complements the declarative knowledge contained in long
term memory. The productions constitute the procedural knowledge of ACT that is,
knowledge about how to do things.”(p.251).
Anderson’s emphasis on the hierarchical handling of knowledge through production memory seems to sharpen the distinction between a “declarative” representation of  new information and a “procedural” use of it.  He positions the three above mentioned components in a triangular shape and insists on the existence of “high” and “low” nodes that are responsible for the transfer of information from one stage (declarative) to another (procedural). We are thus led to perceive the nodes as well as the mediating component of production memory as aspects or elements of cognition.

In fact, in the introduction to the section devoted to “procedural learning”, Anderson insists on the cognitive nature of productions as well as their acquisition being different from the acquisition of facts/cognitive units. According to this scholar, they develop only when one executes a “skill”.  “One learns by doing” confirms this scholar. The model reveals that  a close and complex relationship runs the components of the system. Despite its complex nature, and viewed in this way, the nature of knowledge partly contributes to solving the competence vs performance issue (one omnipresent in most proposed models so far examined). How so?
A slight elaboration might help clarify the point.  “Competence” would be represented by the amount of knowledge of the linguistic rules that are stored in declarative memory and are hence referred to as declarative knowledge (DK), whereas “performance” would better suit the kind of knowledge that allows a language user to perform acts in the language. The idea finds support in Anderson’s definition of procedural knowledge (PK) as “knowledge stored in terms of production systems” to be used, as stated above, in performing language operations by the language user. When language use is itself the subject of study, we can but point to the relevance of  Anderson’s model, especially that scholars in linguistics and SLA seem to agree on the applicability of the model proposed by cognitive theory for most of them cater for the cognitive component and do scrutinize the concept “knowledge” in terms of its cognitively varying role (DK or PK).
In academic study in particular, the change seems crucial for any type of knowledge to become performative. This is strongly argued for by scholar such as Norman (1982), Covington (1992) and Marshall (I990) whose views are examined in chapter  four and who offer interesting suggestions about knowing what and knowing how.To disentangle the competence/performance issue , which is quite relevant to the present concern, we could examine  Lyons(1996)’s view on it .

Revisiting Chomsky’s definition of linguistic competence, and considering the notion within an SLA dimension, Lyons suggests the possibility that tacit knowledge of the language system which he also refers to as propositional (metalinguistic propositional) knowledge may with time and practice turn into performative knowledge.  However when  he warns us that:
“The question whether linguistic competence is to be identified with propositional or performative knowledge may not be straightforwardly answerable in the terms in which it is put” (p.29)  he seems to hint at two new facts:  
1) that the distinction to be drawn between propositional knowlege and performative knowledge may not be one 

2) if distinction there is, it varies depending on whether the notion (linguistic competence) is discussed in relation to native speakers or L2 adult learners. 

The latter fact is interesting for it addresses knowledge as a concept worth examining it questions the dual nature of the concept mostly in relation to language performance. In fact, Lyons seems to question the validity of the  distinction in connection with language performance; these  are his reasons:
1. From a Chomskyan viewpoint, linguistic competence is to be understood as the internal (I) language that is stored in the brain (the individual’s internalized language- system);
2. Knowledge of a language (issued in performance) is different from knowledge about the language;

                “…it is clearly wrong to say that knowledge of a language of the kind that

                 issues  in performance is knowledge about the language”.
3. Following Chomsky’s distinction is a tacit knowledge of the system to be kept distinct from the conscious or even cognitively processible knowledge of the language system.

The above distinctions are highlighted  as specific features of what is known as native speakers’competence. However, when extending interpretation to the SLA dimension, Lyons does not exclude the possibility that tacit knowledge of the system in an adult-metalinguistic propositional knowledge – may with time and practice turn into performative (and procedural) knowledge.

Regarding native speaker’s competence, Lyons insists that even in the Chomskyan use,  it is inclusive of performance adding that linguistic competence might be defined differently according to whether it is discussed within a L1 acquisition or SLA context.
In the above attempt to examine Lyons’ position regarding the concept knowledge, this scholar’s heavy focus on the distinction with reference to adult L2 learning can be stressed. This rises the following question: does age provide L2 learners with something specific, other than production memory that turns propositional knowledge into  performative knowledge?  Provisionally,  the answer isaffirmative because from a linguistic view point, children learning languages, contrary to post-pubertal learners,  simultaneously acquire internal representations of to achieve given levels of proficiency in a formal context.

We can but value such a conceptual difference as it points out the specificity of
adult language learning and sounds much in line with  foreign language acquisition scholars’ position. Among such scholars is Bley-Vroman’s Fundamental Difference Hypothesis which stipulates that post pubertal learners rely on general problem solving
principles rather than a specific device for language acquisition .

According to Lyons’, appreciation of performative knowledge an adult learning 

language may store a great amount of propositional or metalinguistis knowledge; this knowledge can be turned into procedural knowledge or to use Lyons’ term, performative knowledge. We may, in the light of Anderson’s suggested model of procedural learning,  attribute the change into PK to Adaptive Control of thought or any such cognitive processing system.

It appears, thus, that even from a linguistic stand, the term language knowledge is to be handled cautiously; as a component of competence, its nature may be differently grasped when considered within a language learning perspective.
Indeed, Lyons insists on the necessity to view linguistic competence from two angles:the native speaker’s and the language learner’s. Referring to Chomsky’s definition of it as “an internalized system” or “language stored in the brain”, Lyons explains clearly that what is stored in the brain is not knowledge about the language but knowledge of the language. He suggests, therefore, that the distinction declarative/procedural knowledge may be applicable to adult learning. DK and PK seem to be acknowledged as conscious (to variable degrees, probably) knowledge of the language system that is cognitively accessible. The position clearly appears in Lyons’ (1996) observation :
“It is conceivable, that an adult second language competence (SLC) may differ typically from 

native language competence in that it contains more propositional knowledge about the language; it also is conceivable that the SLC of one person may differ significantly from that of another in respect to the amount of propositional knowledge that it contains,” (p.30). (Author’s initials).
We feel that  differential success is already hinted at here.

   In  Lyons’ view,  knowledge appears as one of the essential aspect underlying 
language performance; it takes a specific meaning when considered from a language learning point of view. The distinction declarative procedural seems to be better applicable to “an adult learning a language” or to post-pubertal learners whose language performance seems, according to Lyons, to both relate greatly to propositional knowledge and differ from one individual learner to another. Recall of Anderson’s emphasis on the close connection between
a) production systems and PK which he identifies as “knowledge about how to do things” and
b) the dependence of production systems on practice “one learns by doing”- This leads us to assess Lyons’ view as, indeed, one worth interest.
     
Shifting focus back to the concept knowledge, we feel it useful to highlight a number of aspects that emerge  from the above discussion and then add further remarks .
1. Knowledge reveals to be something other than the amount of information that is commonly believed to lie at the basis of competence; ie language + rules. It is assigned a dynamic procedural role.
2. Given the double metalinguistic/propositional (Lyons, opcit) and procedural role (Lyons and Anderson opcit) it is acknowledged to have, knowledge seems to contribute to LA development in at least two ways: 
a) as amount of information that is stored for use (Bachman and Palmer 1996, Anderson 1985), 
b) as abstract representations of that linguistic knowledge (Byalystok 1987,1991).
3. What makes it an effective component of learners’ ability is the necessity for it to merge into active cognitive processing. Once merged into active cognitive processing, knowledge  becomes conscious though, as observed by most scholars in SLA and psychology, to varying degrees.
       
The above emerging aspects sound very much in line with accounts of proficiency examined in the previous chapter. They are reminiscent of the distinction between language knowledge (competence) and knowledge of  how it is used (performance). Closely connected to the above one lies a further distinction: that between language knowledge as facts of information to be stored in memory and the abstract representation of it into structured knowledge. Since consciousness appears to i) connect closely to knowledge and its development, ii) determine the shift/change of knowledge from declarative to procedural, iii) lie at the basis of most cognitive processing, the notion deserves a closer focus. It will be tackled below in the two forthcoming sections consciousness raising. To a discussion of the notions of knowledge and consciousness, we now shift concern.
2 .2.  Knowledge and consciousness
          
In addition to being assigned a declarative and procedural role in the development of LA, knowledge seems to be further identified in terms of the degree of consciousness with which it is handled in the learner’s mind. So depending on how consciously information is mentally handled, the belief is that it turns into two types of knowledge: implicit and explicit knowledge.

         As a starting move, we might offer the following suggestion: the distinction between implicit knowledge and explicit knowledge is narrowly linked to the nature of the mental processing language knowledge undergoes, and when information processing is adequately staged, it turns raw linguistic data (or information stored in memory) into a kind of more abstract more formal type of knowledge. Then, by virtue of that abstractness Knowledge becomes available for use  and procedure.
The idea, we might suggest, does not disagree with the definitions of declarative and procedural knowledge that were arrived at at the end of the previous discussions.  However, in addition to that distinction,  and probably closely related to it, lies another one that was outlined by scholars (in SLA) adhering to an information processing view. Among them, Bialystok (1988:33) who handles it with reference to the dimensions analysed/non-analyzed. With reference to those  dimensions, Bialystok puts forward the idea that knowledge viewed  as amount of information becomes analysed when the learner is increasingly aware of it as well as its structure. The higher the control over its structure the learners develop the more able they become in applying it to various situations. This is inferable from Bialystok’s suggestion (1988):
  “If we assume that all knowledge is structured, then a difference emerges in terms of whether or not the learner is aware of that structure. It is this awareness of structure that underlies the dimension analysed. At any point along the dimension, the information may be the same, but as control over that information move towards the analysed, then the learner becomes increasingly aware as well of the structure of that  information. It is this control of the structure of knowledge which is responsible for the differential applicability of knowledge to various situations.”(p.33).
In other words, this would mean that the more analysed the structure of Knowledge, the greater the learner’s capacity to handle language tasks and display varied performance.

We would now like to consider what the feature “non-analyzed” would imply with regard to performance.  Bialystok (1988) suggests that in its non-analyzed form knowledge or stored information is basically similar to the previously described one in that it is organized and represented in terms of propositions but it lacks structure with no clear relationships to meaning; or at least it does not appear so to the learner who might therefore put it to very limited uses only. The difference is clearly stated by the author:

            Nonanalysed knowledge is assigned a mental representation in which the underlying formal constituents are not clearly identifiable…is nonetheless organized, possibly in terms of propositions, but the structure of those propositions is not apparent. In these terms, analysed knowledge can be described as access to the propositonal structure of nonalyzed knowledge (p.33).
 In stating the difference, Bialystok  pinpoints the structured nature of the (initially) stored information and the fact, too, that it remains fuzzy, opaque, too implicit perhaps, to the learner who at that stage is not able for that reason to have access to its structure. With reference to cognitive development and psycholinguistics, in particular (1988),this scholar concludes that implicitness (or opacity) and (conversely) clarity/explicitness in the representation of knowledge would determine (amount of) control over it to variable degrees. She states the conclusion as follows: 
               Such differences in control as determined partly by the use of an implicit or explicit representational system might well contribute to an explanation of the variability in performance. Success on a particular task would depend not only on the learner’s having been exposed to the relevant aspect of the language but also on the learner’s having appropriate control over that information (pp.34-5).
Not only does the author confirm the perception of a link or  a kind of chain effect between control and the representational system of knowledge but she also hints at the idea that control over information is dependent on the  learner’s first encounter with language.  Success on a learning task, she seems to suggest, is determined by the kind of exposure to language and whether the learner has access to it or not; that is whether the learner is aware of its structure or not.

However, and as signalled by Bialystok herself in a note, “awareness” in this sense should not be confused with “conscious knowledge of rules” or even “consciousness”. She warns that:
   “… if consciousness is to be considered at all, then it is a third dimension which is orthogonal to the two described in the framework (analysed/nonanalysed); that is, any degree of consciousness is theoretically possible at any point along the analysed dimension… Awareness as it is used in the present context, is closer in meaning to know than it is to conscious  (p.47).
The distinction between awareness and consciousness seems a crucial one for it would imply that unless the  new input is familiar to the learner, access to its structure may not be possible and it will remain nonanalyzed. Therefore, little prone to consciousness. In fact, as mentioned in forthcoming sections the need to avoid the  confusion was also pointed out by Sharwoodsmith (1988) and Alcon (1998)  in relation to aspects of knowledge and input processing.
We shall therefore make sure to keep the two terms distinct and make sure, too, to keep the distinction between these two notions as clear as possible.
Although the distinction analysed/nonanalyzed is not equated with the distinction implicit/explicit, nevertheless a link is drawn between the two when in a definition of metalinguistic ability, “analysis of knowledge” and “control processes” are identified as crucial components of that ability. Byalystok states the link as follows:
                    Metalinguistic ability has been defined in terms of two underlying components…  An analysis of knowledge, which is the ability to construct explicit representations of  linguistic knowledge and control processes, which is the ability to control linguistic processes by intentionally selecting and applying knowledge to arrive at a solution (p.155).
Further to confirming Lyons’ suggestion that knowledge in its metalinguistic /propositional “form” precedes procedural or performative  knowledge, Bialystok is clearly suggesting that unless knowledge is analysed and its structure made explicit, it cannot be handled with ease by learners.
The dimension “analysed “ seems closely linked here to consciousness,  or how else can a learner “intentionally” “select” and “apply” knowledge? The closeness of the link is confirmed by the author who, three years later,  renews (in a consistent way, might we observe) with the idea that language knowledge or linguistic knowledge (to use her own words) undergoes a process which she identifies as  “ a progressive re-structuring of the mental representations of language” (pp.116-7).
In her focus on the term “representation” Bialystok highlights it as an important one, and signals two meanings to the term; the first refers to knowledge and how it is organised  and the second refers to a relation between a given symbol and its referent. She then further indicates that representations of the first type serve most language functions whereas representations of the second type ground the metalinguistic uses of language and may serve high level functions; the second type of representation as which is identified as analysed representation of linguistic knowledge, seems perceived as  constant, ongoing, and one that favours the emergence of new analysed symbolic representations. It is also seen by this scholar as a “gradual representational change”language knowledge  as  gradual and representational  is also perceived in thetwo major components. Analysis of linguistic knowledge and control of linguistic processing which she describes as mechanisms that enable language learners to carry out language functions and which are intimately connected (parallel functioning).

Bialystok (1991) also mentions that a difference exists in both analysis of 
linguistic knowledge and control of linguistic processes functioning She signals a low level and a high level functioning  which will accordingly determine degrees of complexity and therefore monitor the development of language proficiency. The parallel and complex functioning of the two components is held responsible for the development of language proficiency as made obvious in Bialystok’s assertion:
“The development of language proficiency, then, includes as one of its essential components the continual analysis of linguistic knowledge to create representations based on formal or symbolic structures… The second processing component that is claimed to be central to language proficiency is control over attention. The aspect of processing is the selective attention to different representations, or different aspects of a representation carriedout with real time. Processing is always selective, and control of linguistic processing is the process of selecting, with or without awareness, the information that will be attended to in the solution to 
the problem.”(p.119).

The narrow link between the two components is highlighted and so is the dependence of one, “linguistic processing”, over the other “creating representations” or put in other words figuring out knowledge and its structure. In addition to the equal hierarchical position which the two components hold in Bialystok’s framework, the other interesting aspect is the kind of mediating position which attention holds in the above described framework.  Indeed, the author insists that each of the two components reflect knowledge and skill. She explains her view as follows: in addition to being  knowledge-based,analysis of linguistic knowled depends on representations of knowledge and   also demands high (level) analytic skill. Similarly, control is attention-based ; it depends on the skill of “directing attention”. But attention must be knowledge-based too as well as involve procedures for selecting appropriate focus of attention. The kind of chain effect between analytical processes and control processes is somehow being confirmed .
Other scholars building on the 1978 model of learning in which Bialystok includes implicit and explicit knowledge as two of three hypothetical constructs, have not hesitated to explain the distinction explicit/implicit in terms of variable degrees of analysis and consciousness or, at least, to draw a close link between them. 

Spolsky (1989:45-48) for instance, when referring to EK and IK as two out of the three hypothetical constructs above mentioned, explains EK and IK (quoting Bialystok) as, respectively “ the conscious facts the learner has about language” and “the  intuitive information upon which the learner operates in order to produce responses (comprehension or production) in the target language” and thus distinguishes them in terms of high or low consciousness. This scholar integrates both dimensions of knowledge in a list of conditions for learning and justifies his choice in  this way:
“ Implicit knowledge( condition 10)… Language knowledge analysed and so available 

for recombination, may be intuitive and so not be consciously available to the

 learner.”

“Explicit language( condition 11)… Analyzed language knowledge may be consciously available to the learner who is able to state a rule or explain the reason for a decision to use a certain form.”(pp.46-47).
 With emphasis on the potentially creative (ie generative) nature of  the former (IK) and the highly abstract nature of the second, Spolsky (opcit) also highlights consciousness as an important aspect and leads us to notice that though both analysis and consciousness shape the two types of knowledge they do so to variable degrees. Represented in this way, knowledge seems to (greatly) depend for its development on the degree to which learners control the linguistic processing which itself seems to depend on the  extent to which learners can figure out (create representations of) knowledge (new information). 

     The shift from one level of analysis to another  is obviously due to active cognitive
processing. The point seems clearly stated by  Bialystock (1990):
“ Knowledge is represented in some structure format that is  usually made quite explicit. 
Performance involves the accessing  of  that knowledge.
Development (and to some extent learning) is generally explained in terms of the increasing 
richness of the knowledge structures and improved cognitive operations for accessing that 
knowledge (p.643).
The point confirmed above is highly important for it justifies  the intervention of “Cognitive operations” in the access of knowledge towards its use (performance). What makes it even more important is that “cognitive processing” seems, here,  to address explicit knowledge that is knowledge which is“ represented in some structure format”. This may mean that unless the learner has (mentally) formed some kind of abstract representation of the new linguistic knowledge, the latter will remain (as suggested previously) implicit, not so much accessible or prone to detailed analysis.
However essential in language use, consciousness may or may not characterise learners’ use of L+; following Sharwoodsmith for instance; its absence or presence seems to depend on instructional procedures . The section below examines this aspect of a learner’s LA development. 

2.3 Knowledge and consciousness- raising
The present attempt to grasp the difference between consciousness and consciousness-Raising leads us to point to one specific feature in the latter. CR seems to be triggered by external rather than internal (mental) factors. Since as explained by Sharwoodsmith (1988: Papers 4 and 7), CR is a procedure whereby the attention of the learner is drawn to the formal properties of the target language. The procedure is conducted by the teacher or anyone responsible for instruction in the target language.

Equated with “attention to form” it is believed to be part of the activitie resorted to by L1acquirers. Therefore it may not be limited to classroom use only. What further characterises CR is the fact that it can have degrees of explicitness or elaboration these features (covert, overt) describe mostly the manner in which the learner is being made conscious of some aspect of the TL and this may or may not involve the learners’ cognitive capacities. The latter point is highlighted in paper 4 (1988:51) by the writer who warns that however explicit or elaborate CR may be, it does not guarantee insights into the aspect at stake and need necessarily be complemented (for effectiveness sake), by practice.
Despite its “external” feature, CR is expected to result into knowledge, and following the author,  the resulting knowledge would be EK rather than IK.  As such, it isexpected -at least at this stage of the discussion-  to affect to some extent the learner’s mental activity  and internal processing.  If the assumption holds, CR is then to be viewed as a trigger to its most covert equivalent, consciousness, the dimension that keeps IK and EK distinct.

Within a “more finely tuned approach to it” (1991), Sharwoodsmith (re)explains CR, that he, this time, refers to as  “input enhancement”or “input salience” with regard to three specific aspects; these are briefly mentioned below:
1. Elaboration and explicitness which, though familiar notions, are highlighted  here as 

important aspects. We shall recall that when input is triggered, explicitness and elaboration are provided to a lesser or greater extent. The new thing about them lies in the fact that however much of both “ingredients” is provided, formal properties (that are targeted by the teacher’s attempt to enhance input) may be noticed just because they are more noticeable than others or they should be learnt next (part of the learner’s built-in syllabus ?).
2. Input could be enhanced internally or externally. This means that (new) linguistic materialis handled in such a way that it becomes noticed by the learner. But noticing may or may not occur. If interpreted adequately, these may be the author’s reasons: Noticing may occur if the learner is ready for more learning -“a growth ofknowledge”-

In this case, the learner’s learning mechanisms would intervene to make “ever present” 
input less opaque to the learner. On the contrary, noticing may not occur if salient input does not affect the learning mechanisms.
3. Salience, or rather,  formal properties made salient,  may be only partly noticed. 
This may be so because, as explained (1991:122), mental functioning is “modular”, 
not  wholistic or  global. The idea is expressed as follows:
“ Part of our mind apparently cannot grasp the significance of what we see and refuses 
to correct the appearance of the object accordingly”.
The author, borrowing the term from Jackendoff refers to this as the “disunity of 

awareness” and according to him we “speak to many minds” when addressing a 
learner.
The last point is obviously a very important one, and one that might, if confirmed later, account for the existing discrepancy between low and high achievers.This seems to be explainable through a possible link between learnability theory (LT) and input enhancement .We shall briefly mention a few essential points:
According to LT input may be subjected to either “positive” or “negative “ evidence 

(here and elsewhere this is also called feedback). 

The former kind of evidence is provided by naturally occurring samples of the target language. It may trigger a kind of self-correction by learners if they have a previously wrong perception of the target language grammar. Negative evidence occurs when, during instruction, examples of bad grammar or unacceptable forms are provided. Negative evidence may be indirect when learners themselves detect irregularities. Input enhanced in this way “flagged” (would the author say) is viewed as extra information and incorrect forms that are signalled in a way or another constitute enhanced input that is believed to help learners develop error detection capability but not learn or develop knowledge. Error Detection capability may lead to a growth of metalinguistic awareness but not in knowledge that leads to spontaneous performance. For conciseness sake our treatment of CR will end here. 
As announced in the introduction section, we now shift attention to strategic 
knowledge and its role in language development.
 2.4. Strategic knowledge 
Presented as an essential dimension in the development of Knowledge  in general but that of procedural knowledge in particular, strategic knowledge is examined in relation with existing models/accounts. Two  such accounts sound interesting due to the different emphasis they put on  strategic knowledge; the appearing divergence in fact suggests a certain complementarty. 
Already appearing in Canale and Swain’s (1980) model of Comunicative Competence
Strategic knowledge also appears in Bachman’s (1990) and Bachman and Palmer’s (1996) model of Language Ability. In the latest model SC is identified by the author as follows:
 “...a set of metacognitive components, or strategies, which can be thought of as higher order 
executive processes that provide a cognitive management function in language use, as well as 
in other  cognitive activities.”(p.70).
As we have previously focused on this definition in relation to the broader concept of 
LA, we shall presently limit our (renewed) concern with it to a brief survey for contrast/comparison or discussion purposes. 
2.4.1 Bachman & Palmer’s view

         A glance at the account that the two above mentioned authors offer(1996:70-71) reveals that, mostly with a ‘testing’ concern in mind they littlle elaborate on the concept. Instead, they identify “general areas in which metacognitive components operate...”.
Three such areas are identified and illustrated as follows (1996:76):
1. Goal setting, 2. Assessment, 3. Planning. These involve the language user into
making/taking  a number of decisions regarding what to do (in a given situation), what

tools or procedures s/he  will require and how to use these for the given purpose.
Although they relate to language  tasks (to be included in tests) the listed components
do not seem totally irrelevant to our discussion as they provide a preliminary idea  of

what that aspect of LA  relates to.

Furthermore, they sound compatible with a more “general education” oriented view such as the one suggested by  Briggs & Gagne’s (1988). These two authors includelearner strategies in an account of learning outcomes. They, therefore, do not exclude the idea that they are learnable components and should thus appear in a list of instructional and attainable goals together with “intellectual skills” and “attitudes” which they distinguish clearly.  Of the three types of “outcomes”, theyidentify learner strategies  as “ways by which learners guide their attending learning, remembering, and thinking.” (:54). They, too, acknowledge these abilities a kind of empowering role as they suggest that they boost learning processes and have “executive control”, a notion that does not sound alien to the conditions that turn input into intake. In this connection, we shall recall that attending and remembering are also steps in input processing, a theme we discuss in 3. 1 below.
2.4.2 Briggs and Gagne’s view

Briggs and Gagne provide a more elaborate definition of learning strategies :
 “Those procedures learners employ to provide the events of instruction for themselves. In using them, regardless of whether the learning goal is chosen by the learner or selected by the teacher, the learner is engaging in self-instruction”(:133),
They suggest that learning (instruction) is dependent on the learner (when using strategies) and that learning becomes thus an autonomous action. Furthermore, strategies are presented as part of a general plan (the learner’s!) and seem to be contingent for their efficiency/success upon the degree to which the user is aware of his/her thinking processes. Such awareness is believed crucial in helping the learner(s) manage their own learning.  This  state of mind or, perhaps more appropriately, this readiness of the mind to organize thinking processes into ways of learning is referred to by the author as metacognition.
In Briggs and Gagne’s account, learning strategies subdivide into two distinct 

categories:
1.Strategies for internal processing and 2 .Strategies for motivation. 

 Attentional strategies, Rehearsal/chunking  for short-term Storage, Encoding, 
Retrieval and Monitoring pertain to the first set.

They remind us of the steps in input processing and the active  role(s) these play in shaping the outcome of the process.

The second set comprise affective strategies for various purposes; these  are :

Maintaining attention, Enhancing relevance, Heightening confidence, Promoting satisfaction all of which are expected to bring motivational support to learning.

But as the writers rightly put it (:141) highly motivated  learners will probably not need these or only a little.  A position which sounds congruent with Bialystok’s view relating to advanced learners and strategy use. (The view is examined below).
  What, at this stage might seem of primary relevance is the impression of 
interrelatedness that both the distinction and the connection suggest.  Indeed, while the first set influence/affect mental activities the second set seem more related to attitudes that the learner (should) adopt during (self) instruction. 

Worth observing too, is the essential role they seem, thus, to have in the learning processas well as their universal/polyvalent use which makes them part of a general plan. As such, they sound well relevant to language learning and show similarities with accounts of strategies that have been proposed by scholars in the language learning field.

Even Bialystok’s account of that component of LA is not alien to this or  the first proposed accountand namely Canale & Swain’s and Bachman’s opcited.
2..4.3 Bialystock’s view

       
Keeping different kinds of  strategies distinct because of their controversial status,

 Bialystok offers the following “conceptualisation” of strategies (her 1988 paradigm):
 “They are the various activities or techniques used by learners when coping with a second 

language. Their effect is analogous to that of a catalyst in a chemical reaction; namely, the 
impact is on the rate rather on the form of the process.”
In her view strategies might improve the rate at which learners process input within the “analysed”and “automatic” dimension. This scholar also views strategies as means for the learner (who can make use of them) to compensate for deficient language knowledge. But such opportunity is valid for advanced learners only; it seems that the less advanced the learner the less able he/she is  to cope with situations that would require the use of strategy.

Bialystok discusses the point with reference to Bachman and Palmer’s suggestion that “strategic ability” varies from one learner to the other. She also refers to evidence (her own research publications 1979b, 1980 hers and Frohlich, 1980) that : 

a) more advanced learners benefit from a “generalised” effect of strategies

b) more advanced learners are sensitive to a possible resource of strategies and despite

the difficulty to use some of them, they seem to benefit from the ones  that are 

available to them

c) more advanced learners benefit from language strategies when they resort to these 
to solve a given problem.

Such evidence leads this scholar to suggest  that “both formal and strategic ability improve concomitantly.” (1988:45).
She then concludes to a relation between the dimension Analyzed /Automatic and the

interpretation of the role of strategy.She elaborates on the point as follows:
“As various instructional experiences promote development along one of these dimensions, so 
too does the use of strategies advance the learner in one of these two ways. Strategies which  assist in the automatization function might consist primarily of those strategies associated with practice (activities such as memorization and use of routines and prefabricated patterns). 
Strategies which primarily promote the analysed control of the language would be those in which the learner uses knowledge of the language to arrive at deductions and inferences about the language.” 
Two kinds of strategies are highlighted here; those that seem to enhance  practice and language use at a fairly primary level/degree of complexity and those that favour a more complex , more sophisticated use of it. But more importantly, is the idea that different strategies serve different demands and this reminds us of  this scholar’s early suggestion that language tasks make different (learning) demands on learners and the essential thing is that they manage to cope whatever the demands made on them. So, according to this scholar, in order to cope with learning, in general, learners resort to two kinds strategies; one kind serve the function automatic or automatization and fluency; the other kind that serve the function “analyzed” would be put to use at a more abstract level. Consistent with her conception of knowledge and its various features, Bialystok’s conception of strategies does not seem to diverge greatly from other proposed conceptions of strategies. A major difference lies in the amount of elaboration scholars provide on the topic.

 
To resume our survey of the theme, O’Malley & Chamot’s accounts  of strategies scholars are examined next.

2.4.4 O’Malley & Chamot’S view

O’Malley & Chamot (1990)  draw a direct link between information processing and Learning Strategies (hence LS),when they present the latter as “The special thoughts or behaviours that individuals use to help them comprehend, learn or retain new information” (:18). They also pinpoint the usefulness of LS , but remain cautious about the resulting “learning”  when strategies are either not used or inefficiently used.
In particular, they (negatively) affect long-term storage, the two scholars observe. Quoting Weinstein & Mayer (1986) they identify the goal of LS use as follows:
“ ..to affect the learners’motivational or affective state on the way in which the learner selects, acquires, organizes or integrates new knowledge” (:43).They clearly, and like Briggs & Gagne (opcit), draw a further close connection between strategy use and motivation (among other affective factors), which confirms the impression, gathered earlier on, that cognitive as well as psychological factors influence K development. What is further stressed in their position is the straightforward impact LS use  may have on cognitive processing . Their broad listing of such strategies reveals the impact:
 -focusing on selected aspects of new information,
 -analysing and monitoring information during acquisition, 

 -organizing or elaborating on new information during the encoding process, 

 -evaluating the learning when it is completed or assuring oneself that the learning will 
be successful as a way to allay anxiety.
O’Malley & Chamot, likewise Bialystok, position that LS intervene at two levels; they may be applicable to low as well as high level learning. And as they suggest, “LS may influence the learning of simple tasks (vocabulary...) or complex tasks such as language comprehension or language production”. In their classification of LS, the two scholars highlight metacognitive Strategies (MS) as high order executive skills. Following their (1985a) model and the list of MS they provide, these suggest a high degree of involvement in analysing, controlling and evaluating one’s own learning. They seem to pertain more to thinking which they seem to organise than to action proper. They also consist of a lot of decision making about various aspects or steps in learning.

As described in the model (mentioned in Chaudron 1988/98:14/15), they are evidence of a serious amount of awareness. The list of cognitive strategies (CS) is inclusive operations or moves that sound more concrete, more behavioural therefore more observable. The moves consist in doing things as well as thinking them out eg: imagery which is described as “relating new information to visual concepts in memory via familiar...phrases or locations” or transfer described as “using previously acquired linguistic and/ or conceptual knowledge to facilitate a new learning task”. Finally, a limited set  appear under the title Socio/affective strategies and these witness to a kind of work sharing activities or request for help on the part of the learner. These, differently to MS and CS, consist for the learner in taking the others into account andcounting on their potential help; be them teacher or peers. O’Malley & Chamot’s definitions of LS sound fairly elaborate and do deserve closer scrutiny. But as the aim of this section is mostly to further our understanding of a more global concept LA of which SC is an essential component, we shall limit our concern with LS (for the time being) to just examining models or lists that are available in the literature.
To resume our concern with the above presented model, it seems relevant to include the definition of LS proposed by the two scholars (1990):
(They) “are complex procedures that individuals apply to tasks; consequently they may be represented as procedural knowledge which may be acquired through cognitive, associative and autonomous stages of learning...may be conscious in earlystages of learning and later be performed without the person’s awareness.”(:52).
This definition emphasises both the nature of LS and their distant link with explicit K. 
The more advanced the learning stage, the more autonomous the learner the less conscious the learner about their use.
2.4.5 Oxford’s view

In Oxford’s (199O:1) view, learning strategies are -when they  exist- evidence of active participation on the part of learners. As such, they reveal learner’s envolvement at several levels and of several kinds. At least, this is one of the conclusions one reaches on reading her detailed and highly informative account of the theme This author defines learning strategies as “steps taken by students to enhance their own learning. ”She further identifies them as “tools for active, self direct involvement, which is essential for developing communicative competence”. She also reminds us of the fact that they have existed for very long, that they have taken different labels and most of the time they were found to relate to memory function and learning. Of the various labels Oxford lists the following: learning skills, learning to learn skills, thinking skills, problem solving skills. In this scholar’s view, a narrow link exists between K and SC. What sounds more interesting is the distinction she acknowledges to exist between  FL and SL contexts,
“These differences occasionally have implications for language learning strategies. Some learning strategies might be easier to use in second language contexts than in foreign language settings, or vice versa.” (:6).

When this suggests  a strong link between learning processes and learning strategies, it also hints at  their relevance in both learning contexts
“...However, most learning strategies can be applied equally well to both situations.”
Surely, we cannot remain indifferent to the latter remark. For as reiterated on several occasions in the present discussion, such a difference and whatever implications it might have is a real and no less crucial one in the present study.
Of the many and gradually elaborated definitions of LS,  Oxford proposes throughout the first pages of the book, we shall retain for reference the following two:
“Operations employed by the learner to and the acquisition, storage, retrieval,and use of information”
“specific actions taken by the learner to make learning easier, faster, more enjoyable, more self-directed, more effective and more transferable to new situations.”
Interest in both definitions is in the complementarity in them; they serve learning goals and are transferable to other situations. Interest lies also  in the similarity with definitions suggested by other scholars. However, despite an apparent consensual view of what LS are, at least at a fairlyglobal level, serious discrepancies exist in their classification and Oxford’s model under consideration is evidence of that discrepancy. She divides them into two broad categories: Direct strategies and Indirect strategies. The first category comprises three sets:

1.Memory strategies  2. Cognitive strategies  3. Compensation strategies.
The second category comprises three sets too. They are:
1. Metacognitive strategies 2. Affective strategies   3. Social strategies.

Following this model, learning strategies can be assimilated to a type of knowledge that pervades  memory, cognition, affect and social behaviour.

Summary and conclusion 
Five models have been examined in an attempt to capture the essence of strategic knowledge. All five models highlight this type of knowledge as one that pertains to leaner/student’s involvement. Envolvement is reflected in the following:
-Learners make and take decisions regarding the ways and means to operate in order to

fulfill study or specific task purposes (Bachman & Palmer);
-Learners who are aware of their thinking processes manage instruction through a set of procedures; learning becomes autonomous action (Briggs & Gagne); 
-Learners use techniques in order to cope; these techniques affect the rate of learning and vary from one learner to another. They benefit advanced learners who may use them with more or less ease for problem solving (Bialystok following her own and Frohlich’s study);
-Whether “thoughts” or “behaviours”, they are are applicable at both low and high level of learning. Different demands are made by different tasks along the easy to complex continuum (Bialystok, O’Malley & Chamot);
- Strategy use has an impact on learning ; focusing, organizing, elaborating on new information, evaluating learning and gaining confidence are believed to bring positive outcomes.  There is a close link between strategy use and motivation (Gagne & Briggs, O’Malley & Chamot”);
-Strategy use pervades learning experiences and varies within learners: they fall into 
different sets (Oxford). 
To conclude, a few remarks sound approppriate. A first remark addresses the exhaustiveness of the list of LS proposed by R. Oxford and the highly elaborate treatment she devotes to LS, we weigh their importance and realize that indeed learning may not limit itself to input processing . Input processing ,as identified in general, may not limit itself to a set of “mental activities”. Even if we agree to view it mostly as a mental process, accounts on the theme by Alcon, by Gass & Selinker for instance suggest  that the mental activities involved are, highly complex, multiple enough to help learners meet/face all kinds of learning situations and to transfer them to meet other constraints.. A further remark addresses the role LS play  in successful study.  Given the emphasis as well as the consensus reached on such a role in academic study, we would like to know why such contribution might be so advantageous as to smoothly pave the way to successful study in a few cases and not others. Finally, the above remarks obviate the need to equate LS with strategic knowledge and metacognition as they  are in fact components of this type of knowledge which appears as a crucial one if a student is to attain academic achievement. These three terms are, from now on, used interchangeably. 

In the forthcoming chapter, focus shifts to aspects that are no less  crucial to FLA ability development: namely input processing, the role of output and intervening factors. 
.
Chapter Three:  Additional Language Proficiency Development 

Introduction
                  

Focus on the  particular context in which  the degree course takes place reminds us of  a fact that degree readers have a double goal to meet; one is to develop their LA in FL; the other is to meet the course requirements. We must assume,  as we have done so far,  that one cannot be met without the other.  So successful completion is also evidence of a certain ability to use the language for study purposes.  Surely the study experience ought to prove highly purposeful. That is when success is obvious; it should suggest evidence of more than language knowledge or at least language and other knowledge. 

                    
How strategic knowledge or what components of it  intervene when students are not monolinguals is  part of our main research question. Chapter two devoted to the theme has highlighted the relevance of such type of knowledge when a characteristic of the context of study is that, precisely, the students and thus our informants are users of an L1 and (at least) one other language. When, certainly, the chapters on LA development and L1 literacy have revealed that these two dimensions should be part of our students’ linguistic and cognitive construct we would like to document the assumption about a possible advantage such background puts at their disposal.
                   

It seems useful to explore the nature of the study processes that enable them to meet the double challenge. One such study process we feel unavoidable is input processing. The usefulness is double fold in a study context that requires student to use a developing proficiency to meet academic achievement. Especially so, since as most informants would assert, they greatly rely on literacy skills.

                

 Reading in an academic setting amounts to taking in new information for purposes beyond mere recall. Writing is not a matter of re-producing input but such use of the language is expected to serve creative purposes that are evidence of a capacity to create, innovate rather than mere writing/knowledge-telling.
                             To unveil the nature of the processes that are responsible for turning new information into known information, a change that is so essential in the overall study process, two models, which, due to their recency, have been examined.

         

If input processing involves perceptual and mental activity, it is also dependent on factors and conditions that are believed by researchers to be both internal and external to the learners. Literature on the matter reveals that, due to its importance, input has been fairly extensively dealt with.  Indeed, early work on L1 acquisition highlights input as a vital source of information for the acquirers. Focus then was both on quantity and quality of the language that is either addressed to the acquirer or produced in his/er presence. As such it has been commonly referred to as the “linguistic data” out of which the acquirer selects the grammatical and semantic forms to suit communicative needs.
Priority is now given to input processing which obviously is so crucial to FLA development and which, as such, is expected to inform at least partly our research questions since much of the work degree students indulge in  during the degree course consist in  listening to, recording and handling input.
3.1. Input and input Processing
Gass and  Selinker (1994) and Alcon (1998) present two models which sound attractive.Though not dissimilar, they seem to view input from two different perspectives. These are now briefly discussed.
Both sources view input as any kind of oral or written language which the learners encounter and while in both sources consulted for this purpose,  it is agreed that language heard or read undergoes a process of change during which new information is analysed or parsed into manageable bits, there seems to be a slight divergence regarding the conditions under which such a transformation process occurs.
Gass & Selinker (opcit) postulate a set of linguistic and non linguistic factors whereas Alcon, in addition to factors of a different kind, posits  two pre-requisites for the analytical process to occur; the first is that learning is incidental/intentional, the second is attention . The latter condition is treated differently in the first mentioned model: Gass & Selinker view it as one among the non-linguistic factors that would determine amount of “noticing” during input apperception, so crucial for the analytical process. A further difference lies in the view of how the process itself unfolds. Alcon posits three “conditions” for processing to occur, these  are:
 1. message comprehension, 2. learner production of modified input,3. learner noticing 
the gap between their production and the target language user’s.

In Gass & Selinker’s model, input undergoes five stages before it turns into output. These are 1. apperceiving input, 2 comprehending input 3. taking-in 4.integrating or rejecting  5. (producing) output.

 Noticing, which in Gass & Selinker’s view determines the first stage -apperceiving- is linked to salient features in new information, seems in Alcon’s model to determine a further stage -input modification- preceding output. It then links with the attempt made by learners, at that stage of the process to assess the extent to which the forms they produce conform with the one targeted. This is reminiscent of one of the ways input is enhanced (Sharwoodsmith).
Alcon treats “noticing” as part of the change process whereas Gass & Selinker suggest it is a component of apperceiving, an initial step in input processing ; they further suggest that it is is determined by a set of non-linguistic factors among which attention, affect, negociation and modification of output. The latter involve production whereas the former- attention- is behind the selection of forms to be produced.  
Production involves use of partial input only, for, due to time constraints, during interaction part of input would not be duly parsed or analyzed towards subsequent intake. This is slight or superficial analysis; a more elaborate parsing is needed to integrate part of output. What favours this stage of the process is amount of prior knowledge; such knowledge may be linguistic or non-linguistic and is universal.  Intake seems to depend on the extent to which new knowledge matches pre-existing knowledge. This is reminiscent of  Anderson’s working memory and how it operates. While noticing for Gass & Selinker has to do with salient features of input to be analysed for comprehension and the subsequent steps in input processing, for Alcon it is required during input modification/output. At this stage, learners are believed to attend to specific features of input and “notice” any gap between their production and the target language form. She stresses the cognitive nature of “gap noticing” which is dependent upon a selective process imposed by working memory.
For new information to become acquired knowledge or intake, it must undergo further processes or further stages in input processing. Following Bialystock (1983), Alcon identifies the stages as i) inferencing,  ii) structuring and iii) re-structuring. A brief account of each stage follows:
i) When learners derive hypotheses about new information, they do so from three types of knowledge, implicit knowledge, knowledge of the world and context knowledge. These “knowledge sources”should be available to the learner if any inferencing is to take place.

ii) When learners construct mental representations of new information and organize them on the basis of the knowledge sources, structuring occurs. 

iii) restructuring occurs when mental representations alter as a result of new information  (being) detected and probably added or integrated.
We retain that, on the whole, both models inform this section of the survey of literature on the nature of the processes that new input undergoes before it integrates with previous knowledge. The important role of previous or pre-existing knowledge is thus highlighted and so is that of motivation and learning styles in affecting this aspect of study endeavour.Given their importance such factors are given due focus in the next section. Discussion on them develops under “Individual Differences”(a title borrowed from Lightbown & Spada 1999). 
3.2 Individual Differences
The previous discussion revealed that unless students attend to input processing, the process may or may not proceed along the desirable steps and mainly those that lead tostudy goal attainment. In other words, comprehensible input which consists of newly integrated information is likely to be acquired if used for writing or speaking purposes. New information thus “digested” via the parsing and analytical processes that pave the way to language production is thus tried out to convey meaning.
 
With regard to additional language development (L+ henceforth), language production by learners provides them with opportunities to check new forms against the targetforms, to gain from peers or teacher’s feedback and finally and most importantly, re-organize previous knowledge or acquired grammar in the light of such 
feedback.
Furthermore, whether output occurs for practice sake, for interaction or sheer ommunication purposes; that is, despite variable methodology, the widespread belief is that the experience itself yields gains for the learners who may benefit in many ways. 

Those among learners who benefit from output experience achieve learning goals. However, for this to occur, lies the further assumption that there should be a number of favourable factors. To identify which among the “array of factors” or “individual difference” are in favour of learners’development of their L+ ability, was believed necessary in a study which purports to undertsant a  phenomemenon.
To identify some of these factors and examine a number of conclusions on their role we have  surveyed accounts of research on such factors and then discussed in the light of  the data gathered in this study.
Age, attitude, anxiety, motivation, cognitive style and learner strategy are among the ones highlighted in a number of scholars’ treatment of the theme. Larsen-Freeman & Young (1991), Ellis (1996​), Lightbown & Spada (1999), Larsen-Freeman (2000) surveyed accounts of research on such factors and these are considered and then discussed in the light of  the data gathered in this study. 

Borrowed from Lightbown & Spada (1999) the term individual differences is favoured as it sounds inclusive of the term factors and the various ways these are perceived. In fact, these two authors seem to favour the term “characteristics” to “factors” as the former is inclusive of the latter. Perceived also as individual “variables” by Larsen-Freeman &Young(1991), learners’ factors are here categorised into two types; those of a socio-psychological type and those pertaining to mental functioning be it cognitive, neurological or pertaining to input processing proper. Due probably to a great overlap between the various factors, other scholars’distinction is broader; Alcon (1998) suggests that  some are “internal” to the learner others are “external” to the learner.

In general, age, attitude and motivation, cognitive or learning styles and learning strategies, less so aptitude, are  among the most debated ones, but not necessarily ones upon which agreement is reached. Age, for instance, has become controversial since “the younger, the better “position has been put under scrutiny. According to Larsen-Freeman & Young, it makes a positive contribution on LA development when perceived within the following aspects. 
 For post- pubertal learners,  a decrease in reliance on both the operational stage and the LAD turns into an advantage for this category of learners as they resort to problem solving abilities .However, regarding input factors older learners may be at a disadvantage the reason put forward is the following; neurological functioning being closely associated with age, post-puberty learners will learn less quickly than younger ones ; this being due to a decrease in neurological plasticity. In addition to this, young learners’ input is simpler (in view of both age and learning level) and therefore easier to process.

Even with regard to phonological and articulatory aspects younger learners reach native-like proficiency quicker than older ones or those who take up language study later than the critical period. A point which is supported by Ellis whose view is examined below. 
It seems relevant to pinpoint the fact that in the present language study context, a majority of students have experienced language learning pre-puberty and ought to have benefited from neurological plasticity regarding both input processing and more particularly perceptual acuity to parse the phonological system with accuracy. However, being in a FL rather than SL context is bound to bring about a different kind of outcomes. We cannot fail to recall that our degree readers’study experience overlaps both the pre-and post-pubertal periods and if the assumption holds, they may have gained from both situations.

For Ellis (1994:491), anxiety is given priority as a “trait” that is state and situation specific. With reference to Scovel’s work (1978), he defines the former as “apprehension that is experienced at a particular moment in time as a response to a definite situation” and the latter as “the anxiety which is aroused by a specific type of situation or event such as public speeches, examinations or class participation” (:480).
Learners in general, have a predisposition to be anxious and whether dormant or active, it may if only on a temporal basis affect a learner’s contribution to the learning process.

Our comment would come in support of such a position. This would probably explain why some highly interested students (Naci, Bedi, Nelou) who belong to the sample willingly miss opportunities to reveal a more active participation by delivering oral presentations for instance whereas others would never miss an opportunity to do so (Ranis). 

Although age, according to Ellis (opcit), little affects  how language proficiency  develops and successful acquisition may be both possible and easier within a learner’s life period, it might be behind differential success only in as far as a number of aspects are concerned ; we have selected the following two aspects for their relevance to the present study. These are summed up below :
- perception and segmentation of TL sounds is reduced in older students, this is related by this scholar and others (Larsen-Freeman & Young) to a loss of neurological plasticity in adult learners; 

- Younger learners store L1 and L2 information separately whereas older learners, 
adults store L1 and L2 knowledge together; 

- adult cognitive abilities are more developed. Children still rely on LAD.
Ellis’s further suggestion is that native speaker ( NS) proficiency can be achieved by learners who start SL/ L+ study after puberty provided that L1maintenance is not too strong (as may be the case with Russian emigrants in Coppieter’s study). NS proficiency is achievable by adolescents taking up the new language  but to a variable degree regarding grammar competence in particular.Given the age of our learners, young adults, we might but weigh the importance of such arguments. We might assume that if their level of proficiency does not equate NS level, even if L+ study started before the critical period, they at least can process linguistic input at an abstract level, having experienced L+ within both a ‘critical’and  a “sensitive period”.

As regards motivation, with reference to Gardner & Lambert’ conclusions, the idea that whether driven by instrumental or intrinsic motivation language study will necessarily yield successful outcomes sounds fairly consensual. However, on the basis of Herman’s resultative hypothesis, the nature of the relationship between motivation and success sounds less consensual. Herman’s resultative hypothesis (reported in Larsen-Freeman,& Young, Ellis) stipulates that successful study engenders higher motivation whereas unsuccessful study lowers motivation. Herman’s conclusions are that:

1) the longer the study the more positive the attitude towards the target culture,
2) the higher the proficiency, the lower the prejudice against the target culture seem to 
be interpreted differently. Hence, for Larsen-Freeman & Young, motivation closely links vith attitude; the latter correlates with success in language learning whenever the learners are found to look on positively on that language community.

As for Ellis, who also concludes to a strong link between integrative motivation and L2 achievement, the strength of the link between motivation and achievement is perceived as follows: learners who do well are more likely to develop motivational intensity and to be active in the classroom. Learners’ motivation is strongly affected by their achievement. Ellis further documented opinion extends to the idea that two factors, “support” and “interest”intervene to broaden motivation resulting from course and success. In this connection, Ellis expresses a  strong belief that motivation can be fostered by pedagogical procedures. 

Lightbow & Spada’s view on the theme sounds no less similar and they, too, seem in favour of conclusions about a distinction between intrinsic/integrative vs instrumental motivation and the close link between all these and and success. They, too believe that motivation may be an incentive  to success and a result of early success. However, they point to a further link between motivation and the resentment learners may feel if they have to adopt some of the identity markers of another cultural group. They warn that motivation may be affected when power rules students’ teachers relationships. 

More relevant to the concern of the present study is these scholars’ interest in the link between motivation and pedagogical practices and how teachers foster motivation. Equally relevant is their treatment of learning style as one of the numerous characteristics which pertain to a learner/student ‘s life period.  In this vein, they postulate that how learners learn or can learn depends greatly on individual preferences. We shall take note of their definition of learning style (L.ST henceforth) an individual’s natural, habitual, and preferred way of absorbing, processing, and retaining new information and skills”. 

According to these scholars, learning styles vary and are perception-based; individuals learn through sight whereas others do so through physical contact. As a result of this distinction, LST fall into categories. Depending on how learners parse or take in input, the style may be described as holistic or analytic (for those who perceive details first).  Within a similar interest in the notion, learners are categorized by Ellis according to the way(s) they see to the study process; we are  thus offered a kind of classification that is based on the following dichotomies: field independent vs fiel dependent learners, focusers vs scanners, serialists vs holists, impulsive vs reflective thinkers, divergent vs convergent thinkers. When believed to belong to one or the other category, learners undertake study endeavour in different ways, with probably different focuses, different  orientations; yet may attain the same results.
         Examined under cognitive styles by Larsen–Freeman and Young, and because they are identified as “the preferred way in which individuals process information or approach a task” (:192) they seem to be perceived from a no less similar angle; even in the distinction made between field independence / field dependence, reflectivity / impulsivity, Analytic / Gestalt. Such categorization of cognitive or learning styles sounds fairly consensual; it is bound to account though partially for differential success among learners. 

         Hoping that that the above brief discusstion on individual differences might shed some light on this study research queries and mainly inform the assumption about good achievers’ cognitive advantage, we now shift interest to output which is equally significant in the development of an additional language ability. the role of output is examined next.

3.3 The role of output in L+A development 
Language production or output is as crucial to proficiency development as is input processing;  it is believed to play a major role in proficiency development. To identify this role we shall examine the following major assumptions:
1. Output has three functions in L+A development (Swain 1985),

2. Output refines through interaction and negociation (Swain 1993, Chaudron 1998, Gass & Selinker 1994),
3. Practice enhances automatization (Larsen-Freeman 2003).
Swain’s position is  here discussed briefly. In this scholar’s view, the importance for language production is undeniable; it is a process,  oral or written through which learners are obliged to express themselves and make themselves understood. With reference to her Canadian immersion students in particular, this scholar stresses the utility of putting students in a situation where they have to deliver comprehensible messages. In her view,  pushing students to do so helps them realize the need to bothconvey a message and convey it “precisely, coherently and appropriately” (p.249).
In the case of the immersion students, language produced under constraint ; a constraint which, because it is “social and cognitive” should lead to the production of comprehensible output. Swain (opcit) herself insists that without such a pressure thestudents might not feel the need to “be more comprehensible than they are”.We would just argue that this might be so,  provided that the students are willing orwanting to interact under pressure; furthermore,  the constraint will certainly be cognitive but to what extent could it be “social”in a context where L+ forms are used for study purposes mainly?
 One of Swain’s other argument is that when learners are put into situations where L+ use is a must, they are given possibilities to “extend their linguistic repertoire”. As such, the process of producing comprehensible L+ is viewed as a “mechanism” that is necessary for acquisition. We would agree,  when opportunities for interaction by L+ students are interesting enough to raise the need in them to so interact. However, experience reveals that unless students are really driven by a need to use the language “to express ideas” as a number of informants in this study claim and reveal  they do, this is not granted for as this study reveals some students may not want to engage in oral production work  for instance Naci, Bedi.
In the light of the above arguments about the usefulness of output, Swain suggests that “output” has a role in enhancing development. It does so in three ways, or to put it in Swain’s words, it fulfils “three functions”:
1) learners’ use of what language they know gives them opportunities to assess the extent to which they can be understood (also Alcon1998),

     2)  the more language is used, even through faulty production, the more learners put into use what they know, the easier they will use them. That is to say, during language use, learners necessarily tap their language ressources and  automaticity of use is likely to refine,
     3)  within the opportunity to use their linguistic ressources, learners obtain feedback 
which might lead them to “reprocess” their output. Via hypothesis testing and correction the learners become gradually aware of their knowledge and gain increasing control of the processes that lead to comprehensible output. 
Again, here too, experience and situations that are specific to the present study stand in support of the assumption especially as concerns Swain’s specific point relating to the “move from semantic to syntactic processing”.The belief is that both the syntactic and the semantic systems, not just the semantic system alone, come into play. In this connection, the writer observes (rightly) that comprehension does not push learners to perform that, (double) move. On the contrary, they are led to focus only on content words ignoring many items that pertain to the syntactic component of input. 

In agreement with Swain on this point, we might refer for instance to  language students “obsession” for vocabulary; these students do not reveal very fluent (Naci rarely uses English in the interview) whereas others who give due concern to all of  “ideas” (Sola) “style” and “structure” (Ranis) sound far more expressive slightly more intelligible than others. However, as regards automaticity, this depends on the modeoral or written and depends on the frequency and nature of practice. Experience and literature on this aspect point to a number of weaknesses of intensive practice and automatic drilling.  Larsen-Freeman (2003) suggests that one would, alternatively to automatic and intensive drilling,  opt for selective practice and one that would target specific and useful patterns rather than rules. The point is taken up four paragraphs below  in connection with  this scholar’s view.

Shifting to Chaudron’s position that learners’ production is undeniably positive in their L+A development and is evidence of their own contribution to such development, we notice a few reservations in this scholar’s position:

- the outcomes of language production are not systematic; there are intervening factors such as the circumstances under which language production occurs, 
-whether learners generate input from peers and whether learners engage in tasks that 
require them to negociate meaning.

When the circumstances and the nature of the tasks may favour desirable outcomes, input generating from peers might not; in addition to putting into use newly learnt forms in L+, learners give themselves various opportunities for assessing their knowledge, responding to negative feedback as well as making adjustments or modifications to make themselves understood. In this way misused structures or style may be spotted and corrected . They may  thus “reorganize” their grammar (Gass & Selinker). But in order to modify or adjust output towards better comprehensibility attention and involvement are required ; in other words, learners should be commited to noticing “ungrammaticality”in their output and attempting to correct imperfections.

Our reaction to Gass & Selinker’s position is the following. Even when as it often occurs in writing practice tasks focus is not necessarily on interaction and negociation, those among students who are indeed concerned with feedback, seek opportunities for feedback and correction. In addition to voicing a need for feedback, such students  are among the ones who care to improve  performance (Nelou, Naci, Bedi). One of these students, Bedi, takes part in interaction and negociation, so do Sola and Ranis who actually seek opportunities for debates and discussion.
 What is to be part of learners’ production in L+, how and when output is to occur is one of Larsen-Freeman’s (2003) concern; in her view unless students have developed a sufficient amount of “formulaic” language for which they can be given intensive practice, learners may not be prepared to interact and negociate.   According to this scholar, when formulaic language has been automatized through adequate practice, students may be in a better position to use language they know to interact andnegociate for meaning. The load or constraint of looking for appropriate language to deliver what Swain (opcit) describes as “a coherent, precise and appropriate” message would be lighter. Larsen-Freeman further suggests that towards this purpose a set of patterns (mostly formulas) could be introduced as declarative knowledge then intensively practiced towards fluency. Adequate practice  according to this scholar, is practice which is based on “formulaic patterns “not “rules”,  the gain for students would be that they develop enough language to take part in oral activities and have access to input. The view sums up to the following advantages of a practice- prior- to output position: Practice may help learners acquire L2 in the following ways:

a) develop fluency by controlling formulaic speech

b) free up attentional resources
c) modify and reorganize underlying representations.
Summary and conclusion 

The chapter devoted to output has been concerned with the role that language production by learners plays in their developing proficiency.Three different positions have been discussed and the assumptions  examined . The first assumption is Swain’s and it assigns output “three roles. One of “pushing” learners to use their language knowledge and while doing so they have the opportunity to assess the extent to which  the forms they produce approximate target forms: this would lead them to assess their own limitations and become conscious of any difficulty. Another role or function that language production by learners fulfils is to provide them with gains  in feedback and possibility for adjustment. This function, it is believed, extends learners’concern for both syntactic and semantic processing; Students would thus realize the importance of syntax in meaning construction.  Finally, the third function lies in the opportunity given to learners to make assumptions about newly learnt forms and to re-process them when feedback  indicates the need to do so. The second view about output is Chaudron’s and Gass and Selinker’s. Similarly to Gass and Selinker, Chaudron stresses the necessity to adequately manage interaction in view of variables that might affect output . Such variables  pertain to age, cultural background and other characteristics that are inherent to the learner . In addition to this, Gass and Selinker  emphasize the need for learners to give attention and to be involved  if any work on adjustment and re-learning is to be benefitial at all. 
The third position on output is held by  Larsen-Freeman who sounds skeptical about interaction situations which would engage the learners to “negociate” without having apriori been given appropriate practice to do so. According to this scholar, when students have been equipped with the linguistic forms that are required in interaction, they would be in a better position to negociate as such practice  would lighten the learning load and free their mind for greater learning potential.
    
To conclude the discussion on the link between output and knowledge, we shall have to highlights two facts at least.  The first has to do with the very definition of output. For some scholars this refers to the learners’ use of language forms or structures they have just encountered. But such use must be organized through tasks that are well  defined and well managed.  For other scholars such use cannot take place without previous intensive practice in the new forms. 
The second fact to be highlighted is the very link that ties output to knowledge. The link, quite expectedly, is bound to differ according to how we define output. If output is speech or writing that is produced in response to specific tasks, then this is believed to involve learners’ attention  who will not only cater for meaning ie understand but also handle forms that they will try to get syntactically right. At least, this is what seems suggested through the output hyothesis. 

Low proficient learners’ responses/reactions, expectedly, will be less sophisticated than the advanced peers. But there will be gains for L(E)P learners from advanced peers. (Interactionnists and Vygotsky’s followers agree on this). When output means intensive  mechanical, then meaningful drilling of given patterns (formulaic, for instance) prior to interaction, the influence  they may have on knowledge or stored information lies in the availability or amount of availability of attentional resources.
Since attention is crucial to learning/knowledge incrementation, it is likely because it is available in a greater amount, to ensure greater involvement in the learners. Involvement, here, means attending to form, very probably noticing new/intricate forms and willing to reshape them by responding to negative feedback. We shall recall that learners’ involvement is crucial to input processing too and mainly to  turning input into intake (Gass & Selinker, Alcon, Sharwoodsmith opcited).
Having arrived at a general idea of aspects that favour overall ability in an additional language, we now shift focus to a relationship between  proficiency and academic achievement. The theme is expanded in chapter 4 below. 

Chapter  Four: Additional Language Proficiency and Academic 
                         Achievement 

  Introduction
       
Scholars who seem concerned with FLA or at least refuse to ignore the “foreigness” dimension of the study context, suggest a new research track as they duly weigh the importance of the cognitive component especially in the formal study context.

     
Scholars such as.Bley-Vroman (1989), Sanz (2000), Davies(1995), and Ringbom(1987) do in fact count with the second/foreign difference. They not only claim the difference and the consequences it might lead to but also count with the learners’ previous linguistic background. Not unlike many others concerned with a third or additional language acquisition, these scholars acknowledge the existence of the previously learnt /acquired  languages. Not only that, but they further suggest that to successfully develop post-puberty, FL study should rely greatly on the cognitive potential of individuals and their capacity to make use of problem-solving principles. In this connection, the position of scholars who emphasize the role of cognition in academic achievement  is  examined.

4.1 The Fundamental Difference Hypothesis
          
In the late 1980’s, Bley-Vroman claims a “fundamental difference hypothesis” (FDH). This claim is based on the author’s suggestion that there is no fundamental sameness between foreign language learning (FLL) and child language acquisition. He posits - as major arguments - a set of characteristics that feature FLL.  Lack of success, variation in success, course and strategy, variation in goal, general failure, negative evidence and the role of affective factors.

This scholar suggests that language acquisition by adults is shaped by the change that has occured since childhood. According to his view the following aspects seem to have been affected by the change:  

a) the internal state of the learner

b) the adult’s language faculty

c) the domain acquisition system.

In the light of these observed aspects of the change, Bley-Vroman wonders whether Universal Grammar (so present in  first language acquisition), bridges the gap which was left by the change or the alteration of the systems.  But UG has been modified – in the growth process; therefore what is available is a substitute for it that a second or any other language, acquired prior to FL, has helped develop. What is left of UG, then, has turned into general problem solving, a general problem solving system (GPS).

      
To define GPS, Bley-Vroman refers to two advantages thus made available to the adult learner. The first advantage is the previous knowledge of a language (L1 at least); the second advantage is a general cognitive ability (ca) to deal with the abstract system. These two advantages may compensate but with imperfection, (the author warns us) for the loss in adults of the knowledge of UG and of a learning system/procedure which was initially constructed to design grammars.

        
The compensation could be made possible via a process whereby the adult learner relies on L1 knowledge to hypothesize and generalize rules from L1. The process is described by the author(p.52-53) as follows:
“ The native language must be sifted: that which is likely to be universal must be separated from that which is an accidental property of the native language. Different learners may be expected to come up with the same surrogate, and not all will be successful. The process of learning a foreign language may itself have an effect on this sifting, as the learner gradually realizes what of the native language seems to transfer well. A learner of a third and fourth language may be presumed to have a richer source of information and so stand a better chance of building an adequate surrogate of U.G” 
       
However, the author posits, too, that the possession of (imperfect) substitutes for LAD and UG may not be the only alternatives. In this connection, a “mixed bag” of explanations which are assumed to exist, are surveyed by this scholar and their weaknesses highlighted . They (originally) appear in a list of 5 hypothesis(1989:55).
H1 = Fundamental difference hypothesis ; the LAD responsible for L1A is no longer available in adults

H2 = An existing language interferes with the acquisition of another

H3= The input to adults is unsatisfactory either deficient, or the wrong one.

H4 = A personality trait so crucial in L1A is missing . This is refered to as

        affect or sociolization hypothesis
H5 = GPS developed by adults competes with their language acquisition system.

          This is referred to as the competing cognitive system hypothesis.
Given that H5, which is acknowledged to Felix,  is discussed by Bley-Vroman to a greater length, we shall pause to examine in it the few arguments emerging in favour of the FDH.

       Within the discussion the co-existing systems; one specific to L1A; the other to GPS are responsible of a set of tasks. When neither one nor the other can handle the task(s) for which it is responsible,  unsucessful language learning results. This is due to the G P system’s lack of capacity to handle the language learning task. Such argument is discarded by Bley-Vroman on the following grounds:
i- bad language learners are not necessarily good problem solvers and the reverse is true; good problem solvers are not necessarily (nor has it ever been shown that they are) the worst language learners.

ii-  If low motivation and bad attitude to language learning were to suppress GPS (so that LAD carries on the language task) then how do we account for successful language learning when it is consensually agreed that it is favoured by a positive attitude to learning and a high degree of motivation ?
iii- The prediction (made by the competition model) that FL learning viaGPS by adults would not succeed may sound unrealistic since language seems- precisely- boosted by problem solvers.

iv- Given the independent nature of the two systems and the fact that they do not coexist, a declining LAD, no more capable of enhancing LA, is bound to be supplemented (rather than supplanted, insists BV) by GPS.

In connection with UG, Bley-Vroman addresses three questions which refer to aspects that have, on investigation proved limited by their hypothetical nature – prodrom parameters: whether learners’ languages  are constrained by UG; whether adults benefit from UG generated knowledge; when language properties tend to cluster in adult-learned languages. However, only the recency of the view is emphasized together with inconsistency of the results. In the light of these two features,the author acknowledged a weak contribution to FL. Despite the recency of the view, insufficient information (in terms of research results) and inconsistency of the results from the few attempts, Bley-Vroman does not deny the fundamental difference hypothesis its predictive value and seems to believe in its potential to predict new research routes.
At least,  three aspects sound interesting in the fundamental difference proposal. One  such aspect has to do with the shift to cognitive abilities, the second to variation in goals and the third to the idea that cognitive problem- solving models involve goal setting. Although not the only explanation to foreign language acquisition(FLA), the idea that in adult FLA a general problem solving cognitive system favours learning is attractive especially when it is reinforced by the idea that cognitive systems not only develop on the onset of puberty but may as well help (young) adults face the complexity(ies) of an abstract system such as language. Following the view, language,  as an abstract system becomes learnable thanks to GPS. This is so since abstract knowledge requires cognitive systems that are well developed to face it and since the properties of most developed cognitive systems seem congruent with the idea that they should be  goal-oriented, prior to instruction, feedback, understanding and explanation. 
To sustain his suggestion of FDH, Bley-Vroman surveys other explanations such as L1 interference hypothesis, the input hypothesis, and the affect or socialization hypothesis and  Felix’s ‘s competing cognitive systems hypothesis. As the latter is discussed at great length and sounds highly informative, we shall pause to examine the few emerging arguments in favour of the FDH.
      
With reference to Felix’s view that  general problem-solvingsystem in  growing children and adults gets in the way of their still existing language acquisiton systems, the FDH holder points out two co-existing systems; one specifc to language acquisition; the other to general problem solving. According to one argument, the two systems are competing and failure or lack of success in language learning may be accounted for by the fact that problem solving systems are necessarily resourted to but adults cannot handle the task.

       
This scholar’s contention is that since FLA by post-pubertal learners is affected by variability in success, it is also bound to depend on aspects other than a LAD or UG that are commonly believed  responsible for L1 acquisition during infancy. Whether a modified form of UG or a set of general problem-solving principles come into play during FLA development, they may themselves constitute limited components of what enhances FLA development (in case of successful study).
           All  in all, in its most exhaustive form, FDH acknowledges previous language acquisition/learning (Bley-Vroman’s ambiguity) a role which if undeniable, is yet to identify. Furthermore, despite a lack of substantial evidence for or against the hypothesis (this being probably due to the complexity of the construct) the view deserves interest if only for the specific features it highlights and the orientation it seems to indicate. Because it addresses EFL instruction post-puberty and offers a potential explanation for degree students’ differential success, it sounds worth interest. We are thus in EFL contexts invited to assume a greater role of cognition  in successful learning. We now shift to examine scholarly position on the role of cognition in successful study/learning; thepoint is dealt with below.

4.2  Academic achievement 

        
The theme of academic achievement is examined from the viewpoint of the following scholars: Covington, (1992), Curzon, (2004), Norman, (1982), McMillan, (2000),  Entwistle & Wilson, (1977). 

       
Learners’/ students’s type of  involvement in the teaching/learning process, it seems widely agreed , is one characterised by an appeal to the senses which come into play in the reception and interpretation of information (Winograd (1977), and most reading research) as well as components of the individual learner’s cognitive construct (Anderson (1985),Marshall (1995), Lipman(1991), Covington (1992)).
       
Curzon (2004) posits that instruction at a higher level engages learners into acquiring new schemes, which once acquired by the brain, are modelled on previously acquired ones (p.205 referring to Norman 1972, Anderson 1995). Accordingly, an individual who uses a device, solves a problem or even “plays a musical instrument” is in fact reflecting a set of intellectual operations. Therefore, performances are not a matter of recall;  the act of remembering alone is not self-sufficient, a set of structures or “slots” should be available for the storage of new information. To turn into an abstract structure, newly received  information must be organized. Hence, Curzon (opcit p.209) views such a retention+organization+recall to involve the following intellectual operations:
“networks of memory entities associated with one another; newly learned information “slots” into a schema and information from the entire schema is available for recall”. But if these operations are appropriate for learning by analogy, such learning is not a goal and may not lead to good performance. In fact, explicitly or implicitly, scholars see a distinction between “mere knowledge of the topic” and “good performance”. 
       
For Norman (1982) a difference exists between learning and performance ; while the former results from instruction that is oriented on  information acquisition wherein new ideas are taken in and turn to different shapes, the latter requires much knowledge “knowledge of how the information is used.” In other words, existing schemas will room a sufficient amount of information, but that capacity is not limitless and may not allow for extra information to enter. What is required then is a set of new conceptual structures, a capacity for conceptualising and structuring. Such a capacity is believed to cater for continual adjustment when the tasks are new or the existing schemas not fit for such tasks. “Tuning” is identified by Norman as:
“the slow, continual adjustment in the knowledge structures  of the performer to make them more efficient, more specialized, more automatic to make them tuned specifically to the demands of the task”  (p.82).

This sounds much reminiscent of strategic knowledge and the three components of planning execution and control, tuning is evidence of high order learning, a level of much abstract representation of knowledge.

      
Covington’s (1992) concern for both academic achievement and the nature of the skills required for success establishes a link between the two. His“analytical” account of ‘thinking’ suggests the following interpretation: content or declarative knowledge constitutes the knowing that and is defined as a crucial step in thought development. It consists of facts about a topic/theme and only when these facts are selected through mental procedures can an individual face given learning tasks. When the facts are rules this may be triggered for problem-solving. An individual’s capacity to select the right facts or rules to face a task is identified as procedural knowledge. This type of knowledge fulfills a number of roles: these are i) generating ideas, ii) re-structuring problems, iii) evaluating ideas.

       
Two kinds of situations are kept distinct by this scholar; a) situations with a problem and a known goal, and b) situations without a problem. Crucial to this distinction is the notion of plan. In situations where the goal is known, a kind of means-ends analysis is required, therefore a (strategic) planning process comes into play. This requires the following for its completion:

·  ability to envisage both the problem and a solution

·  sensitivity to the required steps and moves is needed

·  ability to anticipate the unexpected and when  both goals and plans are changeable

·  a capacity to adapt to choice should be revealed.
       
The second kind of situation, inferrable from the autor’s account of academic study and strategic thinking, is that academic study is  self-initiating, is ill-defining and students, in general, suffer from a lack of clarity and purpose in their study;  the ones who suffer most are the  inadequately prepared students as they will fail to meet the challenges but  even the best students find it hard to formulate goals.

       
A further distinction is made  between  students and “better” students; it is  suggested that the knowledgeable students have “encoding specificity”. This is a feature that envolves the following steps towards successful study:
· selecting and surveying relevant information

· anticipating on its importance  for recall

· performing adequate study.
       
In Covington’s view, adequate study does not exclude rote -learning; this may be  both sufficient and relevant if the test is based on facts recall, but when a test involves application of new facts non- rote learning study is far more adequate. Hence a clear-cut distinction between knowing and thinking  The students who have ES will suffer less, because despite the fact that they might find it hard to formulate the goals (and meet the challenges), they have the propensity to know how to work harder.

  
Study success seems therefore dependent on students’ readiness to overcome challenges. It seems that only students who are equipped with a capacity to overcome difficulties that are inherent to higher study contexts will successfully complete higher learning goals. According to this description of them by this scholar, (quoting Davis and Annis 1982) good students have “ a large repertoire of study methods, knowledge-acquisitions strategies, and mnemonic devices” (p. 200).   
       
Such a view sounds compatible with McMillan’s (2005) who seeing the aims of higher education as a) learning to reason, b) planning and making good decisions suggests that towards completion of such aims the following abilities are required:
i)  generalize past knowledge to new learning

ii) apply and extend learning to new situations.
     
The need to generalize from one situation to another pinpoints “transfer” as one form of the challenge to be met by students.A further interesting idea relates to this author’s emphasis on the distinction between a “high” and “low” road to learning. While the latter is quite common, much expected and consisting mostly of “routinised behaviours and “automatic knowledge”, to be applied to (new) situations such knowledge application is not transfer. Her argument is that such knowledge application is repetitive of old routines and applied to situations that are sufficiently similar to previous ones for a learner to face them. Transfer is likely to occur when new knowledge has been acquired as a result of a “conscious”,”decision making” process. The point seems quite explicit in the author’s suggestion that: 

“The individual must be metacognitive….exercise volition, control or intention to generalize from instances and examples into the more superordinate rules or principles, and then use this abstraction in a new problem or situation”(p.134).

         Here, too, metacognition seems essential to high-order learning and a key to success in academic study. While McMillan’s distinction between learning and learning better sounds reminiscent of Covington’s distinction between good and “better” students. Like it, it does not seem to point explicitly to students’ activities or actions a more observable and no less related aspect of  academic study. The link lies precisely in the fact that the set of cognitive and metacognitive skills which seem to distinguish between high and low achievement are perceivable only through what is actually done by students during the course of study and how students approach the course of study. The  practical ways and means students use to “manage” their studying, their own attitude to study work and opinion/feeling about it are believed worth considering for they may, equally to mental structuring, stand as evidence of good or bad studying and might therefore determine success or lack of it .

       
This facet of the high achiever’s profile appears in Entwisle & Wilson’s account of their study (1977) as an important one. Though the study addresses students in all subjects (including languages), it reveals clearly that “habits and attitudes” also contribute to academic achievement. According to the account of the theme study habits that reflect the use of effective study procedures  and “acceptance ”  of study endeavour  for instance are likely to attain good results . The two authors quoting Pond 1964 offer the following picture:  “High achievers responded that they organized their studying and time allocations, worked during free periods, decided on priorities and tried to improve their study techniques” ( Pond 1964 in Entwistle and Wilson p.33).
    
When truly the picture is suggestive of the possession by high achievers of metacognitve and strategic knowledge, it also pinpoints to concrete facts featuring their study time and endeavour.
 Summary and conclusion
         The above section has surveyed views on academic achievement. High-order learning and a capacity to conceptualise and update existing mental structures are posited  as keys to successful academic study but Entwistle and Johnson point to attitudinal and behavioural features as well. Curzon points to  the essential role of these structures for learning beyond mere analogy.  In Norman’s view they are crucial and though they need a maturation phase before they become operational they would not only determine success but would also qualitatively shape such success in instances of higher performances. Covington keeps instances of thinking distinct from others: thinking for recall and re-production against thinking for problem finding and problem -solving and though the former is not excluded from a definition of academic achievement , the latter is presented as the most desirable type of thinking for it leads to better and durable outcomes. Norman sketches academic profile as one featured by two essential components i) reasoning, ii) planning and decision-making. Basic to such components, stored knowledge is to generalize and increase to meet new learning frontiers. McMillan favours a study demand that appeals to generalization and knowledge transfer capacities. Entwistle and Wilson point in the direction of concrete instances of behaviour and attitude as components of a high achiever’s profile. A positive attitude to study associated with effective study procedures leads to satisfactory work and  favourable outcomes.

       
Interesting for the main theme it addresses-academic achievement and success- the study reported by Entwistle and Johnson is quantitative and involves subjects who were studying in various university departments including hard sciences and the humanities. Despite such a variety findings point in the direction of certain common traits that pertain to high and low achievers.

The study and its conclusions sound pertinent to a certain extent and we would be interested to find out  whether any link exists between those findings and ones in the present study.
       
It appears thus that academic success is not just a matter of acquiring new information but being able to use it to attend relevant or new situations of use. Academic achievement is much dependent on knowledge acquisition, and a capacity to conceptualise and tune exisiting structures to the construction of new principles. Academic achievement involves knowledge that allows for knowledge transfer. Cognitive and metacognitive knowledge are mutually dependent; when students develop the former without the latter, they may be less successful than their peers who rely on both cognitive and metacognitive knowledge. Study outcomes for these students may not be outstanding as they are limited to re-producing existing knowledge rather than transcending it. Students who are fitted with the above identified type of knowledge will consequently display a set of attitudinal and behavioural patterns that lead to academic achievement. Of equal interest,  in this concluding section is the relevance of Entwistle & Johnson’s study to the present one. Despite the quantitative orientation and its large scale-basis that study does explore academic success and achievement.

         
For recall,  the above conclusion and the discussion that precedes it only partly deal with the overall theme, therefore we feel it judicious to renew concern with a related and no less relevant theme which is literacy.

This specific facet of academic  achievement is examined in the next chapter.

                        Chapter Five:   On L1 Literacy

Introduction
          
Highly significant in a context of study where the demands on literacy skills are greater than oracy skills, literacy skills as revealed by experience in general, but as also emerging in the data collected definitely ground academic work and thus confirm  a suspected  status as “survival” skills .

            
A fully adequate definition of literacy is unattainable without a definition of such   terms as reading and  writing. Therefore, to this aim we now turn,  bearing in mind the distinction between L1 literacy and literacy in another language; a distinct treatment is given to each type of literacy. Literacy in an additional/foreign language is discussed in chapter six. Even when a social dimension is highlighted (McKay 1999, Scardamalia  and  Bereiter 1986),  any concern with literacy seems overwhelmingly pertinent to study contexts. Further reading on the theme has guided our search to sources on cognition such as  Lipman (1991) and Marshall (1992); their views were considered for their relevance to the theme.
5.1 The role of thinking
         
According to Lipman(opcit), literacy and learning skills derive from thinking.  So we will for the present discussion examine a number of aspects that seem to be reflected in Lipman’s view of reading and writing. Following this view, there is a connection between cognitive skills and meaning; meaning is acquired early in  life, as a natural drive, partly through interaction and interpersonnal communication and partly through literacy skills. Later on reading and writing enhance the acquisition of meaning and the capacity to express it, thus a link between “literary” skills and reasoning lie (together with enquiry skills and other mental acts) at the basis of thinking. Lipman’s perception of the link seems quite explicit in his suggestion that “literary skills should play the meaning –acquisitive role that reasoning and enquiry skills play...”(p. 34).
    
Yet, although emphasized, the abilities to read and write and the kinds of “thinking” that help construct meaning are kept distinct. This author also insists on the distinction between “errors that violate meaning and errors that do not”, between operations that preserve truth and operations that preserve meaning. His explicit view of reading comprehension goes as follows: “Reading comprehension presupposes skill in translation not from one language to another but from one domain of a language to another domain of the same language...”(36-7). An extension of the definition is found on p. 38: “Reading comprehension can be said to rest upon the formal skills of deductive inferential reasoning and upon such skills as analogical reasoning...”.
      
What appears here other than the distinction between knowledge and skill is that reading is dynamic and -as a means to access meaning- is achieved via reasoning skills. It is therefore a procedural activity that is much dependent on a number of thinking operations and thinking moves. From Lipman’s examplification we might borrow the following: a logical implication may be viewed under the term “operation” whereas drawing a distinction, inferring a conclusion, hypothesizing may  fall under “moves” or “performances”.Thus, reading appears –at this preliminary stage of our survey - to consist of  thinking (in terms of dealing with /processing input) as well as an ability to make cognitive moves that lead to (good) performance.

5. 2. Comprehending Discourse in L1

         
We are interested in thinking, a link, that Lipman establishes with the first two components of literacy; especially so since thinking was established as a crucial component of  academic study and success (Covington). The link is felt relevant as it sounds congruent with the notion of schemas and their roles /contribution to literacy development and to reading ability in particular.  We now shift focus to reading and its use in the academic context.

         
Anderson et al (1977), the authors of “Frameworks for Comprehending Discourse”, emphasize the idea that text meaning is language dependent rather than speaker/hearer or author/reader dependent and when a reader fails to understand,  this may not be due to a language-specific deficit. These authors suggest that  there is more to meaning than a carefully selected and conventionally organized language; language thus arranged in a sentence or longer passage vehicles meaning that is constructed not merely from adequate language and discourse components but also from a selection of specific  sense features and within a contextual scope. In other words, what gives a text its meaning is not only the carefully selected language but also physical and environmental constraints.
        
A close relationship exists between world knowledge and context on the one hand and the importance of context on the other, therefore, comprehension is not limited to  “applying” well a knowledge of the language. World knowledge, which they call extralinguistic knowledge, as a component that adds up to the mental representations of the readers and shape their understanding of a given text is given more credit.  The claim is sustained by  illustrations  on how the influence on comprehension varies according to people’s “personal history”, “knowledge” or “belief”. In the authors’ opinion, efficient, fluent readers do not take a text for granted, a text according to them is never fully explicit or even satisfactory to the reader. Unless content anchors to the reader’s own configuration (of that content) and matches the various types of inferences a reader makes, it may not be adequately interpreted.

   
The view here is that there is more to comprehension than getting (by the reader) at the abstract (or linguistic) meaning of its various constituents.  A set of  “knowledge structures” or “slots” need to be filled for (true) comprehension to occur. The term “schemata” is here favoured over that of “frames”or “script” (sometimes used by other writers interchangeably) as an alternative to knowledge structures. The authors stress the fact that schemata both “generate” inferences and shape these inferences, as such  they determine comprehension and are, therefore described as “high level schemata”.

       
What is interesting in a discussion on high level schemata is the possibility which is offered to us to infer the profile of the good reader. We can, from that description, depict the latter as someone highly knowledgeable, highly competent in decoding language but also quick at reasoning and decision making about meaning subsequently to previous schema building (congruence is highly valued too). We cannot help make a  connection with what Lipman (opcit) calls “good judgement” and what Marshall below refers to as “working schemas”.
        
Anderson et al discussion on comprehension sounds fairly substantive. What “active mental involvement” means in concrete terms is that beyond a knowledge of the code and a capacity to handle the code,  all of a reader’s experience with print, his or her knowledge of themes which connect with those of a passage come into play to influence understanding. Such influence will determine what information the reader will gain in the process and what inferences he/she will make. We are here introduced to reading expertise  with reading defined as an activity that requires high order skills.

        
The role of basic or low order skills is given importance in other accounts of reading literacy. For instance, Eysenck and Keane(1990) seem to equally value basic perceptual processes, cognitive  and linguistic ones; they seem to view reading as an activity which “…requires several different perceptual and other cognitive processes   as well as a good knowledge of language and grammar.” (p.305).
      
What appears as highly important is an interdependence between the different processes and linguistic knowledge. Contrary to Anderson et al, Eysenck and Keane (opcit) acknowledge linguistic knowledge a role which is as important as perception and cognition.

        
According to these scholars, basic processes in reading are perceptual in nature and relate mostly to eye movement and the result of the eye fixation span on letter and word identification: for a letter and word to be identified other important moves are also required but however important, they cannot take place without  knowledge of both language and grammar. Given the recurrent and variable interest in language and grammar knowledge demonstrated by scholars who seem to be driven by a need to understand or otherwise explain reading processes, we wonder why Anderson et al diminish the role of such knowledge the importance of which is crucial in comprehending discourse even if by means of interplay with a set of operations. We will notice that  the differential position so far noticed extends further to a lack of explicitness about what,other than language and grammar knowledge, enables a reader to make the correct type of inferences and get at the meaning of a text. They refer to the reader’s experience and  knowledge structures but seem to undermine or ignore perceptual processes and basic eye-movement. Eysenck and keane insist on the interdependence which exists between the various (perceptual and cognitive) processes and at least two types of knowledge other than the linguistic and grammar knowledge previously mentioned. One is a knowledge of syntax which is revealed by a feel of how sentences in a given language are arranged  and what possible meanings they can suggest to the reader if comprehension is to be effective so knowledge of semantics too; the other type of knowledge is a broader kind of knowledge which language knowledge might or might not include.
      
Because it triggers the set of bottom-up and  top-down processes upon which language knowledge  seems to depend, the other  type of knowledge has to do with the reader’s information storage, more specifically, amount and quality of storage. Information is stored in long-term memory and recall of it  is subjected to the time factor; the most remote the information, the most likely it is to be recalled and distorted. Eysenck and Keane’s model of reading comprehension is inclusive of various types of knowledge other than knowledge of the code or that of grammar, syntax and semantics. “Stored knowledge” is dynamic; quality and amount of storage seem to influence comprehension. Emphasis here is on the idea that beyond the basic processes of letter and word identification, there is an interplay between grammar syntax and semantics and  information which is stored in long-term memory. This model helps us perceive text comprehension as an aspect of language use which is much dependent for its success on the following :

1. basic processes that lead to letter and word identification/recognition
2. a knowledge of grammar syntax and semantics
3 .a set of inferences that are gradually determined by previously stored knowledge and how easily we access it (whether it is literal, pragmatic or else) these differ according to the passage at hand and what message is intended. The inferences willdiffer according to the amount of information stored in memory. Depending on how remote or how recent the stored information is, it will shape comprehension in a drastic manner. That constitutes a reader’s knowledge of the world and it is here classified in at least three kinds; “schemata”, “scripts” and “frames” according to whether knowledge refers to events, places or objects.
The influence that schemata may have on comprehension depends much on when they intervene since they may intervene during recall/retrieval or during comprehension proper.

 
Two aspects seem to emerge so far which deserve a closer attention. One aspect relates to  the role of schemata in the comprehension process,  which appears in both models, and the second is the nature of schemata.  Although their role in literacy skills is undeniable, little agreement is reached about what they are exactly.
Given the importance of the concept in a definition of literacy, we have felt it useful to pause and examine Marshall (1995)’s view of schemas. The author’s close scrutiny of the concept as well as a source she refers to -Winograd (1977-  are believed enlightening for the present account of literacy. 

5.2.1 The role of schemas/schematas in comprehension
           
A major concept in literacy and thinking, schemata is discussed with reference to Marshall, Winograd and Covington among other scholars  concerned with the theme.
           
Sandra Marshall tracks the origins of schemas in the Greek Philosophy (Plato, Aristote) and in modern European theory and she presents a schema as “a mental structure centered on an event, situation, experience or object”. According to her, schemas serve to record past experiences and retrieve them; so they fulfill both a recording and retrieval role. They also help interprete current instances. 

         
With reference to more recent accounts of schemas and namely those suggested by Minsky, Schank and Rumelhart, we are presented with a variable picture of the situation. Initially introduced in connection with visual processing by Minsky (mentioned in Marshall and other sources), the notion of “frames” is acknowledged to be relevant to cognitive processing. Frame theory, according to Marshall, stipulates that in addition to stored knowledge lies an “anticipatory” knowledge as well as knowledge of “what to do” if the expectation is not confirmed. Lies, also, within this theory the existence of a “default” structure called “slots”. A further notion, and one introduced by Shank, “scripts” is believed too rigid as it stands for a data structure that contains specific details about specific events. As such it might, probably, not fit the amount and variety of stored/storable knowledge.

        
With reference to a distinction made by Winograd between declarative knowledge and procedural knowledge in connection with schemata and to the specific role this scholar assigns to them, it is suggested that a schema serves as a guide for procedural knowledge and has procedural components.

       
Winograd’s (1977) account of schemas reveals to be both  exhaustive and analytic of their roles in discourse comprehension and production.   Despite a few distinctions between spoken and written discourse, he agrees that a discussion of schemas may remain  valid for discourse as a whole as well as for  the various processes that contribute to its production and compehension. Accordingly,  written discourse stands at one end of a continuum and, spoken discourse with its  multiple formats (telephone conversations, exchange of short written messages...) stands at the other end. Medium is the differentiating element and so are register and degrees of formality and explicitness. This scholar identifies “schemas” as devices that are in charge of representing knowledge. Since discourse is a result of construction processes, both its production and comprehension need “cognitive processors”. As such, they are acknowledged a “form” and a “use”(or uses). 

        
Form varies from simple to complex; thus schemas consist of items of knowledge (or bits of information) which relate to the various concepts we have in mind. They are context dependent and come into play when there is congruence and they might fit the situation. They can build  into a system in which they are interrelated in a hierarchical manner. The “nesting “ is such that the specific body of information which relates to a topic/theme must match the various schemas embedded in discourse; those pertaining to the structure of discourse (how sentences are constructed, how they are organized,  what they mean) and those pertaining to the theme/topic proper  (a hearer/reader knows what to expect, how to respond). In addition to forms, Winograd assigns schemas a double role: a declarative and a  procedural role.  A slight elaboration on these roles follows. 

      
As devices for storing information which is as diverse as the reader’s or writer’s realities, schemas assist memory in a useful manner: When representing an instance of knowledge (object,event, discourse events), only combinations that are relevant to the situation at hand reveal themselves. Winograd comments  on the point as follows: 

 “Properties that are common to typical instances of that schema need not be mentioned. The focus is on what is unique, rather than presenting a total picture...”(p.74).

Thus, it appears clearly that the usefulness of schemas lies also in a gain in economy.  Time and speed in processing are dimensions that are equally  valued by other scholars concerned with literacy in an additional language. In addition to amount of (information) storage and (internally complex) organization, and their involvement in “pattern recognition”, schemas trigger subsequent processes.

           
Stored knowledge is activated to help readers/hearers sparse input into known or familiar patterns. Relevant components of knowledge are believed, in this case to guide the process via steps such as trying out a match of recognized patterns with existing ones while constantly checking the match, testing it before confirmation. Winograd refers to them as “reasoning”, which is reminiscent of Lipman’s moves toward performing well. Active involvement prevails also in production. In this case, schemas provide the structures that are  appropriate to the type of discourse to be produced, guiding the writer’s or speaker’s choice of relevant information towards the targetted format.

        
A major aspect seems worth highlighgting prior to renewing concern with Marshall’s treatment of schemas. Schemas, in Winograd’s view, hold a dynamic role in discourse comprehension and production; they are fully involved in thinking and reasoning. Furthermore, thinking and reasoning start to emerge as complementary stages in comprehension (and production). When this does not contradict Lipman’s view of thinking and reasoning, it sounds more informative about their nature. The idea is confirmed in Marshall’s (more) exhaustive, but mostly consistent  account of the theme.

         
 In a definition of a schema, we are informed  about the two distinct goals towards which research has strived in attempting to study them. One goal researchers tried to reach is the psychological dimension of schemas; that is how individuals create schemas and use them. Another goal is to identify the structure of schemas and their role in remembering and learning. So, from a double perspective about schemas and their function, Marshall suggests the following definition: a schema is made up of (at least) four types of knowledge and its functioning involves both a parallel and sequential processing. As such, it is located in memory, which, as a device, it assists in organizing experiences from a similar kind. They may be said to exist in an individual when s/he can operate as follows:

· recognize  incoming similar experiences and keep dissimilar ones apart

· can appeal to all essential features that are shared by verbal and non verbal similar experiences (new data)

· use the generic framework (the one containing new data) in order to draw inferences, assess a situation, set goals and plan actions

· take action via skill, procedure or rule use to solve a problem

· generate essential features that are common to the stored experiences

· draw inferences and assess a situation by setting a goal and using the generic framework (developed in c) above) to plan a course of action

· resourt to skills,procedures, or rules that a (problem solving ) situation requires.
       
Thus depicted, individuals who can fulfill the a) to e)  listed operations can do so because they possess four types of knowledge which Marshall identifies as “identification knowledge”(type1), ”elaboration knowledge (type 2), “planning knowledge” (type 3, “execution knowledge” (type 4). 

       
As might be expected type 1 knowledge is dynamic, as it activates pattern recognition, an essential step in the processing sequence,when all (relevant and significant ) features are handled in the same time. Recognition is crucial because of the several features that are processed and the multiple instances they can represent , the individual should notice the set of features that fit a given situation; out of the many representations which similar features may fit, the one which is appropriate to the situation or the problem at hand should be configured. This is why, according to Marshall, processing is never started by one single feature; it always starts to process a mutiplicity of features simultaneously. Thus,  a schema  is formed only if  the  multiple patterns that are allowed for by the multitude of  similar features  fit one given situation.

         
All in all, “identification knowledge” informs the pattern recognition step and ought to consist of a quick survey of stored features/elements. This is referred to as simultaneous cognitive processing. The features must apply/ fit the situation, event, process at hand. Thus recognized, detailed and identified the (selected) features gather and form a “mental model” about the situation or problem an individual is faced with.

         
A subsequent step, in Marshall’s model/explanation, is “elaboration” or type 2 knowledge which helps an individual  figure out  the problem (form a mental model) by fitting a number of details to the mental model. It appears that in the fitting process (elaboration) some elements can be discarded in favour of others , which may or may not result in a distorted picture. This kind of knowledge seems to retain only familiar and essential information; unless “sufficient” essential details are gathered the mental model is yet to form These two types of knowledge are both complementary and crucial in schema formation; however, they do not guarantee the usability of a schema. The usability of a schema will reveal in an individual’s ability to do the following:
- Plan a course of action, make expectations, envisage goals.

          
Perhaps the most observable part of an individual’s planning knowledge may or may not succeed. There is a narrow relationship between schema formation and schema usability but no interdependence. Marshall sustains the idea when she suggests:
   “It is quite conceivable that an individual could recognize a situation using identification and elaboration knowledge but have no planning knowledge. Such an individual would not be considered to have a working schema”(p.41).

            Planning as understood here can be equated with the individual’s own perception of a situation or a problem, but in addition to the identification of the problem proper, the individual should be able to envisage as well as attempt a solution . For so doing an individual should resourt to a procedure of some sort. Surely, one which should be appropriate to the situation at hand; ours, involves precisely how to use linguistic knowledge in order to reach academic achievement and use literacy skills to achieve academic goals. Knowing how to read and how to write in an additional language is obviously a challenge. What enables the degree readers to meet the challenge seems to profile itself as knowledge and skill of a particular kind, the particularity lying mostly in our degree readers’ handling of more than one language to acquire knowledge and skill.

          In this connection, Marshall’s account of schemas unveils the nature of knowledge that is believed by many scholars (Bialystock, Spolsky, Ellis, Sharwoodsmith) to ground proficiency development . Psycho-cognitive  per essence , it lies mostly on an individual’s capacity to memorize instances of knowledge which serve to develop  concepts and to retrieve components of such concepts on demand,  to increment knowledge and skill in various domains. If rightly understood, the nature of schemas assigns them a multiple role, at least two of which, declarative and procedural, reveal to be crucial for literacy development.

        
The link between schema theory and literacy, is  getting obvious and is very much reminiscent of the complementarity between explicit and implicit knowledge. 

Structured thinking is thus established  as both a complex and crucial element: complex because of its multiple functioning and the various structures (/levels) from which the functioning derives; crucial because of the utility that its functions serve for a reader to make sense of written input.

        
Recall of our previous observation about the nature of the link between thinking and reasoning  on page 81   leads now to perceive  both the narrowness of such link and a difference. As two essential steps or stages in the successful completion of reading they are complementary but different. When a reader “goes” one step but not the other, the reading activity may not be complete and we may expect comprehension to remain unachieved. This  reader, in Lipman’s view, may not be able to make the appropriate moves that are necessary for “good” performance to occur: this reader in Marshall’s view may not have “working schemas”.

     
Consistent with Covington’s view of thinking in terms of a multi-staged, gradual and increasingly dynamic type of knowledge  that owes both dynamism and complexity to mental structures and schemas, the nature of thinking is increasingly reminiscent of the nature of schemas. These two emerging features, importance and complexity, suggest a third one  which is multiple functioning or processing at more than one level of the structure/hierarchy. The picture will probably gain in precision if we accept the idea that schemas -as  both components and the driving force of knowledge- vary in both nature and function and make up a highly organized structure that stores, manages knowledge and determines the way(s)  in which knowledge is used .We are here reminded of the fact that in the academic context we are concerned with, knowledge is linguistic, developmental. Its use is acquisitive and academic.

        
Reading, in the case of the present discussion serves both uses. Whether the uses work well for a few students may or may not have a link with the knowledge organizer structure of our degree readers. 
     
As an attempt to deepen our understanding of the concept literacy might certainly sound odd without insights into writing; we feel it useful to consult a number of authors on the subject.
        
Postponing a summary and conclusion on comprehension to the end of this chapter, we now turn to examining the nature of discourse production. 
5.3 Producing Discourse in L1

         
Writing too reveals to be determined by a number of  processes; beyond an ability to handle items of the code knowledge types and  thinking processes intervene at different stages of the writing activity. The views examined below offer a fairly exhaustive picture of the type of demands L1 writing makes on individuals. This is believed significant for the present study and more specifically for one of the assumptions about any influence of previous language experience; L1 reading and writing being part of that experience. At least, two distinct but complementary views to writing are available. A Plan+  process  view and a Process+ componential view. The former is offered by Reed et al, very much inspired by Flower and  Hayes ( 1984) and the latter by Bereiter and  Scardamalia (1987), Raimes(1986), Eysenck & Keane (1990), and Schoonen et al (2003).

       
Focus is on the first proposal. W.M. Reed and co-authors (1985) define writing ability in terms of memory storage and effort limitations. With reference to research on writing and information- process, they suggest that writers hold a varied set of schemata.

      
Following Hayes, J;R and L.S.Flower  (1980, 1984),  Reed et al (1985) identify three sets of schemata. one for “narrative, descriptive and persuasive modes”, a second include language governing rules and a third includes complex sentence structures that enable the writer to produce new sentences. They also stress the fact that writing involves two “simultaneous” processes: 

        1. retrieving the required information

2. accessing the various schemata in order to meet the task demand.
        
A double demand is thus made on the writer who strives to access both the information needed for the task and the schemata to be filled for the given writing purpose. The required effort is itself suject to limitation as it imposes a cognitive constraint on the writer. But, according to Reed et al (opcit) experience and expertise will determine the extent to which  the cognitive constraint can  be alleviated. In this connection, they suggest that the more “experienced the writer, the least the demand and the easier (and the more successful) the task; the least the writer’s experience, the hardest the demand. Whether the outcome of the task is or is not successful obviously depends on the writer. Regarding what seems a circular situation – if a hard task, how much effort is likely to be made? They suggest that performance in this case is limited because the writer faces a multiple demand “on all aspects of writing” whereas the writer who manages language will not be limited in performing. The point about managing language  outlines the fact that the difference between an experienced/expert writer and a less so writer does not lie only in amount of information, but  it lies precisely in the cognitive capacity to which the authors seem to point when they observe:
“Inexperienced writers are affected by these performance limitations because they have to work consciously on all aspects of writing whereas experienced writers do not have to work as hard to form sentences or to think what to say, thus decreasing the strain on working memory. As tasks become more practised, less cognitive capacity is needed because the accessed schemata are becoming more refined, allowing the information to be “chunked” and processed simultaneously, thus requiring less memory space and effort”  (1985:284).

The cognitive capacity seems closely related to, if not dependent on, schema functioning. Fluent writing seems bound to what Marshall (opcited) identifies as working schemata. It is also a matter of engagement. So the more refined the schemata, the more engaged the writer, the smoother the task, the more successful the performance. In addition to reflecting elaboration and amount of processing, engagement seems to be  dependent upon skill (relevant one in this case) and their level of development (beginners, average, sophisticated); it seems that the more developed the skills the less processing time and the more elaboration – at least by not having to retrieve too much knowledge and schemata from memory.

The writer’s engagement seems bound to the right type of schemata and there are many that come into play in the accomplishment of the writing task. Reed et al insist, even factors that are external to the writing task such as audience, topic and task approach are built into schemata. The above perception of writing in terms of high or low expertise is not totally different from a view of writing proposed by Bereiter and Scardamalia (1987) who put forward a distinct but complementary model.
The model is suggestive of a continuum with two ends; an easy end and another that gradually increases in difficulty. By “difficulty” the two authors mean,  explicitly, cognitive functions which are assigned to a (writing) domain. At one end, writing is a fairly natural task which any individual may learn to perform – provided one is endowed with the (required) set of cognitive structures and the language which is necessary.

Bereiter and Scardamalia suggest further that this kind of writing is learned through social experiences and its use limits itself to writing about what one knows of reality) just as one would know how to speak to peers and would gain from such interaction. Without that interaction people can write about various things and produce texts that are accepted as such – they refer to it as “knowledge telling.”

As we move towards the other end of thecontinuum, writing increases in complexity and is believed, by the authors, to follow the “expanding competence of writers.” The task  detaches itself from linguistic endowment and is performed by an individual alone (not interacting) who rather than merely “tells knowledge” like anybody else might do or does in this occasion, thinks about knowlege in sets of ideas which h/she will then works out and re-processes. The re-processing does not occur in a random manner  -of course, it follows (an) aim(s) which it tries to fulfill. It also follows a task which it tries to complete successfully. It is not excluded that both the aim and task be set by someone else as in the case of an assignment by a teacher. At a higher level of complexity, writers target an aim (developing a topic, arguing for a case etc..) and strive to reach that aim. During the process the individual re-processes knowledge alone and in so doing is not exclusively using language per se. 

Writing so perceived is equated with “knowledge transforming”. As a skill, it does not require cognitive and linguistic structures only, but feeds on a set of “distinctive capabilities” which, according to the model, enable the writer to formulate a problem, set an aim and finds its solution, arguing for/against an issue, narrowing down the scope of the topic to its essential aspects. The writers’ following remark seems to refer to that idea  explicitly: 

“...The contrast is between a naturally acquired ability, common to almost everyone, and a more studied ability invoking skills that not everyone acquires. The more studied ability is not a matter of doing the same thing but doing it better.”(1987:12).

Therefore, easy, knowledge–telling writing is performed/performable by any literate individual whereas the more studied ability may not be so because it requires writing that is not only knowledge telling but more. That extra dimension seems limited to a few writers among the many who might engage in the process/activity. This specific feature as it relates to “expert” writing sounds congruent with one of the features depicting successful studying and heavily stressed by Covington (1992) and Norman (1982) in connection with the kind of (study) situations lacking goal(s) or plans, so challenging for the student who then has to reveal “encoding specificity” and other abilities to set goals, identify problems and solve the problems. (A point highlighted in a discussion on academic achievement p.74 in this thesis).
Bereiter and Scardamalia sound even more explicit when they suggest that not many who engage in the process of writing might do more than what their linguistic structures allow them to do: 

“What distinguishes the more studied abilities is that they involve deliberate strategic control over parts of the process that are unattended to in the more naturally developped ability” (p.6 ).

This view highlights an important feature of writing as a complex skill; the Expert writer has “deliberate strategic control” and that control targets the task partially not fully. This is reminiscent of the idea developed by Reed et al and mentioned previously about the engagement of the writer. What is arguable about it is the potential selective character; only a few will manage to use writing as knowledge transforming and when the few are generally encountered  in learned circles of academia they may also be found among not so good writers.

         
These authors also point to a greater cognitive benefit which is obtained in achieving  tasks that fulfill more than knowledge- telling purposes. Therefore, even if a number of not so good writers indulge into knowledge treansforming, they are likely to do so because part of the process is not linguistically determined. Fairly provocative, the model (with the specific feature relating to “expert” writing”) sounds congruent with one of the features depicting successful studying  and heavily stressed by Covington (1992), Marshall (1995) and McMillan (2005) in connection with the kind of (study) situations lacking goals or plans, therefore sufficiently challenging for the student who then has to reveal “encoding specificity” and other abilities to set goals, identify problems and solve the problems. But more relevant to this research, lies the assumption that when acquired in L1, such level of expertise is bound to affect positively FL/L+ writing.
5.3.1 Eysenck & Keane’s view

            Eysenck and Keane (1990)’s concern for writing is inspired by two sources.  The first inspiring view, theoretical in essence, pertains to Hayes and Flower; the second, probably more practice oriented owes to Collins and  Genter (1986). A brief concern with  Hayes and  Flower’s view, as mentioned in Eysenck and Keane , reveals two alternative plans, one being an improved version of the former. The “plan view” depicts writing in terms of three main processes  which are planning, translating and reviewing. Each of the three processes involves a set of subprocesses; for instance, planning involves generating, organizing and goal setting. Although the idea deserves elaboration, it seems useful to pinpoint the fact that evidence they obtained from protocols comforted them with the idea that the sequence planning, translating and reviewing is not a rigid one; it can be altered. They, thus extended the 1986 model to other essential processes such as sentence generation and revising. Eysenck and  Keane describe the new model as one consisting of  four major processeswhich  may be depicted as follows: first, ideas are produced and organized according to the writer’s plan and goal; secondly, through sentence generation, the plan realizes as a set of sentences; thirdly, what has been written is evaluated, evaluation can address word or phrases or target overall organization and coherence; fourthly, a shift in process may cause the plan to be more flexible and make a writer produce sentences before he actually foresees an overall plan.
         
A quick glance at Eysenck and  Keane’s second inspiring source (Collins and Genter 1980) reveals a model of writing as goal-setting process. According to this model, writers target four goals; these are identified by Collins and Genter in Eysenck and Keane as follows: “making the text comprehensible, enticing, persuasive and rememberable” (p.347). Though not totally beyond reach, the four goals, except the first, comprehensibility, suggest writing  expertise and high language mastery; in fact, they seem to address skilled writers.  

        
These scholars further suggest that the three-step process proposed may not be fixed; writers may jump a step or adapt a different routine in writing. They report of evidence which forced writers to modify one their “planning, then translating then reviewing” model into another “ planning, sentence generation and revising”.

       
In their attempt to get at the nature of writing “as a process” the authors scrutinized the proposed models  with a focus on sentence generation. They thus suggest (p.351) that the sentences generated by expert and average writers differ a great deal. The difference lying mostly in word group units (11,2 for the expert writer and 7,3 for the average writer) leads to the possibility that good writers manage to generate “larger units or building blocks”.

       
As for the third essential process revising Eysenck  and  Keane  referring  to the work of Faigley and  Witte(1983), suggest that revision by experienced and less experience writers vary both in amount and quality; according to them,  experienced writers perform the task quickly and spend more time revising and changing meaning where necessary, whereas less experienced writers who complete the task laboriously would spend less time revising. Revision, for them, relates to words or phrases rather than to any level beyond.  Eysenck  and  Keane comment on the point as follows:
 “it is a much more complex and time-consuming task to modify the hierarchical structure of a text than to change individual words. The non experts can do the latter but not the former.”(p.351).

     
To sustain their argument, they refer to evidence much in favour of expert writers when it comes to revision that involves a change in meaning.
5.3. 2 Schoonen et al ’s view
          
Schoonen & al (2003) make equal remarks about high versus low skilled writers’ difference in focus. According to them , and due mainly to deficiencies in one of the component of writing ability (dealt with in greater length in the next chapter), low skilled writers attend to “mechanics and lay out” whereas high skilled writers’ focus is more “on text organization”. We are thus tempted to conclude that expertise in writing lies at this level; a level which is also reminiscent of the distinction (highlighted in a previous section) between declarative and procedural knowledge   

           
Writing, in this specific view, involves the following: a) two knowledge types: linguistic and metacognitve, and b) a capacity to (fluently) access linguistic knowledge. They assimilate the three components to a set of abilities  or as they put it:

 “ ... constituent abilities (that) are in constant interplay”(p.165-6). Schoonen et al also argue for the need to  scrutinise the various definitions so as to arrive at the nature of the construct They alternatively agree to the involvement of both knowledge resources and component skills which determine control processes in the achievement of proficient writing. They further suggest that L2 writers might not adequately face the demands before they have developed these abilities fully. The suggestion is both interesting and relevant; it hints at a possible link between L1 writing mastery and L+ discourse organization. It will therefore be taken up in a forthcoming section devoted to literacy in an additional language. For the time being we shall resume concern with  a componential view of L1 writing .

       
This view deserves concern because while it acknowledges writing both as a process and a set of subskills or abilities, it also  highlights the “resource” component that is believed to feed the process . It seems that concern here relates to the need to be better informed about the way(s) resources interplay with processes; hence the query:
 “The question is which knowledge resources or component skills are of value to a succcessful writing performance (that is, to effective writing and control processes) and make up the cognitively complex construct of writing ability.”(p.167).

With reference to conclusions from other (recent ) studies, Schoonen & al (opcit) hint at a differential  metacognitive knowledge between low-skilled and high-skilled writers. The difference seems to, precisely, lie in the writer’s capacity to  access different types of knowledge that are stored in working memory. But for so doing they need to overcome a set of constraints which pertain to processing proper. The situation seems to be as follows: writers who can (fluently) retrieve the linguistic knowledge which is required for the task because their use of the language is fairly automatic (as well as being fluent), are saved time and cognitive effort.  Such time and effort will be devoted to giving attention to more demanding aspects of the process; text-structuring for instance, is one among other aspects that require sustained attention and higher-level processing. Both long-term  and working memories sound crucial to successful writing. Easy access to one seems to reduce the demands on the other ; the more automatic the access to linguistic knowledge, the more available the working memory for amediating role it is assumed to fulfill between linguistic knowledge and task schemas. The idea seems to be reflected in the following assertion: 

“ The presence of linguistic and metacognitive knowledge resources in long-term memory is just one facet of the writing process. At the process level writers have to access these knowledge resources when they translate their ideas into written language. At this level writers are restricted by the limitations of their working memory capacity in the cognitive processes and rhetorical constraints they can handle simultaneously.”’(p.169).
What is further suggested is that the possession of the resources in working memory is a pre-requisite. Finally,being literate, in academic contexts especially, extends beyond mere encoding and requires knowledges other than linguistic knowledge. In addition to task schemas the proficient writer must be able to  access metacognitive resources as well as manage the various demands of the writing task. This will result in the activation of several processes in the same time. When writers experience difficulty grappling to retrieve items of the code (vocabulary or grammar) the composing process will be affected in both amount and quality.
Summary and conclusion

The above chapter has been concerned with the nature of language comprehension and production  We now summarize major aspects related to each of the two aspects of language ability.

Authors’definitions of comprehension vary ;  Lipman insists on the role of thinking and decision making by fluent readers.  Anderson & al do not refer to the role of perceptual processes and decoding. Eysenck and Keane highlight basic perceptual processes as crucial ones to understanding and interpreting discourse. 

The views considered here point in the direction of the information that feed the process; both language and world knowledge need to be highly structured so as to allow readers access to meaning and prompt interpreting. 

To get a clearer picture of “schemas” which stand for how information of a different kind is represented, we considered Marshall’s and Winograd’s  view on the theme. Presented as a list of mental operations, schemas are assimilated with different types of knowledge by Marshall;  as such, they are responsible for major moves in both reading and writing. The moves are identified as: “identification”, ”planning”, ”execution” and “elaboration”.Without the last two types of knowledge, i.e execution and control, the moves which they characterise will be limited to a low type of performance.

        
To conclude, we end up with the following picture of the successful reader:  quick at operating the code, able to reason (make sense of print) and make decisions to arrive at adequate interpretationsIn so doing, the fluent/successful reader is one who should operate at several stages. Such operating consists in processes activation which at times is sequential; whereas at others it engages the relevant processes simultaneously. Such a profile does not contradict a perception of the good reader proposed  by Kintsch and Van Dijk (1977 ) “Thus... we assume several complex processes operating in parallel and interactively without straining the ressources of the system” (p.364). “Good” reading is smooth, involves multiple and parallel processing and is constraint –free. When the view seems valid for L1 reading, we expect L2/L+ reading to reveal similar features especially when as is the case in language degree courses, reading serves study purposes and is crucial to success.
When examining a number of models accounting for writing in a first language, we realized that this is done with a variable focus. The models account for writing as an activity that requires the following abilities:
· information retrieval capacities as well as use of schemata for arranging information.

· processing and knowledge  re-processing at a more expert level; this involves

· strategic control

· planning, generating sentences and reviewing; novice writers care for language; 

· proficient writers care for overal structure and meaning.

Writing  thus reveals as a process; the outcome of which  is much dependent on the extent to which cognitive constraints and limitations are overcome. It amounts to both  cognitive and metacognitive knowledge which are so crucial to handling the code and constructing meaning. When code-handling is smooth ie well under control by writers, cognitive constraints tied to accessing working memory resources are lightened.     

 Discourse production in a first language  reveals itself as an ability that is inclusive of knowledge and know-how. Knowledge, which seems captured within the notion of schemas/schematas refers to a knowledge of linguistic rules, sentence structures and type(s) of discourse. But having schematas about  the components of writing does not ound sufficient. Writers must be able to access them and produce discourse which is appropriate to audience and task types of discourse. When adequately controlled (by writers), linguistic knowledge is believed to ease access to schematas for processing discourse and smoothly progressing through the plan –generate- revise scheme. The extent to which writers revise for form rather than content seems crucial for the quality of discourse produced. It reveals an amount of control over the required knowledge. In turn, such control might ensure right /adequate moves which in turn, might lead to good performance.
Most recent views of writing (expertise), and namely a quite refined one proposed by Shoonen et al  does not contradict more traditional views when they posit a “construct”Writing is thus a construct of knowledge resources and component skills. The view stipulates further that when language use is easy and automatic,  it eases retrieval of other relevant knowledge . In other words, automatic control of the code lightens thecognitive demand on the writer who, therefore, might focus more on quality than quantity. We might thus assume that when EFL writers have acquired both knowledge and know how in L1 writing, part of the job is already done; writing in EFL will thus reveal to be  less a matter of code learning and  handling than knowledge processing and elaboration.  We might further assume that if they possess the required schemata, FL students partly master the writing skill;  if  L+writing is partly mastered, activities such as essay writing for instance may be found little constraining. 
However, we risk to run into hasty conclusions if we lose sight of the fact that discourse organization varies across languages and therefore, FL writers may face constraints of another kind.

Nevertheless,  there remains room for hope that when degree students reveal good writing performance, this may owe it to a degree of acquaintance with other literacies. When this is suggestive of the difference between low and high cognitive processing, it is also indicating that low or inexistent metacognitve knowledge might worsen the situation for the EFLwriter who might not have developed high order skill in a first language. When, on the contrary, students come to study through the medium of L+ equipped with such cognitive and linguistic background, they are likely to undertake writing in an additional language (L+) less laboriously than an L+ writer who does not possess such knowledge about writing. The idea sounds fairly accepted among scholars who are interested in the link between L1 and L+ literacy.

          Given the componential  nature of literacy  within the broader construct of LA, such link would be better viewed in terms of an influence of some sort as would one previously acquired literacy be bound to affect new acquisition processes in one way or another. In fact, literature on the topic is consensual on such influence.At times called cross-linguistic influence, at others transfer, the way(s) previously acquired  language ability affects a third or additional language development has become a matter of concern for scholars interested in multilingual matters even if perceptions vary regarding the nature of the influence and the field suffers from empirical evidence to sustain the various claims.
        
Given the context of study in Algeria as well as the characteristic of Algerian degree readers who handle more than one language, we cannot remain indifferent  or consider previously acquired literacy as totally unrelated to developmental L+ literacy.

      
 We next turn to consider literacy in a second or additional language with a particular interest in the idea that its (smooth) development may be contributed for if not benefit  from  L1 literacy. There are gains for the learner;  L1 literacy, it  is believed, enhances basic as well as high level processes in the development of literacy in another language. Previously acquired schema knowledge for planning, sentence generating, and reviewing for example; even world knowledge and easy access to working memory resources are likely to transfer to L+writing . The point will be taken up at the end of the forthcoming chapter devoted to L+ literacy..

Chapter Six : Literacy in an additional language 

Introduction
            As suggested in the above concluding section and for reasons which relate to both study context and a multilingual background of our degree readers, we shall examine literacy in a foreign or third language from this specific angle, bearing in mind the notion of transfer. The discussion proceeds with reference to  the views of McKay (1992), Macias (1992), Alderson (1984), Ringbom (1992, 2001) and Wagner (1998) with the hope to shed light on the nature of the gains from previous literacies and  the kind of transfer that might characterise the ability to read and to write in a foreign language. 
6.1  Comprehending discourse in an additional language : Processing and transfer
    
McKay’s (1992) view of L2 literacy stresses the necessity for a L2 learner to be literate in his or her first language. L1 literacy is a pre-requisite for L2 literacy. In accordance with Macias (1992), she considers both “learners’ characteristics” and “other languages literacies” to be important for such learners. Following her emphasis, previously acquired  literacies are both useful and valuable  in terms of the contribution they make to English (L2) literacy acquisition.

       
Indeed, Macias (1992) acknowledges the  benefitial contribution  of L1 literacy in the acquisiton of literacy in another language (here a L2). He points quite explicitly to such contribution when, in a discussion  of the link betwen L1and L2 he suggests 
“More recent research indicates that greater school success and cognitive benefits are derived from initial literacy instruction, and that there is a sequential transfer to literacy in a second language”(p.221).

        
Identified as a cognitive benefit,  what is transferred to other literacies is also dependent on success, “greater school success”, it seems, leads to cognitive benefits which are transferred. As a matter of fact,  the idea of a  transfer of some sort is fairly consensual. Finding out the nature of such transfer sounds relevant to the present study. In this connection , Mckay’s proposal  which is  still under concern, suggests that two factors seem to characterise L1contribution to (other languages) literacy acquisition. And they seem to operate at two different levels:
At a  surface level – and even if the alphabet is different, individuals gain the following: 
i) training in letter discrimination(a basic step)
ii) sensitivity to sound  and symbol relationship
iii)    become literate; read and write; two activities which are believed to speed the process of acquiring L2.

At a deeper level, the conventions of discourse and its organization may be beneficial when they are similar across the two languages. However, in addition to cultural knowledge a difference in the languages discourse conventions and organization may raise a problem. 
Building on the beneficial aspect of L1literacy, it seems useful to consider McKay’s further suggestion related to the double alphabetic and discourse positive transfer. According to this scholar, L2 learners’ acquaintance with code cracking skills prepares  them to come to grips with discourse organization. However, we might expect transfer to be slower or inadequate when discourse organization differs across languages. When it is precisely the case between L1 Arabic and L+ English, we are pointing in the direction of differential success in the degree course. 

We might here pause to assess the value of a relationship that is being made between alphabetic and discourse transfer. Winograd (1985) posits a utility in letterdiscrimination, a basic process in reading, as it increases training in eye movement.

         
The utility lies precisely in acquainting the eyes to scan chunks of a relative length. According to this scholar, the eye movement, during reading, is very much determined by the length of the chunks. With reference to studies aimed at confirming the idea that “reading is as the eyes see it”, Winograd establishes a link between the width and the speed of the eye movements and sentence complexity. He suggests that the more complex the syntax, the longer the eye scan and the more recurent. A similar link is pinpointed by Wilson and Anderson (1986) who further to reporting on frequency and length of eye-span, stress their role in the selection and integration of new information.

            
Surely, when readers have gone through such experiences with printed matter in their first language especially if it is a grapheme-based language, no matter the difference in shape or in sense,  literacy acquisition in another language might but gain in with speed and efficiency and  some components of connected discourse. 

         
Without running into hasty conclusions, we might but mention a fact in support of the above proposition. Students who were approached to inform the present study, and who were assessed both on formal grounds (tests of reading held in the department) and by themselves (cf reading data) as good readers sound quite at ease with speed and understanding in both L1,L2 and L+. We shall recall that these students’ progress towards attainment has been smooth whereas for a majority it is rather laborious and reading for them is difficult.

          
In Alderson’s (1984) opinion, elements in support of the idea that previous literacy acquisiton is beneficial to L+ literacy acquisition derive from conclusions to studies on reading held in the 1970s; a few such elements are mentioned below:
- A claim made by Goodman (1974, 1976) in Alderson and Urquhart
(1984) that the reading process is similar across languages finds support in Rigg’s findings that reading miscues were similar across the various readers’FLS (Rigg 1977 in Alderson and Urquhart opcit),
-An assumption put forward by Clarke (1979 ) about a  possible transfer of good reading ability to FL; good L1 readers would read well in FL,
- Cummins’ Threshold Hypothesis (1979) (also applied to writing) which postulates that a minimum FL proficiency is required before L+ readers can reveal good performance. 

            
Based on the above claims, Alderson’s view of  FL reading may be summed up in the following: When a low proficiency in FL impedes reading , it does so by affecting L1 reading ability transfer. When linguistic competence is lacking , FL readers  may not be up to the selecting, predicting and connection making processes that are required in text comprehension. A minimal language competence seems essential to trigger those processes in L1 good readers. Alternatively, when a reader’s deficiency reveals to be of a strategic kind, this is due to differences across languages. These differences may be of a syntactic kind most of the time. Following the idea, L1 reading, though efficient, induces a reader in using processes in different ways. Therefore, if FL is similar L1 transfer is useful, when FL is (typologically?) different, L1 strategies may lead the reader to making wrong decisions about how to select code items, what to predict etc... It seems that for readers with low FL proficiency  the gains from L1 literacy may be elusive whereas for readers with high proficiency there may be substantial gains.

         
Ringbom (1992) suggests that such gains for  comprehension are linguistic; that is whenever vocabulary grammar or syntax in a foreign/additional language  are similar with L1 or any other language  acquired previous to FL,  such similarities would ease comprehension even if at times overuse of “cognates” might mislead a reader. Thus, when (like Swedish and English in Ringbom’s study) similarities exist, comprehension in FL is facilitated whereas when the languages are different (like Finnish and English) in Ringbom’s same study, comprehending FL texts is harder.

        
According to this scholar then, what is transferred is linguistic knowledge as well as formal rather than procedural knowledge .In a renewed concern with the theme nearly a decade later (2001) he suggests the following:

“The importance of formal similarities is even more apparent in foreign language comprehension than it is in production.Wherever learners are able to perceive cross-linguistic similarities (and learners with the same L1vary greatly in this ability) they will make use of them.Comprehension has a different direction from foreign language production in that it starts out from a linguistic lexical form, to which the listener/reader assigns a meaning by mapping it onto relevant existing knowledge…” (p.66).

         
It seems that for Ringbom, knowledge other than language knowledge is an aspect that is taken for granted in FL reading ; it is somehow dormant ready to be used when triggered by familiar or quasi familiar forms that pertain to FL lexis, grammar, or syntax. In his account of “lexical transfer in L3 Production” (2001), it is knowledge of form rather than knowledge of procedures which is transferred during comprehension. When this is so, it is L1 rather than L2 forms that are transferred, unless the reader feels (linguistically) competent in L2.
         
Wagner (1998) also pinpoints a link between achievement in L1 and L2 even when the languages “have highly contrasting orthographies”. The link consists in a transfer of alphabetic decoding as well as other” underlying linguistic and cognitive skills”. 
    
So, it seems that eye processes and memory processes more than procedural knowledge,  transfer across languages. This is not negligible, granted that developing proficiency may cater for the rest. 
           
We thus end up with a picture in favour  of a L1-L+ literacy relationship in terms of the following ; basic processes may be similar,  acceptable L+ proficiency may ease access to high cognitive processes, when similarities between L1 and L2 literacies exist lexical transfer is formal rather than procedural. 
    
To dig out the notion of transfer further, we now shift concern to a possible benefit from previous literacy’ies) in writing. This is dealt with in section 6.2 below.

6.2  Writing  in an additional language : Multiple Knowledge Transfer 
            
When transfer to FL reading seems both limited and conditioned to a threshold proficiency level, even when readers are highly proficient readers in their L1, to an extent, the same applies to composing, in that unless FL writers are aware of what underlies the composing process, they might not reveal writing expertise. A transfer of L1 skills to L2/FL is also mentioned by Raimes (1985) without much indication what skills might be transferred. This scholar sounds slightly more informative with her (cautious) claims about L2 and L1 similar strategies in composing. In this connection she suggests that like L1 unskilled writers,  ESL (poor) writers do not sufficiently revise and have a limited notion of what “composing” involves. However, she warns against linking such limitation with language proficiency. Following her view, language proficiency may play a role in the process; may even be “a factor in the effectiveness of the process”, in which case a low language proficiency may reduce quantity  not quality of process. With reference to Zamel (1984 in Raimes, opcit), Raimes suggests that the composing skill in this case may not be determined by language specific concerns,  but by writing strategies and behaviours. Composing or writing performance does thus not appear contingent on linguistic competence alone but seems dependent on knowing how to go about writing. 

       
The idea finds support in Whalen and Menard (1995) who, while surveying current findings relating to language (L2) knowledge and writing proficiency point to a distinction between the two. These scholars perceive a “link”but not “independence” between the two components. They hint, for instance, at the idea that L2 writers might handle language structures with ease once their cognitive processing has been “automatized”; these are then referred to as “strategically proficient writers”. For further support, they suggest that when writing proficiency exists in L1 it will also reveal in L2 provided the L2 writer has a “minimally functional level of L2 linguistic knowledge”. However, they pinpoint a relationship between high linguistic proficiency and conceptual content in L2 writing; the latter two components under concern seem to reveal in idea development and syntactic complexity. These scholars’ own concern with the theme as well as findings from a related study is  mentioned below in connection with other research on the theme. 

           
The position does not sound too different from Kasper’s (1997). This scholar’s hint at a “potential link between students’ metacognitive models and their actual performance”. The link between metacognition and writing is perceived here as follows: unless (ESL) writers learn to actively set, regulate and monitor progress towards different goals associated with writing, they might not improve their writing performance. She stresses  the need for ESL writers to develop metcognitve growth which she identifies in terms of knowledge and skills. In this vain she suggests that metacognitive growth is reflected in the following:
· Focussing students’ attention on how tasks are accomplished more efficiently,

· Establishing process goals (in addition to content goals)

· (students’) analysing their own learning and progress towards the goals (in addition to content goals)

· (students’) developing, monitoring and evaluating a plan of action.

         
Partly involving teachers’role but mostly involving students’control of progress and their decision-making about how to proceed when composing, such features relate to a knowledge of how to write, how to plan and how to revise. 

        
Torrance’s (1996), and Schoonen and De Gooper (1996) insist that expertise in writing is more a matter of “cognitive schemas” development for language skilled writers who might develop pattern of behaviour upon which they rely to perform (with ease) tasks that are set to them. There even is a hint at the need for writers to be aware of the criteria of good writing. 

        
In this connection, Schoonen et al (2003) who also acknowledge a link between L1 and L2 writing processes do not exclude  the role that metacognitive knowledge might play  in L2 proficient writing. Keeping it distinct from linguistic  knowledge and ease of processing (which they depict as low–order aspects of writing), these scholars acknowledge metacognitive knowlege a high-order status as it determines a text quality. 

       
These scholars further suggest that two apparently well-written texts might be difficult to assess on correctness and fluency alone. Text organization and skill in hammering a message to an audience (convincing a reader, for instance) stand, according to these authors, as ultimate distinctive features. To sustain the idea,  they further suggest that when, due to poor linguistic competence or difficulty to retrieve  words or grammatical structures, writers strive to complete a task, they may miss a chance of improving on quality. Improving on overall text quality is a high-order function that pertain to metacognitive knowledge and working memory. With reference to studies of relevant concerns (Bento et al 1984, John and  Tetroe’s, 1987,  Stanovich, 1991,  Whalen and  Menard, 1995, Hirose and  Sazaki, 1996) Schoonen et al (2003t) come in line with the threshhold Hypothesis and put the following remark: “The discourse and metacognitive knowledge that L2 writers are able to exploit in their L1 writing may remain unused, or underused in their L2 writing. (p.171)”. 
        
In other words, the type of knowledge for potential transfer is not only metacognitive but also about discourse. In addition,  knowledge may remain dormant unless L2 writers develop adequate linguistic knowledge. Furthermore, unless L2 writers (with high linguistic competence) can easily and quickly access language components that are relevant to the writing task, they will lack time to use other  cognitive resources from working memory. Given the high-order  role of working memory resources, both readability and (therefore) successful task completion are jeopardized if those resources remain unused. These authors further suggest that differential writing proficiency is due not only to linguistic knowledge, but to low or inadequate metacognitive knowledge. Following conclusions from studies  with relevant concerns, they further suggest that when L2 learners have developed a sufficient amount of fluent and automatic linguistic knowledge in the additional language, they are likely to come to grips with  organizational and discourse constraints when writing.
        
Reference to studies such as Whalen & Menard’s (1995), for instance, suggests that Canadian students writing in L2  tend to plan and evaluate more frequently at linguistic level than  at textual and pragmatic level. They also point to a study by Tetroes (1987) addressing interaction between composing skills and L2competence. The aim was to examine the extent to which L2 writers kept “to their plans and the constraints of the task”. A conclusion was that plans in ESL are not developed as in L1 and writers have difficulty keeping track of the plans.
        
In the same vein, Schoonen and  de Gooper (1996) agree that writing performance is a “process” matter, but they insist on a distinction to be drawn between the processes that result in writing performance and the “resources of the processes”. According to them what differentiates poor, average and good writers are the kinds of knowledge at the writer’s disposal. They thus hint (1996:88) at  three knowledge types:
 i-Topic knowledge 
 ii-knowledge about writing (products and processes)
 iii- knowledge of criteria for good writing as well as knowledge of how to fulfill 
      the criteria. The latter is identified  as both “knowing that” and “knowing how”.

        
Even if  the position is so far based on preliminary conclusions , we must admit that it sounds congruent with the position of scholars from other related disciplines (Riley,Covington, Lipman, Marshall, Norman, McMillan opcit) who view that “knowing that” is but an initial step in the thinking process and believe that without the “knowing how”,  the outcome of any study process may be but re-productive, little revealing mature, proficient, goal-setting and goal achieving study tasks.

    
Of greater relevance to the concern of the present chapter, lies, here, a hint at the nature of the link between L1writing and other/L+ writing. The link may be spelt out as follows: It is possible that metacognitive knowledge is transferable but evidence of transfer of a procedural type from L1 (also known as L1-based transfer) is accumulating (Ringbom,1992, Selinker and  De Angelis,2001).
    Here too, a number of points in relation to scholarly view on the theme sound useful; Raimes, for instance, suggests that writing is a matter of skill rather than language knowledge alone but in this view a probable role that linguistic knowledge may play is not excluded; a writer with low LP might achieve quality in writing if he/she uses adequate writing strategies or behaviour while composing a piece of discourse but with limitation in discourse content/size .
    
An emerging  emphasis on the role of metacognitive knowledge in writing expertise seems worth noting ;  a writer might be proficient in the additional language but without a knowledge of how to go about constructing given discourse types, s/he might not complete the writing task according to quality standards. 

For concisesness sake,  we end the discussion on transfer. Given the specificity of the theme and the purpose of the study, it seems indicated to finalise the first part of the thesis with a section on the conceptual framework. This is the aim of the next and last section in  this chapter.
6.3 A conceptual framework for the present study 
Since literacy is given emphasis in this study, it sounds useful to recall its major 
components at the beginning of this section. Focus is on literacy in an additional language.
        
Literacy skills in an additional language,  involve  different types of  knowledge and competencies. Proficient readers and proficient writers must be equipped with such knowledge and competencies if they are to fulfil high level study goals. In what follows these components of FL literacy are identified explicitly:

· In addition to a language proficiency level or a mastery of English that should preferably exceed a “threshold”level, literate FL users ought to display a set of operations whenever they are faced with written discourse.
· Such operations are covert and mental, when it comes to comprehending discourse; but partly overt when it comes to constructing discourse and addressing an audience through writing.
· Most importantly as the survey of literature reveals,  such operations subdivide into at least two types: those in charge of access and retrieval in working memory and those that are in charge of a smooth processing of information which enable their users to make good judgements and perform adequate moves. 
· When reading for example, judgement making consists in reasoning so as to adjust new information chunks in the right slots (mental structures) where, it is believed, old information is stored for retrieval.This is believed to help make sense of a text.
· Performance here amounts to both identifying the appropriate language structures and matching them with background or world or even theme knowledge.
·  To ensure comprehension, the match should be subsequent to easy access to relevant structures of relevant knowledge to correct selection and prediction.
·  In order to lead to the right (expected) moves, the mental operations of selecting and predicting should overcome time and text constraints if correct inferencing is to be performed.
·  What is to be accessed by the mental structures for comprehension purposes is code and world knowledge on the one hand and the right type of frame or schemata on the other. 
· Subsequent steps, in order to interpret passages in the FL consist further of reasoning and judgement making about possible inferences. These operations when timely and pertinent result into performance (good moves). 

          
When writing, at least three types of abilities, beyond ability to access the appropriate language structures, should be displayed for successful completion of the writing task. The first ability can be described as: 
· Ability to identify the goal of the writing task and plan the necessary moves towards its completion. 

· The second ability consists for the FL writer in producing different discourse types and using or accessing different text grammars, namely the one which is appropriate for the assigned task. 
· The third ability which good, or skillful writing requires has to do with the writer’s sensitivity to semantic and stylistic variation. Such sensitivity manifests itself at least on the following two occasions:
during the composing process and in the choice of linguistic forms to fit the frame of discourse post writing, during revision for overall  organization and meaning.
            When surely neither the limited encounter with the target language nor scarce exposure would help towards acquisition or development of writing expertise in FL contexts,  evidence accumulates that such expertise -when it does exist- might benefit from previously acquired language “writing” habits. Obviously, not so much of a linguistic nature (although lexical transfer is not excluded), what transfers from previously developed literacy would be procedural and very much managerial in essence.   

           Not losing sight of the fact that differential text structures might be constraining to handle across languages, we bear in mind that degree readers in this country handle both a non European language Arabic or Berber their L1, and a European language, French, which is either a second or foreign language for the majority. Given typological considerations which prevail in multilingual study environments, we can further assume that a good composing profile might be the result of relevant transfer from a previously acquired language when/if it is not evidence of existing working schematas. But we should not extend transferability too much; composing processes may involve similar operations but discourse organization and text grammar will differ across languages and thus L+ writing might require specific writing knowledge acquisition.

      
Both comprehending discourse in L+ and constructing it share a number of knowledge and skill components but there are limitations as well as variation when it comes to processing language in order to complete given tasks.

        
As the above statements sound in harmony with  importance of “tuning” in working memory for high performers (Norman, 1982), and “encoding specificity” as a means to overcome ambiguity by students (Covington,1992), we are led to the further assumption that any cognitive gain from previous literacies  might probably lie there. That is L+ readers and writers might still benefit from adequate tuition in both aspects of literacy and mostly those that are specific to a given language -English in this case- and yet smoothly rather than laboriously attain their study goals.

       
However, we remain cautious about the nature of the gains which pertain to each type of literacy: whether it is cognitive or metacognitive we just fear that low proficiency may stand as a barrier unless degree students have reached a high/acceptable proficiency level.
Recalling the discussions in the first  chapter  devoted to a survey of the literature seems useful as that chapter highlight language ability as a componential whole part of which is language based and the other strategy based. 

         
What traditionally stood as linguistic competence revealed in the previous chapters to comprise knowledge of the language system that is facts about rules and linguistic operations, use of grammar at various levels.However accurate, this knowledge would, on its own, limit LA/proficiency to a knowledge of facts and rules –declarative knowledge. Any amount of accuracy in such knowledge would, without other types of knowledge which are so crucial to academic achievement and communication, limit proficiency to an ability to use rules to combine sounds, words, phrases and sentences to obtain samples of connected discourse.If discourse to be meaningful, it has to fit and match the situation of use.

       
Thus, performing in a language requires all of linguistic knowledge, background knowledge as well as an array of strategies to manage both language use and appropriacy of context  in the application of the language rules to task performance.

        
In reference to the Fundamantal Difference Hypothesis (Bley Vroman 1988) which stipulates that FL development taps other than linguistic resources and is likely -with post pubertal and adult students- to rely greatly on General Problem solving principles (GPS), we have subscribed to the line of research that posits FL/L+ development  as one that is bound to use resources other than linguistic ones.
         
In the light of the above statements, we feel it sensible to highlight a set of workable concepts. At the start,  it seems useful to recall, that this research seeks to document three main research questions and two deriving assumptions. Both are highlighted below:
Question 1: How do a few students manage to succeed when a majority hardly do so?
Question 2: What are good students’contribution to their language ability 
                     development?  
Question 3: What are good students’ study patterns across subjects?

          Assumption 1: Good achievers have a cognitive advantage over their peers.     
          Assumption 2: Good achievers’ advantage derives from cross linguistic transfer.

Two specific aspects are addressed: the students’ English proficiency and their success ful completion of the English degree course goals. Therefore key notions such as proficiency or language ability, knowledge and success as means towards its achievability have been closely examined.

         
Literacy, both  as a component of language ability (LA henceforth)  and the most relevant  means of academic study was addressed, too, and revealed to be based on an essential concept: thinking.

  
Thinking reveals to be the cognitive drive of various types of knowledge: declarative knowledge (DK), procedural knowledge (PK) and metacognitve knowledge (MK).

           While it is consensually agreed that academic study makes a demand on DK and PK, its successful completion seems to depend on MK which it is believed to  turn into a more sophisticated type of knowledge upon which good performances depend.
Thus, study outcomes appear to depend much on the type of knowledge that prevails in academic study and they may vary in the following ways:
a) focus + reliance on DK is likely to bring about low outcomes,

b)  greater reliance on PK is likely to yield achievement but

c)  a good management of both through MK is bound to speed the study process

d) Since, at the core, English degree studies amount to an appropriate use of     literacy and oracy skills, which are major components of LA, these have been surveyed with a greater focus on literacy. Examined models define literacy as a construct which is dependent on distinct types of knowledge.

        
Much related to the nature of what activities a literacy use envolves, linguistic knowledge is crucial in terms of the type of knowledge to which it gives access. Therefore, if a minimum or “threshold level” of proficiency is required for both reading and writing activities to take place,  a mastery of English beyond a “threshold” is required. However, as these reveal to require thinking and multiple processing, such as thinking and planning, thinking and decision making, thinking and problem finding and solving, their successful completion is much tied to the possession by students of a type of knowledge much characterised by having relevant schemas as well as a set of general problem-solving principles . Schemas or schematas make up forms of highly structured knowledge; knowledge of the type required in academic study. These capacities ease the double process of knowing what to do and how to go about doing it. Knowing what to do without knowing how to do it may limit performance, whereas knowing how to do it and striving to do it well is likely to enhance performance towards high achievement.
      These capacities can be reflected through a set of moves.  These are represented in figure 1 below:

 Figure 1  Performance moves in literacy use 
         Access+retrieval of                  Decision making, moves toward performance

           Facts, rules etc…about

            language

                                    (R)                                                           (W)

    Beyond decoding English text                         Prior access to  appropriate language 

     Reasoning+adjusting                                                               structures + abilities to 

     New information chunks to                                       1. identify goal of writing+plan

    appropriate mental structures                                        necessary moves

                                                                                        2. Produce discourse types +access text grammars:appropriate ones

                                                                                       3. Control choice of linguistic  

                                                                                           forms 

                                                                                         + revise for style, meaning &  

                                                                                            overall structure.

And, unless students are equipped with such knowledge, performance in the written skills is jeopardized. While this might hint at a potential cause behind low achievement, it certainly highlights the issue under concern in this study as it sketches the profile of a good achiever as one including both low and high order skills.

        
Whether low order skills alone enable degree students to face course constraints becomes now highly questionable. We may thus to assume that a majority of students use DK more than PK  Whereas a few also make use of procedural and metacognitive knowledge. These are likely to be among  degree students who attain success;  those who smoothly progress across the years and are thus developing their language proficiency are probably using both types of knowledge; incrementing declarative knowledge  and improving procedural knowledge .

          At this stage of our attempt to understand how good achievers do so and what type of knowledge helps them to manage their way across the years further assumptions such as these sound quite  useful. They not only confort our choice for a type of study that explores situations, events and processes but also help select which among the research tools might better help us gather data that is likely to inform our query and document our assumption. Whether that double knowledge or part of it transfers from previous literacies, or develops throughout the study course is yet a further query, which we have tried to document in relevant literature.

Literature on the theme point to the possibility that L1 literacy acquisition  migh affect L+ acquisition in a positive way; L+ students benefit from previous literacies. And the gains affect both reading and writing provided that readers and writers alike have a minimum competence level in the language. Obviously, for writing, a proficiency level would make a difference; poor content even when well-organized will definitely differentiate between richly constructed discourse  and one constructed with low means. In this case organization schema alone are not sufficient.
         
As for reading, minimal competence is believed sufficient to allow for the following types of transfer:Reading speed,  access to language and other knowledge ressources in the interpretation of meaning.

As indicated at the beginning of the above section, we now move to an explicit account of working concepts.
        
Bley-Vroman’s fundamental Difference Hypothesis , which was examined in chapter four stipulates that adult/post-pubertal language learning might be based on general problem solving principles rather than a language acquisition device ruled by universal grammar.  As it hints at the possibility that resources other than the linguistic resources favour FL development, it offers an interesting track, it also sounds congruent with the assumption that adult learning relies more on an individual’s cognitive and metacognitive construct. 

As suggested in the  models of LA that have been examined in chapter 1 above, 
the construct is partly language-based and partly strategy-based. What traditionally stands as linguistic competence reveals in the above discussion to comprise knowledge 

of the system, facts about rules and linguistic operations –use of grammar- at various 
levels.

 
However accurate such knowledge appears to be, it would, on its own, limit LA/proficiency to a knowledge of facts and rules -declarative knowledge-. Such knowledge would, without other types of knowledge limit proficiency to an ability to use rules to combine sounds, words, phrases and sentences to obtain samples of connected discourse or alternatively, understand them. 
Since performance in a language requires a more elaborate construct; one that comprises linguistic knowledge as well as non linguistic knowledge. The latter being characterised by background knowledge as well as strategic knowledge, enables an individual to manage both language use and appropriacy of context in the application of language knowledge to task performance. A set of assumptions held by scholars whose perception of FL/L+ development relies heavily on problem-solving open interesting perspective .

Though not definite, research conclusions in favour of the FDH seem to accumulate pointing  to evidence from numerous studies (Cenoz, Sanz, Mclaughlin) about a kind of benefit gained by learners from previous linguistic experiences (L1&L2 mostly).    In our focus on the written skills in chapter five and six respectively, we put forward the assumption that gains from previous literacies may be behind good achievers’ successful completion of the degree course. 
The idea has emerged that gains might transfer from previous reading and writing to FL literacy.This would translate into active reading processes and reading speed- which would suggest that students’ability to read is not limited  to decoding and 
understanding exclusively. As for writing, transfer would reveal in ease of writing, using the code as well as coming to grips with such processes as sentence generating, planning & reviewing for meaning.
       
Concern , in this study, with academic achievement has derived arguments about its achievability by students and thus led to the assumption that degree readers should display both declarative and procedural as well as schema knowledge. Possibly transfer knowledge, too. Equally important to academic achievement is a display of positive attitude and desirable/success leading behaviour. 

When FL is developmental and a means to obtain a university degree, it is expected that students face both challenges. For Fl development is necessay if input in various modules across the years is to be handled adequately. Anderson’s distinction between declarative and procedural knowledge has, in fact, revealed  that declarative knowledge is based mostly on memory storage and recall of facts- here language facts- whereas procedural knowledge involves access to working memory and productive memory (which operates schema knowledge); two means via which linguistic or language facts are handled in the study context.

        
A combination of both is required if a student  or an individual- is to perform a given task. Viewed from this angle, the facts retrieved are handled by schema knowledge which in this situation enables a writer to use appropriate language and perform adequate moves to construct or alternatively understand and interprete discourse. Yet, an even more complex kind of processing as identified by Covington (opcit) would require the possession of schemas for problem finding for planning moves and problem-solving.  When present in an individual, encoding specificity (ES) enables a reader or writer to quickly envisage a situation  and to subsequently make a number of choices in order to adapt to the situation or alter the option. ES enables a learner to make a connection between knowledge already held and newly encountered  knowledge. New knowledge is re-structured so as to become available for application to new contexts.

Metacognition or the power to think about thinking reflects on every move during study experience and is the key to successful study. When applied to the written skills this translates into a knowledge about how to adequately complete reading and writing tasks.
A number of authors on high order thinking (Norman, Mcmillan, Adey & Shayer opcit) draw a further distinction between task performance which is re-productive of instructed knowledge or existing patterns of knowledge and performance

based on creativity. Following the view, successful study allows a student to connect already held knowledge to new knowledge; as a result, new knowledge is re-structed so as to become available for application to new contexts This capacity to apply new knowledge to new contexts depends on the possession by students of elaboration schemas without which a study performance would not extend to the “execution” phase (Marshall).
       Consensually acknowledged to be an essential feature of high order thinking, metacognition – the power to think about thinking- should underlie every move during study experience ; as such, it is the key to successful study. Applied to the written skills, metacognition refers to a knowledge about how to adequately complete reading and writing taks. It reveals in the use of desirable reading and writing procedures in the fulfillment of assigned study work.

With reference  to the written skills, we  put forward the assumption thatpossible gains from previous literacies may be behind high achievers’ successful completion of the degree course. For as users of at least two other languages in which they are literate, students may be fitted with  a “wider knowledge base” (Odlin, 1989) and  can possibly draw on both languages. However, what is drawn on is not limited to linguistic knowledge or old information exclusively but if it  extends to the overall “knowledge base”, it is likely to address cognitive and metacognitive/strategic knowledge.
Above chapters 5 and 6 of the survey of literature document the assumption and conclude to a possible benefit only if students’FLA/proficiency is substantive or real. Gains or benefits from previous reading or writing experiences may be translated as active reading processes favoured by reading speed which would enable students to extend reading beyond decoding and understanding and thus perform the type of reading that is required in higher levels of learning.

Such gains have also been identified as transfer, when applied to writing , skill transfer would reveal in ease of writing featured mostly by automaticity in the  use of the code as well as the display of moves such as sentence generation, planning/structuring and reviewing for meaning . 

Questions have been raised in this study  about academic achievement and its achievability by students ; in the light of scholarly views, this led to the assumption that  successful degree readers should display both declarative and procedural as well as schema knowledge and reasoning patterns (Lipman). Possibly, transfer knowledge, too. When FL is developmental and a means to obtain a  university degree, it is expected that students face both challenges. For Fl development is necessay if input in various modules across the years is to be handled adequately  and make a contribution to the degree readers’effort to succeed and exhit the course.
          Worth recalling is Entwhistle and Wilson’s set of study habits and attitudes that sustain cognitive and metacognitive skills.  According to these scholars, high achievers 
do display effective study procedures and a positive attitude to the study enterprise. 
Summary and conclusion         
To summarise, we feel it appropriate  to spell out the concepts we have highlighted  as they seem to drastically shape the high achiever’s profile. They are listed below :

Language ability, 
Knowledge; both factual /declarative and procedural, 
Literacy, Productive and re-productive  thinking, 
Schemas as structured knowledge /schema, knowledge,

Strategic/metacognitiveknowledge,

Academic achievement, 

Knowledge/skill Transfer.
          
These reveal to  be constructs which might account  for how  degree. readers manage their way through the course and contribute to their L+A development. Whether they are or are not part of  this study’s participants’ profile might help answer the research questions. Good achievers should reveal the following profile: they should reveal a capacity to face a study situation and identify aims when the latter are only implicitly stated; they would be depicted as having encoding specificity ES involves a set of perceptual and mental/intellectual operations of a high order type the role of which is to conceptualise knowledge and update existing structures with new input/information. This would operationally translate as follows:
· envisage  a problem and a solution
· foresee/perceive required moves toward a solution
· anticipate unpredictable plans/solutions

· adopt and adapt to alternative solutions .

At a more preliminary stage, the following set of operations might help predict ES.

These are: 
· Perceive and select information for relevance

· Anticipate on its importance for recall

· Decide what to do with information 

· Store it for recall

· Use it to solve a problem subsequent to its identification.

Students are also expected to display the following success- leading operations.

· Both find the problem and figure out the solution

· Make predictions about potential changes

· Adapt to new study stuation.
          
Equally crucial for any attempt to meet study challenges is the capacity to generalize past knowledge to new learning. Apply learning to new situations and therefore transfer knowledge from one learning situation  and use abstraction power to avoid re-production or limit  study work to rote- learning. For good performance to take place intention and control are fundamental. They are metacognitive components so essential to reasoning and decision making.

         
Thinking in literacy differs according to whether the student is decoding, understanding information or interpreting meaning, or alternatively planning and constructing discourse. The process is triggered by perceptual moves but fostered and rendered effective by schema knowledge; i.e: the required set of mental structures which must be “fed” by adequate information if understanding and interpretation are to occur. Alternatively, the structures should shape subsequent moves and enable a writer (or speaker) control the use of language towards expected meaning.

       
Schema knowledge should also ensure a match between linguistic processing and  the processing that triggers the right type of decisions (strategic or metacognitve moves). 

           To conclude, the  set of concepts that have been included are partly abstract and partly behavioural.  We hope that the narrowness of the link between them will ease much inference; in the meantime we shift concern to the means and procedures which have been used to explore the theme. To the research design we now turn and this is dealt with in part II of the thesis.
       
Chapter 7 is devoted to a number of methodological considerations. The aim here is to set a rationale for the research methodology and, in particular, analysis and interpretation of qualitative-based data. Subsequent chapter 8 accounts for data collection procedures. The description includes an account  of the the following;  sampling, the research instruments, data collection. The subsequent chapter in the second part of the thesis  is devoted to data analysis and accounts, in particular, for interview data analysis, and use of data from the  questionnaire and the written documents. Finally chapter 8 describes the results of the  analytical and interpretive procedures which have been used in this study . The results are discussed in  the conclusive section; following this  discussion is a set of suggestions regarding possible implementations 
               Part II: THE RESEARCH METHODOLOGY
                   Chapter Seven:  The Research Design
  Introduction


As clearly indicated in the section devoted to the conceptual framework, both  knowledge and achievement reveal to be of a highly abstract nature. Not only are they  inclusive of  multiple and complementary components but they are determined by a number of factors inherent to the profile of the good achiever. As these seem to stir study behaviours and enhance performances, they are likely to shape study situations, events and even students’ perceptions of their study experience. In order to  trace evidence of their existence in the good achiever’s profile, the researcher has opted for a  qualitative data-based investigation to which she devotes a thorough discussion in the next chapter.    

The first section of this chapter includes a number of methodological considerations concerning the research design and scholars’ position regarding procedural and conceptual issues. 
7.1 Discussing main issues 
         
In order to inform our many but not unrelated research questions about the phenomena linked to successful study, it was felt appropriate to explore the nature of knowledge that is behind degree readers’ achievement. We thus indulged into collecting information that does not necessarily or exclusively derive from statistical  figures but one which derives from observation of events, statements depicting situations related to studying, remarks put forward while students are on-task, notes recording behaviour, or reactions displayed by students. In fact, information that feeds this research derives from students’ perceptions of their study experiences and what they say about such experiences, too.

       
Students’ remarks are mostly oral but often and due to time constraints they were also written in class after a given task completion or some aspect of literacy handled. Such information, it is noticeable, sounds quite consistent with what Merriam (1998) agrees to be “qualitative data”; and what Verma & Mallik (1999) identify as evidence to be gathered in a qualitative-based approach. The two sources are quoted below in a respective order:

“Qualitative data consists of …direct quotations from people about their experiences, opinions, feelings and knowledge obtained through interviews; detailed descriptions of people’s activities, behaviours, actions recorded in observations; and excerpts, quotations, or entire passages extracted from various types of documents” (Patton 1990:10 quoted in Merriam :p.69).

 “… evidence (should be one) that reflects the experiences, feelings or judgements of individuals taking part in the investigation of a research problem or issue whether as subjects or as observers of a scene.” (Verma & Mallik :27).

        
Two features of qualitative data are highlighted; one is related to the data which are mostly verbal in nature and directly obtained from participants as either oral or written discourse. The other feature  is that verbal information which is provided should be congruent with the situation. This suggests that individuals taking part in this type of research are expected to be truthful in expressing thoughts, opinions, judgements…. 
        
To gather a sufficient and relevant amount of information, we addressed a group of students who, according to the end- term and year results they obtained, were believed to reveal a good achiever’s profile. (More details are provided in section 7.3.1 below devoted to sampling). In addition, they sounded enthusiastic and willingly accepted to be interviewed as well as respond to the questionnaire. Furthermore, as students in our tuition groups, they seemed/sounded quite interested in what they did in class and seemed to take their studies seriously.  When this study was launched and these students targeted, the researcher informally observed how they acted and reacted during on-going instruction and, as often as possible, recorded through notes any interesting facts relating to the study situation. In fact as observation went on, we were alert to all aspects in our various tuition groups not exclusively to the ones we were in charge to instruct on reading and writing. This was partly because we did not want other students to know and conclude wrongly, to a discrimination of some sort and partly because we felt l that a comparison with low achievers’ “profiles” might be equally useful.

        
The need to pay attention to actions, situations and experiences derives from the belief that they might guide our exploration in revealing the type of knowledge that smoothes good achievers’ path to achievement.

       
Our decision to opt for a qualitative rather than an exclusively quantitative approach, was somehow comforted by scholars’ position on the usefulness of the former rather than the latter approach for investigating aspects of language education/instruction.  A brief discussion of scholars’ views on the theme follows:
       
Nunan (1992), Creswell (1994), Bailey (1998/9), Larsen-Freeman (1998/9), Verma & Mallik (1999), Merriam, (1988, 1998) and Holliday (2001) sound unanimous about the need to look in the direction of qualitative-based research when studies in education are concerned with processes rather than outcomes. Bailey (1999), for instance, favours “naturalistic enquiries” over experimental research on the ground that when focus is —as is the case here—on a specific group of learners (in an educational context), on a small rather than large group, the exclusive use of statistical procedures may not be appropriate. One among other reasons highlighted by this scholar, is that experimental procedures may fail to capture the specificity of individual learners or “discover” behavioural patterns that—as is relevant here—are believed to inform about the case (knowledge and achievement). The position is worth interest for a study aiming at exploring and understanding rather than “finding the causes of the observed behaviour”.

        
Nunan, (1986,1992), Creswell (1994),  Verma,& Mallik (1998), Merriam (1988 and 1998),  do point in the direction of a qualitative-based approach when they argue that studies which are concerned with process rather then outcomes should lay focus on the experiences and situations that most accurately reflect or ultimately account for the case here knowledge and academic achievement.

       
Further to sounding more appropriate for exploring instructional situations, behaviours and processes connected with such situations, a qualitative-based approach is also favoured for its adaptability to both the purpose and context of investigation (Holliday, 2001). According to this scholar,  unlike a quantitative or experimental approach, a qualitative-based approach abides to principles rather than to a rigid frame where little if any flexibility is allowed; the researcher’s moves are principled rather than dictated by a step-by-step methodology (see also Creswell, 1994, Merriam, Verma and  Mallik  opcit).    

        
When the objective of a study is to explore situations, behaviours and processes, a qualitative seems better indicated than a quantitative approach. In addition, a qualitative-based approach, differently to a quantitative approach, allows for variation; this aspect is dealt with briefly in what follows. Known to be used mostly in fields such as psychology, sociology and anthropology, qualitative research has been recently introduced in educational research. Verma and  Mallik (1999) point out  that such an approach has been used to inform many disciplines and has been favoured over quantitative studies whenever the matter to be investigated requires a minute description and analysis of the factors or events that yield the situation (as the one represented by the phenomenon under focus for instance). Discussing the utility of case studies, in particular, Verma and Mallik highlight the strengths and weaknesses of such a research device as follows: their remarks are listed under a) and b) respectively:

a) - “… It (case study) allows the research to focus on a specific instance or situation and to       explore the various interactive processes at work within that situation.”

       “Its supporters stress the meaningfulness of the data, gathered as it is from the  

interaction between people and events in their natural environment”.

b)  “information obtained by this method cannot be generalized and there is always a danger of  the findings being distorted as a result of unrecognized biases in the researcher”.

      “( It ) is one of the more difficult methods to use in educational research.”(p.118).

           Obviously, one has to weigh meanings against numbers; put otherwise this 

refers to a choice between two options; derive meanings and concepts that may be 
specific to one situation only or obtain figures and numerical patterns with higher 
generalizability.

           Remarks in a) above highlight two aspects of case studies or a qualitative data-based study,  they make it possible for a researcher to break a focal area into “manageable bits” so as to conduct a thorough investigation of a phenomenon. The second positive aspect depicts the close relationship between data gathered and reality.  Reality is precisely one among other advantages emphasized by Nunan (1992). Aware that remarks under b) clearly point to such features as validity, reliability and generalizabiltiy, we now  examine them briefly.  

           Reports of some  “scepticism”, voiced by proponents of experimental design, with regard to control (by researchers) over these two requirements are pointers towards great caution. A fairly widespread criticism is that given the type and function of research procedures which are based on a qualitative design, it might prove difficult for a researcher to keep things under control and ensure the results obtained a greater amount of generalisability. Notwithstanding the claim, we might all the same value Holliday’s (2001) suggestion that differently to quantitative methods, a qualitative approach is not bound to rigorous methodology; it thus allows for adaptability to the purpose of investigation and context.

The position seems well illustrated in the following remark :
 “ It (qualitative research) has the resources to be liberated from a tight step-by-step approach…Whereas the rigour in quantitative research is in the disciplined application of prescribed rules for instrument design, the rigour in qualitative research is in the principled development of strategy to suit the scenario being studied.”(p.8).

       It is thus conceivable that an approach which seeks qualitative data varies in form and type. Rigour applies to the researcher’s procedural moves and the need for informed decisions to be taken during data exploration phase. This aspect is more exhaustively treated in section 7.2 below.. 

           In support of the view, Cresswell (1994) sets a number of conditions  to be met if a study is to truly help a researcher to understand the theme being investigated. These are summed up in a) to d)  below: 
a/ A study  ought to be appropriate to the context and the sample of people.

b/ Elicitation procedures/devices should address focal themes in the study at hand, 

c/ Researchers in person should design the instruments and conduct interviews; they  

   should strive to minimize subjectivity and maximise objectivity

d/ Data collection and analysis procedures should ensure high confidentiality with       regard to the identity of the participants and information elicited.

         
Merriam (1998) warns against a few drawbacks; adding to those brought to attention by other scholars and pertaining to validity, reliability and  generalizability, she pinpoints a risk of “oversimplification or exaggeration of a situation….”.But foremost, and like Verma and  Mallik, Cresswell (opcit), she emphasizes ethics, and the necessity to take into account confidentiality of claims or statements and people’s identity as well as the demands made on the researcher’s capacity to collect and analyze data.

      
Thus, appropriacy to the context under concern, exhaustiveness and careful design feature qualitative research and case study in particular. 

      
To conclude the above brief discussion of qualitative-based design, we might also pinpoint the fact that a given design might gain credibility when it is a user of well selected techniques and procedures.  To this aspect we now turn.

7. 1.1.  Data collection procedures 
         
Within a qualitative approach, and an in-depth study as the one which was adopted to fulfil the aim of this study, an array of devices are available. However, we cannot remain indifferent to scholars’ plea for caution; i.e. an investigation which seeks qualitative data should be documented. Put otherwise, researchers who seek information about behavioural patterns and the processes that trigger them should carefully select the instruments that are likely to provide them with the sought facts and situations. Means of gathering data in view of informing a study based on a phenomenon – here knowledge and achievement,  high achievement and the processes that lead to it – vary somehow. Variation – it is inferable – depends mostly on the specific aim of the investigation.

          
Studies such as Cohen’s (1987), may target “introspection”. This is likely so when investigation addresses covert or hidden aspects such as thought processes or even perceptions. These may be revealed if/when adequate elicitation devices are used.

        
Among the latter exists a fairly exhaustive list which, scholars agree, are for obtaining data in the form of written responses; all of questionnaires, journals, diaries may be used to collect written data. Written data derive from observation, too. This seems a pertinent data- gathering tool whenever a study aim is related to educational processes. Mostly written, information coming out of observation may vary in degree of formality. In a study context, the one “observing” may be the informants/subjects or alternatively the researcher in person.. What is observed relates specifically to aspects relevant to the theme under focus; i.e, aspects that lend themselves to observation. A further type of instrument, one believed to yield data about educational processes, is the interview. Specifically oral in nature, information gathered in this way needs recording for ease of analysis; however, a note-taking procedure is not excluded as it might equally enable the interviewer to record participants’ responses (Merriam,1998 Verma and  Mallik 1999, Nunan1992). Put under scrutiny, all of document-based and live data collection procedures vary further according to the specific information they seek to elicit and the aspects they address really. For example, Cohen and Hosenfield (1981) suggest that for researching mental states a “think aloud” technique may reveal appropriate as it results -provided it has been judiciously used- in what they describe (1981) as: “… the subjects (just letting) the thoughts flow verbally without trying to control, direct or observe them”. They further suggest  that: “think aloud data are by the very nature unanalyzed and without abstraction”(p:286).

        
Described in this way, mental processing is verbalized and might, as such, bear with it the promise of converting hidden thoughts into a flow of speech. Following the purpose it is to fulfil, this flow of speech may be highly informative.

         
In short, the above section highlighted a number of research instruments which sound appropriate for a design targeting qualitative data.  Qualitative data may be oral or written and may be obtained through interviews (recorded through note-taking or taped) or think aloud. More appropriate for collecting written data, diary pages, journals or questionnaires also stand as useful means of eliciting students’/learners’ thoughts, perceptions or beliefs.

     
Slightly different, involving mostly the researcher’s attention and eye-openness on selected events in the classroom, observation as a further means of collecting data seems more appropriate in depicting behaviours, actions or even reactions. When actions seem congruent with given thought processes, they may actually confirm assumptions about processes or other hidden aspects related to study events.

      
Observation may be guided when reference is made to a previously selected list of steps, categories or behaviours pertaining to a specific class event. It may be conducted by the researcher, or by the students/learners when they are made to attend to their own or their peer behaviours. It may be less formal when it results in a continual recording of events which are believed relevant to a researcher. 

        
These techniques differ greatly from formal tests which are usually administered when given levels of proficiency, rather than the mental moves that led to them, are under scrutiny. In addition to the nature of the information sought by the two types of instruments, the latter vary in their function.
7. 1. 2  Function of instruments
          
Within the think aloud technique, variation exists, too. This is dependent on both  a time factor and the (specific) function which is assigned to tools under consideration. When the technique is used to elicit thoughts that are verbalized immediately during the learning/teaching event, it is known to be introspective, conversely when thoughts are verbalized after the event or the learning/teaching experience has taken place, the technique is said to be retrospective. Whether immediate/live or delayed, mentalistic data is verbal and thus subdivides further into written or oral data.

         
Cohen and  Hosenfield (1981) handle the subdivision within the notion of “format”.They thus differentiate between elicitation format and response format as possible tools of investigation. According to these scholars, diaries are means of obtaining “internal” elicitation of the informants’ own thoughts or learning experiences so they fall within elicitation format.  

          
Interviews and questionnaires fall within the category of elicitation procedures; they result in either oral (the former) or written responses (the latter) but this format requires external stimuli differently to journals or some diaries the content of which is triggered by an internal stimuli. When a combination of procedures is used, and elicitation is triggered by an internal rather than external stimuli or the reverse, regardless of the mode, we have an instance of mixed format being used .

          
In sum,  the devices that can be used, the nature and the  type of  elicited data may be better understood when “framed” within such boundaries as  mode (oral, written or gestural) time (immediate or delayed), content (internal,external), or even activity (self-observation, think aloud.). Knowing what instruments to use in order to obtain data about processes and behaviour is as important as knowing how to use it when and what for. A further emerging feature in a qualitative design is the use of a principled approach. 

         
With regard to research design, we examined the pros and cons of a qualitative-based approach. Given the nature of the study context, education, and the close relationship of the theme with a facet of human development -successful completion of studies for a university degree in an additional language- we argued for the need to document the study with qualitative data. Towards this purpose, the usefulness of some data-gathering techniques were discussed. 

       
Interest shifts now to data exploring procedures. Focus is on analysis and interpretation.  

7. 2 Qualitative Data Analysis: Method of Analysis and interpretation.
         
Handling interviews is quite a new enterprise and we felt it sound to document our move fairly exhaustively. This accounts for a heavy focus on interview data analysis in the present section. Discussion begins with interview data then proceeds with  written documents and questionnaire data.

         
According to Seliger and Shohamy (1995) and Ellis and Barkhuizen (2005), data which results from interaction between teachers and learners or students in a learning context are  to be analysed as “learner language”; here content results from interaction for learning purposes.

Although interesting for its informative value about language and learning strategy development, learner language,   as distinct data  type has not been targeted by the interview. Interview data were treated as “talk” and we were interested in the “meanings” that are contained in the talk (Silverman, 2000,  Patton, 2007). Deriving from interaction, interview data   makes up a piece of discourse. According to Silvermann (2000),  it is talk exchange,  which when transcribed turns into text. However, in view of the particular context and the interactional nature of the exchanges between interviewer and interviewee, it is believed to turn into conversation rather than another type of talk of the type above mentioned  commonly held between teachers and learners for study purposes and nowadays consensually called “interactional talk”. Data obtained by means of interview  consist of a text. Its characteristics is that it owes its existence to a particular context a particular purpose and one or more participants who are knowledgeable of the situation and the phenomenon which the study purports to explore. When ethical considerations are borne in mind and  the participants aware of the purpose of the interview and comforted about  confidentiality regarding identity  and data use, interviews can yield a great amount of information.  

Toward such purpose, talk is to be turned to script, and  then freezes as text (Silverman op cit). This is   believed to ease the analytical processes; for if analysis is  to make sense of the data  the latter  should be first prepared, ordered and then parsed in view of exploring  the theme under focus. It then should be broken into “units” or segmented. (Merriam 1998), Strauss & Corbin (1995), Cohen et al (2007) share a similar position regarding text analysis; one of the preliminary steps is a search for meanings. This indulges the analyst into a micro-analysis or “line by line” scrutiny of the text which should result into the emergence of themes or concepts (Seliger and  Shohamy,opcit). At this phase of the  analysis starts a process of code giving to the various bits of information; these are  identified as “text segments” or any porition of a text which forms a meaningful unit(Tesch,1990) . This scholar insists that unless a text segment sounds meaningful even when decontextualized, it may not form a meanigful unit. 
In this connection,  “segment” is  a term adopted  in this study’s data analysis because it refers  to  a part of a text which is selected for its meaning  relevance . This may be a sentence or a unit larger than the sentence  .
When code-giving may be informed by the purpose of the study and the research questions, it is not excluded –even viewed as a sounder approach- that themes should crop up from the data itself suggesting themselves to the researcher rather than him   “imposing” meaning on the data (Merriam 1998, Stake,1995, Strauss &Corbin, Silverman 2000, Cohen et al 2007), Miles and Huberman (1994) further  suggest starting with some general themes derived from the literature  then adding themes and sub themes as the latter are subsequently discovered or start emerging; these scholars do not exclude the possibility that either the richness of the literature or the characteristics of the phenomenon studied might influence the themes that are likely to be found.

Though the idea that transforming raw data into a more manageable set that subsequently will leave way to themes or hypotheses is  consensually viewed as a crucial phase in data analysis,   consisting of informed moves, scholars’ position on the various steps and the operations that characterise both sound  somehow divergent . 

As a matter of fact, the dividing line between analysis and interpretation seems totally blurred.  In our attempt to construct a frame for analyzing and interpreting data that derived from interview, questionnaires and written documents, we felt it useful to synthesize aspects of relevance and reach a number of statements regarding the dividing line between analysis and interpretationAs coding is a preliminary stepin data analysis procedures  of data  to this we now turn.
7.2. 1   Coding the data.
Following Silvermann’s (2000) suggestion that   “talk” becomes “text” during the interview transcript,  analysing interview data may not be systematic if we concede that utterancesmay have multiple interpretations and raise the issue as to which meaning to retain. 
A similar concern was raised by Cohen et al (2007) who suggest that the transcript should be faithful to the interview and to maximize validity all nonverbal aspects such as facial expressions, paralinguistic features, stress and intonation, voice lowering or rising, pauses hesitations, flow of speech should appear in the transcript for the very reason that they may affect the type of interpretations we obtain.
Strauss & Corbin (1990) suggest that as a prior move in the analysis process, codes are attainable  if the researcher (when   looking at the data) bears two questions in mind and attempts to answer them each time a phenomenon is encountered  These are the questions: What is this?   What does it represent? 
This suggests that coding is obtainable only on the basis of what the sentence, phrase or word means; in other words we have to highlight the sense of what is said or written or even describe it. In a similar vein, Tesch (1995) insists that after “segmenting” the data, be it an interview or some written document, into meaningful chunks, features of meaning are “noticed” and described, a researcher should identify the “topic” rather than “abbreviate the content” of the segmented utterance (p.119). She further recommends: “Be sure to make a distinction between content and topic. Note the topic, not the content! When you look at a piece of data, ask yourself What is this about?” (:p.42) (her italics).
Alternatively, analysis is viewed as a coding  process  which subdivides into three types: “Open coding”, “axial coding” and “selective coding”.

“Open coding” is depicted   as a stage in which expressions are classified according  to
 their units of meaning. This will result in a great number of codes or coded units. A subsequent step is to group them into phenomena which are particularly related to the research questions. This is identified as categorizing or category forming and seems to be best achieved when units of meaning or concepts are found to represent the same phenomenon once they had been compared “one against another”.

During axial coding, the categories are further differentiated and those that are found to fit more than one segment or passage in the transcript are retained as “axial” categories. Axial categories are assigned by the authors a hierarchical status and because of a “high order” kind they help discover alike  or closely related concepts which can then be grouped into subcategories (p.61).
Since coding is identified as a conceptualising process, the subdivision sounds immaterial as it in fact refers to phases in the conceptualisation process. The authors perceive step one in the process as follows:

“By breaking down and conceptualising we mean taking apart an  observation,  asentence , a 
paragraph, and giving each discrete incident , idea, or event, a name, something that stands for 
or represents a phenomenon” ( p.63).
 
The “something”, it appears, is a label which is assigned to each item under scrutiny according to the meaning it stands for. This will result in a multiplicity of labels which are then compared and contrasted in view of detecting similarities, or common patterning. A step further in the conceptualisation requires a search for common or shared features between patterns or groups of units. These are then grouped into categories; such grouping will reduce the data and render it manageable. Thus, coding is a staged procedure for parsing and labelling data components and then grouping and regrouping them according to conceptual relatedness with the theme which is being explored in the study.
Flick’s (2002) comment on the approach views the three coding types as different procedures but ones which “should be understood neither as clearly distinguishable...nor as temporarily separated phases in the process” (p.177). This author agrees that codes and concepts derive from the text and link with the text more abstractly at the end of the coding process. The idea seems congruent with Strauss and Corbin’s further perception of coding as a process that entails a collapse of the data into bits and pieces which are then reconstructed on the basis of discoverable conceptual links (p.96).
All in all, data coding sounds crucial to analysis and analysis proper begins only when relevant units of meaning have been identified and through contrast and comparison identified as similar or different; when similar they should cluster as one to form a conceptual category; when different they should be kept distinct.
What is described as an initial phase in the analysis, is, at times, considered as a step in the data interpretation procedure; as a result of a difference in perception, the dividing line is blurred. However, we feel it a necessity to see a distinction between analysis and interpreting . 
7.2.2 Interpreting the data.

         As an important phase  in a study based on qualitative data, interpretation seems more concerned with data that have been preliminarily handled  for ordering and descriptive purposes. Unless data have been put into a form or another and prone to scrutiny, they seem little prone to interpretation. The idea is mirrored in Patton’s((2003) definition:  

“Interpretation...involves going beyond the descriptive data. It ] means attaching significance, making sense of findings, offering explanations , drawing conclusions, extrapolating lessons, making inferences, considering meanings, andotherwise imposing order on an unruly but surely patterned world. ”  (p.480 ) (Author’s bracketting).
This points to a major difference between analysis and interpertation and this  lies in the way we treat data at this stage. According to the author, the segments and the  meaning units that were sifted and arranged according to the logic imposed by both the meanings in them and any detected relationships during analysis  are re-visited. In other words the analyst re-visits the data, puts the data  under renewed scrutiny in search for  patterns of meanings and what is behind the patterning. The data are re-read and further  explored with the aim to find linkage and relationships with the theme explored so as to arrive at understanding the phenomenon or the case. Patton (opcit) further suggests that when rigour rules  the process, close scrutiny might bring to light counter explanations or phenomena not so much in favour of the case under consideration. These should be accounted for if the interpretation is to hold. L.Cohen, L.Manion and K. Morrison, (2007), insist that interpretation is but one and the terminal step in data analysis. 
In this model, the coding and categorizing procedures are prerequisites to a more elaborated search for associations and linkages across codes at one level then across categories at another level. Cohen et al even suggest establishing nodes between alike codes in order to construct categories. The search then is for coded units that share similar features or similar themes; The importance of this identification procedure is highlighted by the authors in what follows:
“Words and single codes on their own have limited power, and so it is important to move to associations between words and codes, i.e look at categories and relationships between categories. Establishing relationships and linkages between the domains ensures that the data, their richness and “ context- groundedness ” are retained.” (p.481).
        A search for conceptual connections between coded units and categories is a further step in the procedure. Actually, these scholars agree to a fusion between analysis and interpretation (p.495) on the grounds that in order to get at word or text meaning, the analyst is already interpreting. Interpreting has to do with meaning and text meaning is multilayered they suggest. The nature of the data under scrutiny is an index to interpreting.When statements about frequencies are believed important for inference making, a use of numerical approaches in computing and  presenting frequency counts seems unavoidable. A statistical treatment of the resulting concepts will  help the analyst summarize and “visualize” the findings before engaging in inference making .
Boulton and Hammersley (1996) keep the two steps of collecting data and analysing it distinct. Although they suggest that analysis can actually start the moment some data are gathered a “ pre-sample”, they do point to the necessity to prepare data for “initial reading” when data have not undergone such preparation yet.

Interview data should be carefully transcribed and decision regarding the amount of details to include  should be taken. For instance, decisions should be made about including  pauses during interaction, gestures facial expressions and alike non verbal signals. For recall, this  aspect is also stressed in Cohen et al’s view previously mentioned .
Boulton and Hammersley depict the subsequent steps as ones in which data is read in search for topics and categories. But the search is not random. For the themes and categories should be attractive to the reader or as the authors put it:
“...the researcher notes down topics or categories to which the data relate and which are relevant to the research focus, or are in some other way interesting or surprising”. 

Here too , it is not excluded that the search for themes and categories may or may not be informed by the research questions. These should be borne in mind but should not influence the analysis procedure. In fact, these authors seem to favour a search for topics that  reflect participants’ experiences not the “outsiders’’ perceptions of those experiences (p.291). Faithfulness to the participants’ words and “distinctive worlds” is a must, they recommend.
According to Tesch (opcit), analysis of qualitative data, is a process whereby themes are identified and hypotheses constructed. Identification and construction are suggested by the data this author insists. But equally important is her further distinction according to purposes; thus descriptive/interpretive analysis and theory building involve similar processes but end upwith different outcomes. The distinctive feature lies in  the difference between “themes” and “hypotheses”(p.60).
This scholar seems to favour a line of thought which treats both analysis and interpretation as two broad phases within the same process. While a “theoretical”distinction is useful,  Tesch suggests that  in practice they are better viewed as closely interrelated.  In fact they are complementary as the latter cannot start without the former having occurred. In Tesch’s words, data organizing and interpretation ar “intellectually intertwined” (p.114). Thus, organizing would involve preliminary handling of the data. This consists in “segmenting”, ”pre-coding” and “categorizing”.

Segmenting is cutting out or “carving” data into meaningful units. Meaning is,  as pointed out earlier on, suggested by the data itself. Each segment is identified according to topic rather than content.This further involves an organizing system; the units of meaning are identified in terms of topics (what it is about), a pre-coding step, in a subsequent step they are sorted out according to common feature or  “commonalties” before they are grouped accordingly.
At this stage, a label is assigned to members of the group and the labelling is determined by the shared features and even if the members in the group or set  do not share all the features they may belong to the same category. Following Tesch’sconceptualisation,   it is possible that  segments or meaningful data units may belong to slightly different categories, that is some of their attributes overlap on other categories. This author accepts the concept of “fuzzy category” as an alternative to category with rigid boundaries; the latter she suggests has become rare and a more appropriate concept would be that of “membership”, the latter being a matter of degree 
rather than a “an either /or” question  and one believed more representative of potential 
concept and object classification. 
      
Categorization involves grouping alike segments of data.  To be alike, segments must reveal shared attributes Categories are not rigid; even when mutually exclusive (also Verma & Mallick, Merriam opcit) they can include codes/concepts from other categories. The task of the analyst is to identify the attributes that will help him see in which category/ies to locate the concepts that have been identified in the organising phase.

Much similar to Strauss & Corbin’s “axial coding”, categorization is a process of selection and identification in -other words a search process- which should result in finding attributesand like features between emerging codes and themes. This procedure might lead to two types of outcomes: categories and subcategories. The difference seems to relate to the extent to which  a set of features are similar enough to allow for the construction of a category or less so to allow only a cluster of codes inclusion in a given category. Axial coding as the process is referred to involves constant comparing and questioning procedures aimed at discovering phenomena. 

Selective coding is a subsequent phase; probably the ultimate phase which aims at constructing  categories of a high order type. It is at this stage, precisely,  that at an ultimate level of conceptualisation, which triggers in the category construction procedure, that statements about the phenomenon may be arrived at.  
Summary and conclusion 

 
In the above section devoted to the analysis of qualitative data, we have examined a number of current views on the process of analyzing data. The survey reveals that preparing data by identifying meaning units and segmenting text is a preliminary and important step, analysis proper begins after decisions have been made to assign each relevant segment of data  a code that reflects the meaning (Strauss and Corbin, Tesch, Boulton and Hammersley, Silvermann and Patton). Strauss & Corbin’s positionregarding the analytical steps differs slightly in that not unlike Flick 2002, they suggest that coding is but a starting point of a procedure which involves  “comparing” and  “questioning” the data segments. 

Open coding a prior step becomes possible when meaningful segments or data units have been identified. These data units should then be named or labelled with reference to their meanings; preferably the labels should be abbreviated to be easily handled but preserving the initial label is not excluded. By comparing codes and seeking links and relationships the analyst should discover categories and then find or construct  labels for  the categories. Labels for categories are concepts of a higher kind than codes, they usually include codes with alike or approximate meanings. The researcher’s task is to discover which features will allow codes to cluster. Likeness of features, when discovered, will facilitate the labelling of a cluster which then gets the status of a “category”. Meaning units that are included become “members” that share alike or related features. When a set of clusters are obtained, these are further scrutinized and potential links are worked out at this stage for when the links are strong they can not go unnoticed. Sub-categories may emerge and together with sister categories they may pull towards the one that is conceptually  higher in the hierarchy.

Interpretation begins    when a conceptual representation of the whole is obtained.
Clearly, qualitative data analysis is characterised by processes and procedures. While the terminology seems to vary, the approach is far from being systematic. Inherent to qualitative data analysis is that nothing is taken for granted.  Each piece of datum is to be scrutinised and identified  in terms of both what it represents and any connection it might bear with another data bit. Hence, the necessity to code and label the various bits for what they represent and continually search for the conceptual links that exist between them. Such links would allow for “natural” clustering of data bits/segments to occur. In other words, bits of data which denote similar topics will naturally fit into a corresponding group. A category is thus formed that requires a label or a name that depicts its essence. Then links across groups should, together with shared features, lead to additional clusters of meanings. Concept forming is determined by the extent to which a) the set of clusters obtained include alike data bits and b) the extent to which these differ from one another in essence.Such an approach ultimately re- constructs the phenomenon under consideration by engaging the analyst 
in a perpetual quest for meaning , concept finding and concept forming.

Alternatively, the analyst could impose the research concepts on the data, or use the research questions to ease the coding and interpreting process. Although such move is envisageable, scholars are,  generally, in favour of let-themes –emerge orientation.
The general picture we gather is that every step in the analyzing process is both purposeful and principled. There is no random move in the process of de-constructing a text in order to show how it “grounds” reality.

The researcher opts for a letting themes emerge approach and argues that given the instrumental role assigned to her by the nature of the study, viewing the data with “new eyes”might limit any threat to the reliability of  the findings whenever any other opportunity for cross-checking may be available. The other belief is that in this way validity is maximized.
 We now shift to an exhaustive account of the  the investigation with he intention to describe all of the sampling, data collecting, preparing,  analyzing and interpreting procedures. This is dealt with in forthcoming chapter eight.

                           CHAPTER EIGHT : The Study                                                                                   
Introduction
As emphasized in chapter seven, a qualitative –data based research involves specific data collection, analysis and interpretation procedures. Our implementation of a principled approach is depicted below. Sampling and data collection procedures are examined first. These are followed by a thorough account of data handling methodology; i.e. preparing and coding data, analyzing meaning units and  then interpreting and conceptualizing. Now focus shifts to the sampling procedures .
8.1 The sample
           To gather relevant information, we addressed students who, according to the term and year results they obtained were believed to reveal a high achiever’s profile. We then thought it appropriate to observe, in our tuition groups, what these students did in class, how they acted and reacted during on-going instruction and, as often as possible, recorded through notes any interesting facts relating to the study situation. In fact, we were alert to those aspects in our various tuition groups not exclusively to the ones we were in charge to instruct on reading and writing. This was partly because we did not want other students to know and conclude wrongly, to a discrimination of some sort and partly because we felt that a comparison with low achievers’ profiles might be equally useful.

      
The need to pay attention to actions, situations and experiences spurred from a belief that they might be of some use to our exploration  of the type of knowledge that smoothes their path to success.
       
Interest in the high achievers’ route to success suggested the need to identify them and keep an eye open on the type of actions and reactions they displayed in class as well as listen to what they might possibly say or write about their study experiences. The phenomenon being investigated -academic achievement- is reflected in the smooth and prompt access to upper years by year 2 and year 3 students and degree certification by degree leavers (year 4). 
        
Therefore, year completion within the prescribed period, i.e in May rather than later  and not after re-sit examinations was determinant in the sampling procedure. Closely connected with the first criterion, two further conditions had to be met before a student was to be identified as a good achiever and sampled for this study purpose; the first was the overall average mark which determined the move to the upper year or alternatively degree certification, the second condition was the score average obtained in most modules and in particular in literacy modules, better known as “written English”. What justified the move was the belief that to obtain a general score average 
(Moyenne generale compensee)that was superior to 10/20, students had to beforehand, obtain acceptable score in all the modules, or in a number of cases, outstanding scores that could compensate for the ones in which the students might have done poorly.

         
In short, the three criteria were not only interrelated but when they were met in the student’s profile, this led to the assumption that the students who “make the grade” in each of the formal testing sessions, may reveal a certain awareness and possible managerial skills which enable them to complete tasks within time constraints.  Such a suspected profile was likely to be behind differential success; it might thus partly explain why students may be different from their peers who make it later in the academic year.

       
On examining department records for the purpose of subject selection, profiles including outstanding scores appeared and a preliminary move was made to have these students gathered in the same tuition group but the department’s objection to such grouping  was based on the fact that alphabetical order rules students’ grouping and not their results. So, the search continued and selection limited itself to profiles of students appearing in the tuition groups I was in charge of.

       
All in all, eight students in year 2 and eight  students in Year 3 were selected and henceforth became a subject of interest for this research purpose. As for year 4 sample,  due to similar constraints,  sampling occurred quite naturally when after test one in a content module I was teaching that year, I noticed four papers that were not only correct but well written. The scores obtained on that occasion by the four students were confirmed in the second test and were consistent with the students’ profiles who graduated in June before June re-sit 1 and September re-sit 2.
8.2 Data collection 
Exploratory in nature, the study aims at depicting how in the good achievers’ view these students manage their way through the degree course and make the grade. Identifying the type of activities, events and processes that bring about successful results or at least contribute to their attainment sounds equally relevant. Whereas activities, events specific actions can both be observed and detected in participants’ perceptions and stories, processes can only be inferred. So might attitudes and feelings.  Given the set of concepts and notions which have emerged from  the literature on the field,  we realized that to address the question about students actions, attitudes and behaviours we could not only rely on an interview and a questionnaire but also  include as a data collection device, the written documents that participants completed in connection  with what the participants in the study do during class and how they reflect on their activities and responses to class work.
So, students’ writing were believed equally useful in providing the study with information on the theme. In order to document the two (deriving) hypothesis about a possible cognitive advantage and any  connection with language transfer, we were of the opinion that though much information about such hint may appear in the interview and questionnaire data,  a think-aloud procedure might help identify any traces of transfer and bring about supportive information. Especially so since the assumption does not really address linguistic transfer – L1 Arabic or Berber being typologically different – but a kind of cognitive benefit from previous literacies experience.

 
Although literacy in a given language involves a mature stage of reading and writing development, we may sound in contradiction if  we focus only on the language and minimize the role of other types of knowledge and namely, strategic or metacognitive knowledge; for as discussed in ch. 5 - 6,  previous literacies  equip readers and writers with a set of processes and capacities that may possibly transfer to L+. A set of devices have been selected and used in order to inform the study. They are described below in section 8.3.

Preceding the description of the devices here is a brief report on a trial phase. A pilot interview which was unstructured took place in end June 04, another semi-structured interview took place in end May 05. The first interview involved a mixed group of third and fourth year students. The second involved a group of fourth year students similar in profile to the subjects of the study. Both interviews were recorded through note-taking and transcribed immediately after the event. A preliminary version of the questionnaire was administered to a mixed group of third and fourth year students; two of the third year students are subjects in the study, three fourth-year students were completing. They exited the course in June. The questionnaire were read and the responses collected for analysis. The questionnaires through which we gathered data from the sample are a refined version of the ones used in the piloting phase.
8. 3 Piloting the instrument
Towards data-gathering purposes, a group of year 4th students who had previously followed tuition in reading and writing with the researcher were invited to attend a semi formal discussion about their experience with the degree course. Out of eight students approached only four turned up, two of which had completed year 1 with ease whereas the two others had progressed laboriously to year three and four. Despite that, they willingly came and met the appointment. I informed them that the talk would be about their study experience and that it would be recorded. As no one of them objected, we resumed our meeting. I displayed the names of the fourstudents on a line and decided to take a note of their turns under each name which I did while listening to them. This was fortunate because the tape recorder (department equipment) did not work. 
A second group comprising three girls and a boy willingly accepted to meet for an interview. They were informed that they would be asked questions relating to their study experience. They were also informed that the interview may be recorded. These four students were approached because their results in test 1 of a content module I was in charge of during term 1 that year, seemed satisfactory compared against the majority; their score  varied between 11.5 and 13.5. Whereas the majority of scores varied between low and below average. In addition to noticeable scores, most answers to the test questions were not only relevant but written in good English too. Also, similar results they obtained in the same module when a colleague was in charge  in test two, confirmed the type of profile I suspected. This informed the decision  to ask them to take part in the interview.
The attitude of these students, their readiness to discuss study matters and their sharp vision of things have provided inspiring hints for questioning procedures. Here, too,  notes were taken of the participants’ turns. Even though we soon realized that these students would leave the institution at the end of the academic year, and that due to the fact that, differently to the participants retained for data collection purposes, had not handed written documents before, we thought it wise to preserve their opinions, remarks… .  When these proved of some significance, they have been referred to where relevant. Whenever they suggest relevant links with data from the sample, this  has been mentioned. The group is identified under P.I.1 or P.I.2. 

A final remark: that interview experience was useful and greatly benefited subsequent data gathering sessions.

8. 4 Data collection Devices 
Three semi-structured interviews and a questionnaire have been used to collect data that have informed the present study. The interview transcripts appear after the general conclusion and the questionnaire and DP samples appear as appendices. Diary pages which were meant to record students’ impressions thoughts and responses to specific tasks in the written modules and other modules have also been explored when the information they contained was felt relevant for the study it was retained to document our research questions and serve data analysis purposes. 
Given the purpose of the study and the research questions we seek to answer, and as observed in the introductory section to this chapter,  we have opted for an exploratory approach and one based on qualitative data.
For recall, the aim of the study is to explore a phenomenon, more exactly understand how students manage to complete their English degree studies when English is both a subject of specialisation and the medium of instruction. With a narrower focus on literacy, we set three research questions: 
1. How do students manage to succeed within the four-year-prescribed period?

2. What are students’ contributions to their language ability development?

3. What are students’ study patterns across subjects?
We also felt the need to document two deriving hypothesis about a possible link between the multilingual status of the informants and their academic profile. Hypothesis 1a): Good achievers (G.ach henceforth) have a cognitive advantage 

Hypothesis 1b) : G.ach’s advantage derives from cross linguistic transfer.
Data that inform the study have been obtained by means of three distinct devices. They are mentioned below: 

--Students’ written feed back on study situations, experiences  and procedures. Of the two kinds of written documents (WD), only diary pages (DP) were explored for the study; this is due to the fact that the former were anonymous making it impossible to track whether their authors belonged to the sample.
--A questionnaire designed to elicit the respondents’ views on their studies and on various aspects of reading .
-- Three interviews which took place at the department, in the same location.

These are briefly described below. 
8.4.1 The interview
Four major questions framed the interview. The first question related to the students’experience and their study outcomes in general. The second question addressed their study patterns; it broke down into study habits, preferred activities, and what they do in general to face the study situation. A third question addressed the participants’ attitude to exams, the type of work in which they engaged during exam preparation, the kind of planning and aspects they focus on. A fourth question addressed the outcomes from the course and the type of gains that were obtained.

Due to practical and managerial concerns, the questions were asked in a different order in each of the interviews. But as revealed in each of the transcript, the overall picture obtained varies only in so far as the participants’ perceptions vary. This being due most of the time to a particular orientation the discussion took following theparticipants’ answers,  and their  will to elaborate on  or to exhaust a theme in the interview. To the best of her ability, the researcher kept to the set schedule ensuring that the discussion came back on track and that turn- taking was (more than less) equally shared. Most questions were open- ended and where it was felt relevant, followed by  a sufficient amount of probing. Attempt was made to minimize interference.

Similarly, it was ensured that extensions and elaborations by participants remained relevant to the purpose of the study and the central themes. Each of the interview was recorded with participants’ knowledge of it and agreement. Each interview was then transcribed labelled and numbered following a chronological order (this aspect is treated in a sub-section devoted to data preparation and organization on p. 153).
Having said this, we might further observe that as often highlighted in the literatureeven when researchers chose to examine data with “new eyes,” it is recommended that the codes assigned to the various units of data should remain close to the interviewee’s words this believed to ease retrieval during the next analytical stage.
8.4.2 The questionnaire
Meant to elicit participants’ views on their learning experience as well as responses relative to  their “linguistic” status and literacy use across languages, this is a five page document which subdivides in nine parts . Ordered alphabetically from A to I, the parts are briefly described in terms of content.
Part A requires respondents ( RR) to fill spaces with details about name, age, results obtained previous to the investigation.

Part B: contains a mixed set of 7 questions about their English studies: they are related 

to aspects of the course they feel confident in, prefer or are  are satisfied with. Non verbal responses are to be justified by short statement. 

Parts C & D address the RR’ reading behaviour in particular; it focuses in particular on their reading ability and understanding procedures . Inclusive of, respectively nine and six questions, both parts are based on  multiple choice.
Parts E to G are exclusively related to reading activities in English and the frequency rate of these activities. They also relate to reading purposes and possible reading difficulties. 

Part H addresses reading in L1 in terms of activities purposes and frequency.

Finally, part I relates to  reading in English and in other languages.
Except question one, question 2 to 6 in this part are open-ended.
8.4.3 The Diary pages 
This device consists of a one page ready-made document comprising a set of instructions and answering spaces. The respondents were expected to give details about aspects relating to their study experience in the written English and other modules. These were to be taken and filled by students and handed within a week. The aim was to elicit students’ thoughts, opinions and reactions to class activities. 

Finally, we could mention an additional but less formal device;  because it was 
believed unavoidable observation of class activities started as soon as features of the design were perceived. Observation focused on students who were selected for the sample in particular. This meant simply watching these students when they were on-task, listening to any remarks they made but foremost keeping a track of what they did or said that could be significant for the study. Informal notes were taken at once, following a given  behaviour  or reactions. Time and particular situation is included are mentioned with the notes. These are referred to when relevant. 
8.5 Data preparation and organization.

Prior to analysis and interpretation, sorting out and preparing data is a must, the procedure used in this study is briefly examined in this section. Written documents (WD) then interviews and questionnaires are dealt with in this respective order.

The diary pages 

  
As WD2, that is diary pages were returned, written accounts were read and summarised by the researcher. When they were not anonymous, they were coded and kept aside. In the summary, participants’ responses were quoted; then re-written in a different ink colour when they were felt highly relevant or suggestive of a related aspect of the study. A special notebook was used for this purpose. The procedure proved useful for it eased data retrieval and cross-checking against information provided by other research tools. 

        The content of the notes handed in class by students, WD1, was equally examined and grouped according to the topics in them.. However only when these notes bore the names of their writers and only when the writer is part of the sample has this type of data been taken into consideration.  Despite the difficulty to sort them out by names, these notes were read and their content marked for relevance or significance. The idea was that they might serve as ultimate data providers.  

 Interviews 
           As mentioned under 7.3 earlier on, the  notes taken to record the content of  the two pilot interviews were, immediately after the interview turned into a scripted version. Both versions were typed by the researcher and examined for relevance. They appear as appendix 1and 2 respectively on pp.242-3.  

          
As already pointed out, these two interviews were less structured than the ones under scrutiny, yet despite a freer flow of turns in them,  their content reveals that much of the interviewees concerns, opinions, perceptions and depicted behaviours are neither dissimilar nor totally unrelated. Therefore, reference to these is not excluded especially when themes and categories suggest  a strong link.

      
Audio records of the last three interviews which took place in December and January, have been transferred onto a computer program which made simultaneous listening and transcribing easier.  A constant check was thus made possible against the participants actual turns. Once the transcripts were obtained, each document was  closely examined  and annotated with remarks whenever, through readings, the content suggested meanings of some relevance. Several copies of each interview scripts were made and during analysis proper, fresh and non annotated copies were used to avoid subjectivity or bias.  Interview content was in this way read and re-read on several occasions and “with new eyes”.

      
Reading,  understanding and segmenting went on until it was felt that data had been exhausted. Numerical symbols have been used to code the segmented parts of the participants’ turns. These appear in list 1 after each interview respectively. 

       
Interview 1 with one participant includes fewer meaning units than interview 2 and  interview 3 which took place with two participants. The remaining details pertain to the analytical procedure so they appear under 9.1.3 forthcoming  section.

  Questionnaires

Questionnaire data had to undergo a pre-analytic phase since part of the responses were verbal and others non-verbal. The content of each questionnaire was examined separately and the responses identified and classified. Part A & B questions yielded verbal responses whether part C questions yielded options. These were identified and summarised towards subsequent analytical purposes and have been referred to for cross checking purposes during the interpretation phase.

     
We next shift to analysis and interpreting procedures. Due to the density of data handled for the purpose of this research and the necessity to account for every step in the procedures which have been used,  it was felt sensible to devote this part of the study a supplementary chapter.
Chapter 9:  A Qualitative Data-Based Methodology                                  
Introduction          

               As mentioned earlier on, both the nature and amount of data gathered for the purpose of this investigation have required a set of specific procedures which have been used to process the multitude segments of meaning. To arrive at categorization and conceptualization, which are ultimate phases in the treatment of this kind of data,   much induction and deduction has been involved. An account of the various phases of the process as well as their outcomes is provided in this chapter. To begin with, focus is on  the analytical steps via which interview data have been treated. Three major phases are depicted; these are 1) identifying and labelling meaning units, 2) reaching categories of meaning and 3) conceptualisation or concept forming . At this sage of the discussion,  It seems useful to indicate that ordering and re-ordering data bits is part of the treatment such data must undergo; subsequently, evidence of such handling in terms of listing, linking and grouping is to appear.  A set of “documents” and “lists” are included in relevant sections as they constitute part of  data analysis and interpretation. This together with various parts of the interviews and the participants’ turns appearing in rectangular frames as representatives of given meaning categories and concepts, unavoidably,  give this chapter its present size.
9.1 Interview Data analysis
       As indicated above, the following subchapter will depict how interview data which have been gathered for the purpose of the present study have been analysed. Data treatment includes three major phases; these are concerned with next.

9.1.1  Identifying and labelling  meaning units  

First of all, we feel it useful to stress the fact that despite a somehow blurred picture (an aspect mentioned in the section on the research design) that existing literature on analysing data offers of the various steps and their objectives, we found accounts of the theme quite helpful especially regarding the handling of meaning units (M.U) during open coding. Such help was found mostly in Strauss and  Corbin’s (1990) detailed instructions regarding how to approach data and in Tesch’s step-by step illustrative procedure. Indeed,  the necessity to keep topic and content apart  as well as the necessity to read interview data with the following two questions in mind have been found quite illuminative. 
The questions that have guided our analysis are : “What is this?” “What does it represent?” (Corbin & Strauss).  In fact, other authors on the theme, mainly those considering the theme from an educational angle (Cohen et al for instance), sound in agreement with the approach and this comforted our choice.
Following “a line-by-line” analysis, we selected those words, phrases or sentences which sounded not only interesting but also highly meaningful. After segmenting the interview content into meaning units that we felt significant enough, we numbered each segment according to occurrence in the interview. We thus ended up with the following amount of segments or meaning units (M.U) in each interview:

Interview 1:52  MU            

Interview 2: 98 MU
Interview 3: 45 (x 2)MU
In this preliminary phase of the analysis, numbers are used to ease retrieval of interviewees’ words for later use. We then focused on each numbered segment trying to extract “topic” and delay “content” for further interest. Cohen et al’s definition of a code as “a word, or abbreviation sufficiently close to that which it is describing for the researcher to see at a glance what it means” (p.478) has been found highly supportive of the decision to focus on the topic reflected in a participant’s response rather than its content (also Patton, Tesch, Boulton & Hammersley opcit) during the labelling/naming procedure. Care has been taken to use codes that, to the best of the researcher’s understanding, represent the topics included in the respondents’ turns and ones that are “faithful to the data”.

We kept on trying the coding scheme until we became convinced that the labels did represent M.U rather than summarize their content. Following Cohen et al(opcit), codes have a descriptive function and the things they describe include the following: situation, perspectives, ways of thinking about people and objects, process activity, event, strategy, relationship, social structure and method. This sounded quite congruent with Tesch’s (opcit) illustration of a coding procedure (pp.116-7) which was quite insightful and of a certain utility. We first assigned labels to the interview segments which represent meanings that are felt relevant and should potentially inform the study. These appear in document 1 on page 159 below.

For recall, by segment we mean part or whole of what a participant said in response to a question or following probes and which which sounds relevant. When we became convinced that the labels we assigned did represent what was being talked about, we then abbreviatedthe labels for ease of handling. 

To list them in a shorter form than the one they appear in initially, was quite demanding but we decided to reduce the label/code to a shortest form possible relying on the numbering to ease retrieval in case of a “loss of meaning” and resisting the attempt to leave the codes in their initial form, which is an alternative following illustrations in Cohen et al(opcit). Once most MU were coded, we listed them according to appearance order in the interview. This listing revealed that segments occur and recur across interviews but not in a constant pattern. For instance, perception of outcomes (Perc. outc.) is a MU that is more frequent in Interview 2 but less frequent in interview 1or 3 whereas  feeling about (Feel ab...) appears in each interview data but not in the same frequency.
Following data analysis procedures retained in the design section, a search for similarities led to a preliminary grouping of the segments according to their meanings. The various groupings appear in document 2 below.

As indicated in doc. 2, the segments representing feeling, attitude, perception, recall perception, reason or purpose, cause of were then gathered under the respective label. We realized at that point the interview “text” started to disintegrate into bits which went into different “directions” to then gather into different other meaning groups. We used the term cluster to refer to such meaning grouping  and associated each with a different symbol; mostly non verbal symbols. The symbols have been inspired by the concept around which the coded segments were “pulling”, so non verbal symbols such as () associates with study content/input and helps the analyst recall it as such. When no mnemonic device suggested itself the initial to the concept name were retained; thus Beh/Act is felt to best recall concrete actions/activities participants refer to in their responses, which is the thing this symbol stands for. 

We found that a feeling or attitude or even a reason or purpose that is expressed links essentially with one aspect of the overall study experience. It thus appeared that at times the topic in the M.U  addresses participants’ personal involvement whether from a feeling, perception or other perspective point of view whereas at other times it addresses a component of the course  or the study context in general the latter including peers, teachers for instance.

Five major clusters have been identified and we visualized them as follows:

*:  stands for participants’ awareness of their involvement/interest in the study

experience; 

():  stands for participants’ concern with study/module  content such as lecture input.

Beh: stands for participants ‘actual activities or actions they engage in during their studies .

Sit:  stands for overall environment including peers and teachers

^^:  stands for participants’ concern with outcomes , aspects of development

A subsequent step consisted in a search for M.U that were found to “pull” towards each of the identified clusters. Therefore each coded M.U was displaced from a previous list to appear in a more appropriate list. Documents 1, 2, and 3  appearing below reveal two different listings; the first two include the coded units and the third the corresponding meaning units.
Presented as both essential and unavoidable in the literature, this procedure has been found double useful as it also leads to further check meaning  interpretation. The  prior objective behind this display of data units is to ease scrutiny in search for likeness or “verisimilitude” that might allow for patterning to occur. We are here after sub-categories.

Doc. 1: List of labelled meaning units 
   Labelled meaning  units appear under occurrence number 

   In interview 2 and 3, 2 participants attended : when meaning units derive from similar 

    segment, they are numbered once .

   Voids in each column indicate that no similar segment was found in that participant’s turn.

  Interview 1:  Naci. 

1 Perception of attitude to study work

2. Reason for E.studies

3. Perception of difficulties

    a- feeling about situation.

    b- cause of difficulties 

4. Underst.vs Teach’s approach

5.  Perception of unclear lecturing

6. Cause behind diff. 

    a- unstructured lecture

    b- unstated aim

 7. perception of mismatch betw Teach’appr and personal study appr.

 8. Perception of expected approach

 9. Attitude  toward lect in  lit or civ module

10. Perception of  course introd. Sessions

11. Perception of differential appr.:”methode”

12. Preception of “methode”

13. Perception of good “methode”features 

      a- well-structured

      b well- organized

      c- well-presented 

14. Effect of liked approach/methode

      a- quick understanding+clear grasp

      b- No need to revise

15. Perception of “structured” lecture

      a- orderliness

      b- organization

16. Effect of structured lecture

     a- no need for note review/revision

17. Perception of structured lect.

     a-  description of lecture outline

18. Attitude toward study wrk+ study activities

19. Perception of wrk load

20. Recall study activities 

21. Reason for study activity

22. Recall other attempts

23. Attitude toward lecture input

24. Study activities 

     a- comparing notes

     b- Internet search +reason for it 

     c-  book search+reason for it 

     d-  notes handling + cause

25. Frequency of study wrk

      Frequent study activity

26. Perception of self-worth  

27. Perception of  grade function/worth

28. Recall grades obtained in civ and lits modules

29. Perception of lge abilities    

    -at ease with reading 

    -less at ease with listening

    -even less at ease with speaking

30. Perception of reading usefulness

31. Perception of reading purpose 

     - purpose shift

     - perception of requirement for exams

32. Perception of writing activities

     -during review work(revise and check)

     - for other study activities and assigned wrk

33. Perception of other study activities

     a- essay writing compared to presentation prep and delivery

     b- wrk completion ability       wrk abil.
     c - perception of person. Trait

34. Perception of wrk completion ability  wrk abil

35. Perception of task demand

     - alternative behaviour

36. Cause behind ease of task completion

37. Perception of capacity +reason for it.

38. Perception of study demand and ability complete task

39. Perception of clarity as a feature of lecture delivery

40. Sources of additional information+ purpose

41. Cause of understanding 

42.  Perception of link betw. Study wrk and assessment 

43.  Study activities: Perception of aim and means

44.  Perception of study wrk purpose

45.  Perception of attempt purpose

46.  Perception of study wrk 

       Perception of link betw wrk and purpose

47. Feeling about exams + reason for feeling

48  Perception of a general trend “tendance”

49. Perception of dist. Betw Knowledge and knowl how.

50. Attitude to know how concept

51. Attitude tow. Non-lit modules

52. Expectations 

Interview 2

RANIS                                                                           SOLA

1. Study experience                                                   Study experience

     Pass scores obtained                                             perception of attitude to study process

2. Perception of personal involvement

     + reason for it.                                                       Cause behind perception of self worth

4. Perception of self worth+ TTattitude to it           3. Perception of TT attitude 

5. Perception of study objectives                             8. Perception of challenge and of outcome

6. Perception of outcomes

7. Feeling about outcomes a, b, c.

8 Attitude to Degr. Course content                          9. Reason for attitude to study content.

12. Perception of study aim/purpose

13. Attitude to study work/Module content.

14. Perception of study trend

15. Perception of outcome 

     a. reason for outcome     

     b.attitude to study work 

     c. attempt  

                                                                                          a. Attitude to one specific    module

                                                                                          b. perception of aim 

                                                                                          c.attitude to AF.Lit content

16. Attitude to content of study

17. Perception of outcomes

18. Feeling for particular module +perception

     Of outcomes

19. Attitude to non-lit module

20. Attitude to written skill module

21. Perception of ability development                            Feeling for language module + attitude 

                                                                                         to lge module

                                                                                        Feeling for Lge module

24                                                                                    Perception of relationship

25. Perception of processes

26. Perception of R & Wr. processes

27. Perception of TT attitude to outcome                           Perception of outcomes

28. Perception of study outcomes                                       Reason for outcomes

                                                                                       32. Perception of study activity

                                                                                                 /reading

                                                                                       33 Purpose for reading(differential)

                                                                                       34. Perception of process(reading)

                                                                                       35. Perception of year 1 outcome

                                                                                       36. Perception of specific outcomes

                                                                                       37. Recall of practice work

                                                                                       38. Perception of outcome +attitude

                                                                                       39. Recall of practice wrk in yr 3

40. Purpose for writing(differential)

      Reason for preference

41. Perception of own contribution ot outcome             42. Perception of change process

                                                                                          Recall of past activity

                                                                                        43. Perception of lit.contrib. to writing

44. Perception of other contributing factors

45. Evaluation of listen component

     Effort to improve skill

     Perception of difficulty & outcome                           46. Listening: a source of learning

47. Reason for not using library

      “Other resources”

48. Reason for using “other resources”/reading

49. Reason for using Int. resources                               50. Rely on “personal knowledge”

                                                                                       51. Sources of personal knowledge

                                                                                       52. Internet and ecyclopaedias

53. Buy books                                                                54. Attitude to library

55. After class activities

56. Handling lecture notes:

      a- comparing &completing

      b- reason for completing

      c- purpose for organising lect. Notes                      57. “Stocking” lecture notes

                                                                                          a- purpose for using lect.ntes

                                                                                          b- reason for using lect.ntes

                                                                                          c- purpose for looking on the notes

                                                                                   58. Attempt to fill gaps and complete ntes

                                                                                   59. Alternative actions

60. Perception of private wrk utility

       a- reason for working on notes

       b- perception of utility for tests

61. Attitude  towards tests

62. Perception of lecture content                                63. Attitude toward tests

      a- attitude to lecture content                                      a- attitude to lecture content/T input

      b-  focus on main ideas                                              b- reason for “observing teachers”

64. Attitude to lesson content                        

     a-attempt to guess Q from content

     b- differential focus

65.                                                                                       Perception of study pattern

66. differential study focus across modules              67. Reason for “all energy” focus

68. Perception of outcomes

69. Attitude toward new input                                   70. Differential positions

                                                                                              a- debate

                                                                                              b- reason for debating 

                                                                                   71.  Perception of thinking

72. Perception of peers’ attitude to input

      Perception of personal approach to input

73. Personal approach to lecture input

      Reason for personal approach

74. Attitude to T response

      Frequency of debate

      Reason for not debating

      Consequence of not debating

75. Recall study event

76. Perception of TT & peers’ reaction to study wrk

      (presentation)

78. Other preferred tasks

    a-  at ease with......

    b-  reason for....                             

79.                                                                                             favourite “tasks”/study events

                                                                                                  a- reason for not doing pres wrk

                                                                                                  b-attitude to present.

80.                                                                                        80. Feeling about essay writing 

81.                                                                                              Feeling about writing

82. Task completion procedure(present.)

      a- avoid repetition

      b- select information and link to context

      c- avoids reading from notes

83.  (Account of) essay writing constraints

       - slow start

       - finding and including right words/ss

       - last to hand in:”hand in a rush” 

84. Reason for “handing in a rush”

85. Account of revision procedure

86. Attitude to tests

87. Aim of revision procedure                                           88. Account of revision procedure

                                                                                                  a- summary of lecture

                                                                                                b- lack of schedule +reason for it

                                                                                                c- selecting 

                                                                                           89. Attitude to tests

                                                                                                Observation of teacher differential  

                                                                                                 focus

                                                                                                 Asking about previous test QQ

                                                                                           90. Attitude to lecture notes

                                                                                           91. Reason for hard work

                                                                                           92.  reason for attitude(attention)

                                                                                                   + feeling about Teach. Attitude

93. Self-expression is important

     + perception of participation

94. Perception of Teach.attitude to participation

     A correction matters

      Responsiveness expected 

     Feed back not put off

95. Recall of study event 1 and 2                                                    Teacher-student contact 

96. Reason for peers’ lack of success

97. Perception of gains

98. Perception of success.

Interview 3 :
BEDI                                                                                     NELOU

1. a- feeling about English                                             Feeling about English

    b- early Englsh lg experience

3. a- learning outcomes

    b- attitude to English as L+                                       Reason for studying

5. Recalling Personal experience

6.  a.  Feeling about lge and recalling good scores

     b. Attitude toward English                                       7. self assessment

                                                                                       Recalling good scores

                                                                                       Reason for studying English

                                                                                       8. Reason for choice

                                                                                       9. Expectations about content and study 

                                                                                           Work

10. Reason for low achievement in L1

11. attitude toward L1

12. Attitude toward E.D course content

      b - perception of study outcomes

      c- attitude to Engl.studies+perception of lit component

13. Feeling about civ.component

       Perception of civ component 

       Feeling about other components 

14. Favourite subjects

      Recalling scores in reading and linguistic           15. a- unliked subjects

                                                                                         b- reason for not liking Phonetics.

16. Reason for choice

17. Perception of content                                            18. a- perception of year 1 content

                                                                                         b- reason for expectation/ attitude 

                                                                                    19. a- perception of content change

                                                                                          From year 1 on 

                                                                                         b- reason for decision making.

20. Perception of mismatch

      a-of Teach. approach

      b-Loss feeling    

      c- Perception of teach. style      

      d- Attitude to study work                                     

 21. Perception of difference                                      21. b reason for sustained study

       Reason for interest rising   

 23. Perception of  preferred Teach’study habit        22. Perception of T’s expected study habit

                                                                                         Attitude to differential expectations

                                                                                         Attitude to non rote learning

 24.                                                                              24. Feeling about non rote learning

                                                                                          Perception of Teach’s favourite  

                                                                                           study pattern

                                                                       24 b Perception of Teach’s favourite pattern

25. Perception of peers’attitude to “undesirable situation”      25b Reason for peers’attitude

26. a- perception of peers as “marks getters”                      26  perception of own study pattern

      b- perception of own study pattern

27 a perception of own effort                                              27 description of work pattern

     B desrption of work pattern & supportive activity

28.                                                                                        Attempt to ease work load

29. reason for “supportive activity”

30. perception of Teach’s recurring habit                             31 reason for regular attendance 

32.                                                                                  32. Attitude to study in “desirable sit”

     b- perception of  Teach’s input in “desirable sit.”         A  description of teach’s input

     c- Reason for attending sessions 

33. Reason for attendance  (p.6/7)

    a-  sources of additional information 

    b- attitude to information seeking 

34. a- attitude to lecturing pattern /hbit                                   34 perception of Teach’s action

      b- attitude toward  interesting content                               Attitude toward teach’s input

35.  a attitude tow. “interesting subject”

36. Description of revision work 

     Description of content

37. desription of study activities                                       

38.                                                                                  38. a- Feeling about interactive trend

                                                                                             b- Feeling about class participation

                                                                                      39. Reason for using sought  & 

                                                                                                collected information

40- Attitude toward library 

    a- reason for attitude 

    b- description of information search facilities               

41. 

42. Sources of information

      Buying assigned books

                                                                                            43. perception peers’expectations

43. b perception of teach’s emphasis                                           reason for expectations

       Reason for expectations

44. Reason for intuitive K of test QQ                           45. Perception of peers ‘preferred  style                                                                                    Interview 1 Naci. Meaningful units labelled 
1 Perception of attitude to study work

2. Reason for E.studies

3. Perception of difficulties

    a- feeling about sit.

    b- cause of diffic

4. Underst.vs Teach’s approach

5.  Perception of unclear lecturing

6. Cause behind diff. 

    a- unstructured lecture

    b- unstated aim

 7. perception of mismatch betw Teach’appr and personal study appr.

 8. Perception of expected approach

 9. Attitude  toward lect in  lit or civ module

10. Perception of  course introd. Sessions

11. Perception of differential appr.:”methode”

12. Preception of “methode”

13. Perception of good “methode”features 

      a- well-structured

      b well- organized

      c- well-presented 

14. Effect of liked approach/methode

      a- quick understanding+clear grasp

      b- No need to revise

15. Perception of “structured” lecture

      a- orderliness

      b- organization

16. Effect of structured lecture

     a- no need for note review/revision

17. Perception of structured lect.

     a-  description of lecture outline

18. Attitude toward study wrk+ study activities

19. Perception of wrk load

20. Recall study activities 

21. Reason for study activity

22. Recall other attempts

23. Attitude toward lecture input

24. Study activities 

     a- comparing notes

     b- Internet search +reason for it 

     c-  book search+reason for it 

     d-  notes handling + cause

25. Frequency of study wrk

      Frequent study activity

26. Perception of self-worth  

27. Perception of  grade function/worth

28. Recall grades obtained in civ and lits modules

29. Perception of lge abilities    

    -at ease with reading 

    -less at ease with listening

    -even less at ease with speaking

30. Perception of reading usefulness

31. Perception of reading purpose 

     - purpose shift

     - perception of requirement for exams

32. Perception of writing activities

     -during review work(revise and check)

     - for other study activities and assigned wrk

33. Perception of other study activities

     a- essay writing compared to presentation prep and delivery

     b- wrk completion ability       wrk abil.
     c - perception of person. Trait

34. Perception of wrk completion ability  wrk abil

35. Perception of task demand

     - alternative behaviour

36. Cause behind ease of task completion

37. Perception of capacity +reason for it.

38. Perception of study demand and ability complete task

39. Perception of clarity as a feature of lecture delivery

40. Sources of additional information+ purpose

41. Cause of understanding 

42.  Perception of link betw. Study wrk and assessment 

43.  Study activities: Perception of aim and means

44.  Perception of study wrk purpose

45.  Perception of attempt purpose

46.  Perception of study wrk 

       Perception of link betw wrk and purpose

47. Feeling about exams + reason for feeling

48  Perception of a general trend “tendance”

49. Perception of dist. Betw Knowledge and knowl how.

50. Attitude to know how concept

51. Attitude tow. Non-lit modules

52. Expectations 

Doc.2 list of Meaning units re-ordered 
Int. 1 Naci

Grouping 1 Perception of                                                Grouping 2: Attitude toward
attit. Stud.wrk 1  difficulties        3                                        lect.in civ/lit 9()

uncl. Lectur.      5       Sit.                                                       stud.wrk+stud active. 18 Beh

Mismatch teach’ appr stud.appr.7     *                                   lect.input 23 ()

Teach’better appr 8      S                                                         know how concept 50

Course intro sess. 10   ()                                                         non-lit modules 51()

Differ.appr/”methode”11   Sit

“methode”   12

Good meth. Feat.a,b,c,13     Sit                                            Grouping 3  Cause of 

Struct.lect. 15  Sit

Str.lect.17         Sit                                                                 difficult.  3b *

Studwrk load 19                                                                     ifficult.   6  *

Self worth 26                                                                         ease with wrk compl. 36Beh

Score/grade value 27                                                             Understanding 41 *

Lge abilites 29   *                                                                  lect ntes handl. 24 d  Beh

Read. Util. 30     *                                                                  Feel about exam 47

Read purpose 31 Beh

Other stud.activ 32a,b,c,    Beh                                                Grouping 4 Recalling
Attit.tow task complet. 36 

Wrk abil+reason 37    *                                                          Stud activ. 20 Beh 

Stud.dem. =abil to meet dem.38  *                                        Alt. attempt 22 *

Clarity in lect.39     Sit                                                           Stud.wrk frequency 25*

Link stud.wrk assessment42      *                                          grades obtained 

Purpose for attempt 45   Beh

A gener. Trend/”tendance”48  Beh                                         Gr. 5 Feeling about 

Dist.Know/Know how49                                                       Exams 47

                                                                                               Situation 3b

Grouping 6 Reason/purpose for 

  E.D. studies 2  ()                                                                      Grouping 7       Other 

  Study activ. 21         Beh                                                    Effect of prefer.appr. 14 a & b 

   Stud.activ.  24 + b, c    Beh                                                Effect of  struct.lect. 16 +a

   Stud. wrk abil37  *                                                             Frequ. stud. Wrk 25

                                                                                               Expectations .

Interview 3 Bedi & Nelou                                       Sit: 6   Beh: 10      *: 1   (): 6  ^^:

Grouping 1 Perceptions of                                                    Grouping 2 Attitude toward 
Civ, lit and other c.cmpnts 13     ()                                        English as L+ 3b

 Study content 17                 ()                                                English 6b

 Teach’s approach 20 a &c  sit 

Teach’s preferred study habit 23                                          Bedi’s L1 11

Year1 study content  15 a         ()                                        E.Degr.c. content  12

Year 1 to year 2 cont.chnge 19a                                          Stud. Wrk 20 d              Beh

Teach’s expected study habit 22                                         info. Seek. Activ. 33b    Beh             

Teach’s favourite study pattern 24                                     lect. Habit 34a

Own study pattern 26’   Beh                                               w. interesting content Sit

Own effort 27a               *                                                 “interesting subject” 35  Sit 

Teach’s recurring habit 36    sit                                          differential aspect 22a

Teach’s emphasis 43b         Sit                                            non-rote lg 22b Beh

Mismatch c.descr.and content 20   Sit                                stud. In “desirable sit” 32 *

Teach’s action  34     Sit                                                     Teach’s input34( )

Grouping 3  Cause of                                                Grouping 4  Recalling
                                                                                             Early lg exper. 1. Sit

                                                                                             Pers.exper. 5

                                                                                             Good scores 6b

                                                                                             Good scores 7

                                                                                             Scores in rdg& ling 14

                                                                                             Nelou’s prev.TT advice

Grouping 5 Feeling about 

E. Lge (P2&2)  1

E.lge 6a

Civ cmpnt  13()

Other c. cmpnt 13b()
Non-rote study 24     Beh
“not knowing where we are”/loss 20c Sit

Interactive sit. 38 a Sit

Class part. 38b  Beh

Grouping 6   Reason/purpose for 
E.Study choice  1   (N)                                      supportive activ.  29 (B) Beh *

E.study choice  7    (N)                                      regul. attend.  31 (N)   Beh 

Choice 8          (N)                                             attend. Sessions.  32c(B) Beh 

Low ach in L1 10   (B)                                      Attendce 33 (B)

Not liking mod. 15a     (N)  ()                           Attit. Tow. Libr. 40

Choice 16  (B)                                                   using sought & collected inform. 39(N) beh

“expectation” attit. 18b                                     Expectations  43 b 

Decision to wrk 19a(N)*

interest  rsng 21a  (B)    sit                                Intuitive K ot Test QQ 43(B)

sustained study  21  (N) *

Peers’attit; 25b(N)

Interview 2 Ranis & Sola                             *: 12        ^^:  14      sit:      Beh: 15    ():11

Grouping 1 Perceptions of 
 Person. Involv.  2     *                                      Attit to stud.wrk  2’

 Self wrth  4

 Teach’attit. To s-wrth 4   Sit                              TT attit. 3Sit

 Study obj. 5                                                     Challge.& outc. 8^^

 Outc.  6^^

 Stud aim/purp  12

 Outc. 15  ^^                                                                 aim 15 b 

 Outc 17 ^^

 Abil develop. 21   Beh                                              relationship 24 

 Process.  25            Beh

 R&W processes 26 Beh 

 Teach’ attit. To outc.  27 ^^                                   outc. 27’ ^^

  Stud outc  28  ^^                                                    stud. Activ:R 32

                                                                                Different. R Process 33

                                                                                R. process 34

                                                                               Year 1 outc.   35 ^^

                                                                               Specific outc. 36^^

   Own “contribution”     41  *                               Outc.+ attit. 38^^

                                                                              Chnge process 42

  Lit.contrib.to writing    43(RorS ?)

  Other contr. Fact.  44

  Difficult + outcome 45b ^^

  Util of priv wrk:stud. 60 Beh 

  Lect.cont. 62   ()                                                      study wrk 65*

  Outcomes  68  ^^                                                     Thinking 71

  Peers’ attit. input 69 Sit

  Person appr. o input 69a

  Person appr; to lect. Input 73*

  TT& peers’ react. To stud wrk 76*                              7* 12^^

     (present)

 Teach’attit. To partic  94abc *

     Gains  97^^

     Success  98

Grouping 2 Attitude toward 

 E. D. course cont. 8 ()

 Stud.wrk/mod.cont. 13   ()                                               one specific mod. 15’a ()

 Study content   16  ()                                                         Af.lit cmpnt  15’c()

 Non-lit.mod    19()

 Writ.sk mod.  20   ()                                                                libr.  54

 Tests  61

 Lect.cont.  62a    ()                                                                 test 63

                                                                                                Lect; cont;input  63a()

  Lect.content  64 ()

  New input  69 ()                                              8()

   Teach’s response  74   sit                                                   stud wrk/pres. 79b Beh

    Tests  86                                                                            Tests 89

                                                                                               Lect.ntes.90

Grouping 3 Cause of 

Grouping 4 Recalling 
 Study event  75 Beh

 Study event 1&2Beh                                                 Practice wrk in yr1 37 *

                                                                                   Practice wrk in year 3 39 *
                                                                                   Past stud activ.. 42  *

Grouping 5 Feeling about

Outcomes 6a,b,c. 7^^

Partic. module    18   ()                                            lge mod 22 ()

                                                                                 Lge mod. 23()

                                                                                 Essay writng  80

                                                                                 Wrtng 80a

                                                                                 Teach’ attitude  92b Sit

Grouping 6 Reason Purpose for 

Personal involv.  2  *                                             Attit. to study context  9()

Study outc.   15 a  ^^                                                 outcomes   28^^

                                                                                 Differential reading  33

Writing  40     Beh      

Preference  40 a                                                    

Not using libr.facil.  47  Beh      

Using other reading sources  48 Beh

Usng Int. sources  49 *

Completing lect ntes  56 + c  Beh                                 using lect.ntes. 57 a, b, c Beh
  c organizing lect.ntes      Beh                                        “observing “ TT 63 Beh

                                                                                       “all(one’s) energy” putting 67 Beh

“working on”ntes  60a    Beh                                          “debating” 70 b Beh

Personal appr  73a   *     Beh                                            not doing present.wrk  79a Beh

 feeling at ease 78b   

                                                                                       Attit. to lect    (attention ) 91

“Handing in a rush”  84   Beh

Peers’ unsuccessful exper.96

Grouping 7   Other 
Evaluat. C. cmpnt.  45 ()

 Effort to improve abl. *

After class activities 55  Beh                                         reliance on “pers. Knowl” 50
                                                                                     Sources of “pers. Knowl.” 51

                                                                                      Int.& encycl.     52

Handling lect.ntes  56 a,b, c  Beh                                     “stocking  lect.ntes7

                                                                                      Gap fll.& ntes compl.58                    

                                                                                        Differential posit. 70

Consequ of not debat.  74c sit

Other prefer.stud.activ.   78 Beh                                       favourite stud.activ. 79 *

Stud.wrk cmplet. A,b, c,  82  Beh

 Essay writ.cnstrts.a,b,c,  83   Beh

Account of .proced.  85    Beh                                       Account of rev. proced; 88      a,b,c,Beh                                                                                          Teach-stud. contact                                                                  Self expres.       93      *   
As revealed in document 2,  meaning units not only occur across interviews but also across different groupings the occurrence of meaning units is not limited to one grouping but extends across groups. 
9.1.2 Reaching meaning categories
           The three interview transcripts were read and re-read. Next words, phrases, sentences  or paragraphs that sound meaningful enough and thus worth further scrutiny were numbered. The numbering here follows order of appearance in the interview.  

          Numbers from 1 to end of list of meaning units (MU) have been used in each of the three interviews. This is believed to ease  retrieval of M.U when looking at their content becomes relevant. Patton (2002) insists on the necessity for a double checking before coded segments are assigned a category and classified. The first check should ensure that when assigned a category, code members do fit. The second checking ensures that each category is distinct from another and overlap is limited. Patton suggests that checking should stand the “convergence” and “divergence” test (p.466). In other words, the analyst should make sure that the codes cluster around one theme in each category which itself should be distinct from the other categories.The categories thus obtained should meet two criteria: “heterogeneity” and “homogeneity”.

          
Continual trial and documentation have helped us refine our perception of what “assigning codes” means; Several attempts have been undertaken  until we became convinced of the necessity to use labels that represent MU rather than summarize their content (Corbin and Strauss, Tesch, Patton, Hammersley and Boulton, Cohen et al, Merriam opcit). Straussand Corbin’s suggestion to read interview data with the two QQ in mind What is this? What does it represent were quite illuminative. Proceeding in the way just described helped perceive the distinction between “topic” and “content”. Following Tesch’s and Patton’s hint we concentrated on “topic” and delayed further interest in “content”.We thus ended up with an average of 45 to 50 meaning units(MU) per interviewee.  

         
In this preliminary phase of the analysis, and as mentioned above on page 172, numbers are used to ease interviewees’ words retrieval for later use. Following Cohen et al, codes have a descriptive function and the things they describe include the following: situation, perspectives, ways of thinking about people and objects, process activity, event, strategy, relationships, social structure and method. 

These authors’ definition of a code as :. “a word or abbreviation sufficiently close to that which it is describing for the researcher to see at a glance what it means” (2007:478) seems to support recommendation to focus on the topic reflected in a participant’s response rather than its content (Patton, Tesch, Boulton & Hammersley); as such , these  authors’ view has been quite insightful during the labelling process.

         
Care was taken to use codes that, to the best of the researcher’s understanding, represent the topics included in the respondents’ turns and ones that are  “faithful to the data” Tesch’s application of the codes on pp. 116-7 was also quite useful and  insightful. We first assigned a label to the sections in the interview which sounded to us significant enough. By sections, we mean here whole or part of what the participants say in response to a question or following probes; this refers to what in the literature is called “segment” (Tesch,1990,  Strauss and  Corbin , 1990).

          
When we became convinced that the labels we assigned did represent what was being talked about, we then abbreviated them. Here, too,  care was taken not to limit a code to the exact words only but to use it whenever similar meaning is conveyed even if the wording might –as it tends to- be different (Silvermann, 2000). Therefore, when synonymous words/expressions were felt to certainly refer to a similar idea expressed before these were given one code. For instance, Naci’s “j’arrive à le faire” (interview 1 p.4, Meaning unit 34) sounds similar in meaning to a sequence like “ le fait de le préparer par écrit  ne me pose aucun problème ... je suis très à l’aise”  (Interview 1 p.4, M.U 33). The code assigned to both is “work ability”, abbreviated to wrk abil.
           Having obtained a list of codes for each interview we then abbreviated the labels making sure  that all labels were short enough to be handled in subsequent analytical steps. These are used in Document 2 previousy included on pp.168-72 and document 3a appearing below on page 174.
          
In our search for recurring themes and “commonalties” widely agreed to be a subsequent step in content analysis, and one  that is so essential to categorizing, we used symbols that individually reflect a grouping of meanings (convergence) but  as a set witness to distinctions between the various groupings (divergence).

        
However, we bear in mind that the distinctions may be provisional for we anticipate meanings to be mutually related across groups, given the nature of the phenomenon under consideration.
        
Five distinct types of groupings or meaning clusters were obtained. They are described below on this page according to the interview in which they  appear . 
       
At this stage of the analysis, order of appearance has now left way to grouping relevance in that,  as mentioned above, the various MU that attracted the reader’s attention were grouped according to the theme they seem to convey.
For ease of reading, the themes around which the clustering occurs are mentioned again below:
* = reference to personal involvement: actions students do engage in/purposeful actions

^^ = reference to outcomes, knowledge  and skill  gained 
()  = reference to content of study as module or  as specific lecture  session input in    general 
Beh = reference to what students  do to see to the study demand, activities they engage in their response to input (Beh stands for behaviour)
Sit = reference to class situations  or aspects that pertain to class situations. Aspects that seem to affect their attitude and their behaviours. How they view teacher’s  actions, teacher’s attitudes, how they view peers, peers’ attitude what they think of them is believed highly relevant to this theme.  
Following documents 3 a and 3 b include  reordered  data  and illustrate the re-ordering procedure using five types of clusters :*, ^^, ( );Beh, Sit.
Document 3 a:  Labelled MUs in their respective clusters 
                           Letters a,b,c next to MU indicate inclusion of distinct but related topics

Cluster   ()  
 Interview  1:  Naci              Int. 2  Ranis and SolaS                      Int.3Bedi and Nelou
C.intr.sess. 10                               Lect.cont.62                                       C. cont. 13

                                                                                                                         Stud.cont.17

Civ/lit.lect.  9                                  E.D.C cont. 8                                       Yr. stud.cont 15a

Lect.inp.    23                                Stud.wrk/mod.cont.13   

Non-lit.mod. 51                             Stud.cont.16                                           Civ.mod 13&13b

                                                       Non-lit.mod.19                                      Not like mod. 15a

E.D stud. 2                                     Writ.sk. mod.20    

                                                       Lect.cont. 62a

                                                       Lect.cont. 64

                                                       New inp. 69

                                                       15a,15c, 63a      
Cluster *

Teach.appr.=/=St.appr. 7                 Pers.inv. 2                             Own eff. 27a

Lge abil. 29                                  Own contr. 41                                          32

Read.util. 30                                Pers. Appr.lect.inp. 73              Wrk. Decis.19a

Wrk.abil. + reasn. 37                   React 76                                    Sust.stud.   21

Abil.stud.dem.38                         Teach att. Partic. 94                  Supprt activ.29

Stud.wrk./assess link 42               St.wrk 65

                                                      Pract.wrk; recal. 37,39

                                                                                 42

                                                      Usng. Intern.sourc. 49

                                                      Pers. Appr. 73

                                                      Attmpt abil impro. 

                                                      Self expres. 93

                                                      Fav.stud.activ.79

Cluster ^^

                                                    Teach.attit.to outc. 26

                                                    Stud.outc.28

                                                     Yr.1 outc.35

                                                    Sp. Outc.36    

                                                     Outc.+ attit. 38

                                                     Diff.but outc.45b

                                                    Outc. 68

                                                    Gains 97, 12  Sola

                                                   Outc.-, 15, 17 , 15a, 28.

Cluster Beh.

Oth.stud.activ. 32, 32a                         Abil. Dev. 21                                      Own stud.hab. 26’                         32b,32c                                                Proc. Descr.25 

                                                                                                                         Stud. Wrk.   20d                                                                                                                             

                                                            Read&wr. Proc.26

Attmt.purp. 45                                                                                                    Info seek.activ 33b                                                       R&W proc. 26

“tendance” 48                                                                                                     N.rote stud. 22b                                                         

                                                           St.wrk /pres. 79b  

                                                                                                                             N. rote stud.24

Stud.wrk/activ. 18                              Stud.Evnt. 1&2 75                                     Cl.part. 38

Ease wrk.36                                        Writ. 40                                                   Supprt active.29

                                                                                                                             Stud activ. 34c

Hndl.lect ntes 24                                  N. us libr.47                                           Reg.attend. 31

                        47                                 Us. other srces 48                                   Attend. 32c

 Stud. activ. 21                                     cmpltg lect ntes. 56                                Attend.33

                   24a, b, c,                         organiz.lect.ntes.56c                 Us. sght& coll..info39

                                                            “wrk.on ntes” 60a 

                                                            “hndg.in a rush” 84

                                                             Pers.appr.73a

                                                             Us. Lect.ntes 57 a, b, c

                                                             “observing”TT 63

                                                             “All energy put.” 67
                                                             “Debating” 70b

                                                             N. do. Pres.79a

                                                              Aft.cl.activ.55

                                                              Hdlng lect.ntes. 56a,b,c, 

                                                              Pref.stud.activ 78

                                                             Stud.wrk.cmplt. 82a,b,c,

                                                             Ess.wr.contr. 83a,b,c,

                                                             Proceed. 85

                                                             Rev; proceed. 88

Cluster sit                                                                                              Early lg exp.1

                                                             T’s att.3                                   Teach’s appr     20a,20c
Uncl.lect.5                                           T’s att. to st’ wrth 4                 Peers’attit.25b

Differ.appr/meth.11                             Prefer. 40 a                        “not kwng where we are”20c

Struct.lect. 15                                      Lect.inp.63a                        T.w.”interesting subject”35

Struct.lect.17                                       Peers’att.to inp.69                    Teach.inp/activ.34 a&b

Clar.in lect.39                                      T’s response 74                      C.cont=/=c.descr.

                                                            Cnsquce of not debat.74c        T’s repeat. activ.36

                                                                                                                CL.interact.38a

                                                                                                                T’s emphasis43a  

                                                                                                          Expectations 43b

At first sight, cluster Beh (behaviour) seems to gather the largest number of M.U with 59 M.U in all. This is followed by cluster * with 25 M.U. The amount of MU in other clusters is higher than 20 and lower than 25.

Only 14 M.U occur under Cluster ^^  which gathersparticipants ’ thoughts or opinions about their study outcomes.

The figures in Table 1, appearing below, represent the frequency with which each theme recurs in each interview.
Table 1: Meaning reccurence across interviews

clusters         Beh.                      *              sit                  ^^                      ()                                                                                                                

Int.1             15                            6                5                                              5

Int.2             35                           14              7                    9                       12

Int.3             11                             5             12                                              6
 Total           61                          2 5            24                  9                          23
Reference to activities and actions which relate to the study experience seems the most recurrent theme.

Classified under Beh,  this category reveals some specific features.

For instance, activities appear either through statements which mention them or through statement made about the purpose or reason for the activity. At other times, they appear through recall.  Each type is illustrated below:

Activity stated: cmpltg lect.ntes 56,  Int. 2. Stud.Activ. 34,c.  Int.3 (Nelou)

Purpose for activity:   writing 40 , Int 2    Attmpt purp. 45  Int.1 (Naci)o.

Reason for activity: using sought & collected info. 39, Int 3 (Nelou)

Activity recalled: Pce wrk in Yr 3 39 Int. 2 (Sola).

So, due concern is given to this aspect in our attempt to interprete the findings. Pursuing data analysis procedures, we then extracted meaning-alike segments from each interview and listed them under  their corresponding meaning clusters.
Document 3b includes data segments  re-ordered according to shared overall meaning. 
Document 3 b Meaning Units in in their respective meaning clusters 

*: What students say about their  involvement/commitment to study enterprise.
Interview 1  Naci

MU.7           Quand la leçon n’est pas structurée et qu’on n’a pas une outline , on ne sait pas le
                   but de la leçon …vous présentez la leçon ou le chapitre puis on commence à 

                   développer . Parfois je ne comprends pas l’utilité du sujet lui-même. 

 MU 18        Bien sûr on essaie de...moi par exemple j’essaie de comprendre, je fais de 
                    mon mieux , j’essaie de collecter le plus d’information possible et de revoir et 
                    d’essayer de...

MU 22      …les notes que j’ai prises pendant le cours… les idées que j’ai notées  parce qu’en

                      classe on n’a pas le temps de tout…

MU25           Le fait de ne pas avoir de difficultés, le fait de pouvoir surmonter les difficultés 

                     d’année en année.

MU 35       …Si on n’arrive pas à comprendre …on demande au prof de plus expliquer.

                   …généralement je me concentre bien pendant le cours, j’assimile à un rythme

                      assez court. 

MU 37           On nous présente la façon d’analyser un texte littéraire, après il nous demande

                      de pratiquer cela….on arrive à le faire 

MU 41            …C’est la diversité des phrases puisqu’on revoit le même thème sous
                        d’autres…

Interview 2  Ranis  and  Sola
MU 2        (Sol) ..I think I was a good student but not in the mean of marks or something like 

                             this ...more about my interest ...my enthusiasm  for the English course 
                 (Ran)  I think I contributed a lot to my situation actually,  because of my interest in 

                      the language ...

MU  69          Exactly I reflect on it. When I get information I don’t just stock or swallow . 

                      When  I read my notes I always have my own perception. 

                      Yes there was some kind of organization. Because I’m organized.

MU 76                  Presentation.... yes, I feel confident  and TT ...not only TT even my friends

                            ...appreciate the way I do my presentation.

MU 92  (Sol)      ...because I like when T give me importance , I like when T yes do

                             listen to my  opinion even if I’m wrong or right , I don’t care but I do  like

                             when he gives me some  attention 

MU 93 (Ran)        Yes this question is very important  because when you feel at ease 

                              you express a thing ..or idea  you don’t care about the others, we’re

                              wrong or right  it’s not the point ...just to express yourself.  

 MU 94                  For instance T who opens debates, debates just for discussion 

                               ...we are    here   to  learn, he corrects of course   ... but ...the way 

                               he does...matters...

    Interview 3 Bed and Nelou
MU 27          (Bedi )       Anything I can not understand ..I cannot learn or I do not read     

MU     19a     (Nelou)        I said this is what we should study I liked it most.

MU 21 a        (Bedi)     ...We had some wonderful teachers  I even have in mind even in civ 

                                      subjects ....I was not that much interested but I became more  
                                 interested It’s  how T forwards his subject . How T presents the subject  

                                can attract  the   student and give body to the subject...

MU 21b         (Nelou)        Since we are interested mostly in the marks (Bed: Sadly!)I like to 
                                      study more and more . I come here to get my “license”

MU 29           (Bedi)        We ask SS and we know what T wants 

MU 32 a        ( Nelou)      ...I have to attend all the classes cause each time T gives you things  

                                        that you have to keep in mind 

MU 35            (Bedi).    of course we anticipate on what kind of questions will come but 

                                       mostly we feel at ease with the subject because (Nel: we are not 

                                     afraid ) we worked all the time ...P... what we have in mind is there 

                                      and what we studied is we liked ...P...we liked it through the time 

                                      so...P... it’s not lost whn the time comes of revising for the exams 

                                      comes, when we revise we find that the information is there it’s 

                                      not lost.

MU 36           (Bedi)      about reading up again  “the whole thing”

                                     The notes, the summaries and things like those 
                                     The summaries that are given by T or also summaries that have been  

                                     done by us.   

MU 37            (Bedi)      Things we look up ...sometimes T gives us certain texts ...we  

                                       summarise these texts , and we kind of feel at ease and we are  

                                       ready for any kind of question sometimes we don’t ask about 

                                       what Q. will come but mostly we are at ease no matter what the

                                       question, we feel we can answer because we have the right  

                                       information.

Beh: What students say about their actual involvement in terms of actions and activities.
Interview  1 Naci

MU   16                    Bien sûr on essaie de...moi par exemple j’essaie de comprendre, je fais  

                                  de mon mieux , j’essaie de collecter le plus d’information 

                                  possible et de revoir et d’essayer de...
MU   18                    En général pour des leçons bien précises, je commence par faire un 

                                 brief summary pour voir, pour voir à peu près dans quel sens je 

                                 dois progresser.

 MU   19                    Et après, j’essaie de comprendre les idées , les principales

                                  idées, après d’essayer de rédiger.

MU   20              Je me contente  d’entendre et de comprendre ce que l’on nous dit.

MU   22       Je compare  les notes que j’ai prises pendant le cours . Après, j’essaie de  
                    consulter des fois l’internet pour avoir de l’information… et de comparer  

                    d’élaborer les idées que j’ai notées … 

MU 32       Je le (writing) fais dans mes révisions in summarizing and checking the
                     information. Summarizing  lessons and taking information ...et les travaux qu’on
                     nous demande de faire .
MU 36        Généralement, je me concentre bien pendant le cours, j’assimile à un rythme  
                   assez court. J’arrive à pratiquer… c’est instantané, dès qu’on vient de faire le truc
                   théorique et on nous demande de pratiquer, c’est tellement frais . 

MU 43         J’essaie de me faciliter le maximum de travail, je fais des resumes.Enfin, je 
                    réduis les cours trop longs en les résumant  plus . 

MU      45        On essaie de to cover all the topics, essayer de les maitriser au maximum

MU    47       ..je fais le maximum pour bien couvrir les leçons et ce qui m’a été donné.

Interview 2 Ranis  and Sola
MU   21   (Ranis)      …but now I feel  I write easily
MU   25                             When I read I don’t just read to get the meaning . I read to...to get

                                           the meaning. I read to get the meaning of course but when I read I 

                                           stop at...that attracts my attention I mean that I like and I try to 

                                           ...learn it ; not to learn it by heart.. 

.

MU   26                             When I write, unconsciously, I find myself using some ...words   

                                          Some sentences that I have probably read somewhere ...
MU   40                            I was writing for pleasure , not only because it is a task. I mean   

                                        since my childhood I liked writing. It was in French now in English. 
                                         I love  writing .

MU  47                              Here at the university, it’s just the courses , I mean lessons ...P...I 

                                         mean I don’t, speaking for myself, I do not go to the library   

                                         because...P...  it takes time to get a book and I don’t want to lose my

                                          time...(P) but  I use  other resources out of ...outside; for instance  
                                         the internet , but also  encyclopaedias, books ...I read a lot ...books 
                                         about everything , not only lit. books about civs., linguistics,  any 
                                         book.

MU   48                          . ..Partly for my studies, for example when we have a task to do at     

                                           home, I  use them to complete a task. But also for myself ... 

MU  50                             yes to complete tasks 

                                          (Sol) same thing but most of the time I relied on myself, on my 

                                          knowledge ,  my proper knowledge.

MU   55     (Ranis)               First... First of all I tried to catch up with my lectures ,  If I have 
                                          any tasks I complete them...I try to complete them  in my free time

                                          and the   rest of  my free time ... I do other activities ...like watching 

                                          TV but this is not our  concern...

MU   56 c                        I revise them first...P... I try to...p... I try to link them with other 

                                        p... I     mean when I read from other resources I try to  compare my 

                                        notes, try to complete some gaps; because I don’t take everything 
                                         that 

                                        says  I select and I try to organize them in ...P...I try to create, If I 
  MU  56c                        may say so, my own lessons...P... from different resources to make it 

                                         easy for me to revise for exams

MU    57a     (Sola)           I wait till the exams ..(Laughter)... (about notes) I stock  them!

MU   57 b                        and I use them only when it comes to examination. (In a very    

                                         serious  tone) because I have a great capacity to  stock information 

                                        in my   brain...P...and I only...p... look on the notes ...P...only for the 

                                        dates or for names or for .. 

MU 58 (Sol)                       I try to complete them with my...only with my feedback, 

                                           (Laughter) I would say ...

 MU    60 a                         (Ran) I think it (Priv.study work) helped me 

 MU    60 b                          because before the exam I haven’t...P...just take my notes and  

                                            look at them to catch back the meaning , I have just some kind of   

                                          ..P...leading notes , If I may say so. I haven’t to read again     

                                               and...P...just  something  to remind me  of ......

 MU      63                           (Ran) Just to get them in ...P...because for me each lesson has 

                                            Something which is...P...has a meaning , a central meaning and  

                                           then I  mean the details  came after. Each lesson I try to focus on 

                                             something  which is the main,  important ideas of each lesson . 

                                            Then in the exam I have just these main ideas ... 

MU     67                                (Sol) All my energy only on civs and lits because I love them
MU    70     (Sola)                 We debate on many subjects ) it helps us to develop our critical

                                             mind and ...P...think
MU     75                                Event recalled about Ran’s personal touch 
 MU   79a           (Sola)          I’m not organized. ( About presentation)I always avoid it.

MU    82             (Ranis)         I never read from my papers I just explain without looking   

                                             at  my  notes. If I’m collecting information, I try to be careful 

                                              not to repeat myself,  for example not to show that I have 
                                             collected  much information.  I  Select when I present it I try to 

                                             link it to explain it in a  context to give examples from everyday 
                                             life I  always try to link it to some kind of   context.

 MU    83b            (Ranis)          When I write, I always  try to do my best to write a 

                                                perfect essay  have a  Problem;  in the exams I always hand in a  

                                                rush.takes  me time when I  think of the reader (Ran ) It has to 
                                               do  with the way to present it to put the right words In the right  

                                                place the right sentence in the right place , style 

 MU  90           (Sola)                    I ask the former students ...P...Ask them what sort of

                                                    Questions ...P...and did a sort of mathematic rule; if T used to 

                                                    ask and I select the  possible Q It depends on the attitude of
                                                    the teacher  of his former QQ

Interview  3  Bedi and Nelou
MU  22 c        (Nelou)                        You think and you use more ...P...

MU  24                                           I like to use this method in all modules...
MU  26                                           I’m not the kind of learning by heart. I don’t like it.

MU   27a       (Bedi)                        Mostly...P...I try o read...P...and (Nel  interrupts:I try to 

                                                       understand it). I try to understand as much as possible and
                                                       try to come out with...something no matter how small 
                                                      details.
MU  27 b        (Bedi)                         yes I kind of read it again as a story, try to sum up the 

                                                         information that I have and knowing how T will give the 

                                                         QQ,   I concentrate on certain aspects ...P...and also
                                                        looking to  some previous  test QQ, so it kind of help us.

  MU  28             (Nelou)                    I try to know what he gave last year.

 MU 33 a             (Bedi)                     It’s not that we have ...P...we are obliged to (Nel 
                                                          interrupts: because I  Like) we want to (Nel interrupts 
                                                          again: we want to) because there is a difference. So
                                                          student wants to attend  and student is interested by this  

MU 33 b                                          class and...even though , as you said , after this week of

                                                          process. How do we go home and ...P... some students are
                                                         interested in some  aspects of...P..of ...for example certain
                                                          point  that is mentioned in class or something like that  

                                                        ...without T  saying that or mentioning that they go and 
                                                          look up for this point  and ...maybe read about it 
                                                          Yes I do anything that interests me 

 MU 39b              ( Nelou)                    (about information sought & collected) We use it because  

                                                          no  matter what he ...P... he wants you to he also needs 
                                                          you to give him  information. 
() What PP say about study content either with reference to whole module or 
      specific lecture input.

Interview 1 Naci

MU  2                            J’ai fait des etudes de  chimie industrielle  et j’ai prefere continuer en
                                        faisant une licence d’Anglais 

MU  9                         ...quand c’est un module de civ. ou de literature, ou plus précisément de 

                                           civilisation et c’est une nouvelle leçon et on n’a pas déjà  une idée 

                                      là-  dessus et on nous présente la leçon on n’arrive pas à comprendre  .

 MU 10                               Pour moi cela me donne juste le contenu du programme.

 Interview  2   Ranis  and  Sola
MU 8  (Sola)                     I think that my great challenge was to think in English rather than 
                                       …P...think in French then translate what I used to do when I was a  

                                        student .
MU 10          (Ranis)        …when I entered here  in my first year , I was not aware of the 
                                        program.  I did not know that there were courses about civ. and lit. I

                                         thought it was just  language English language. In the second year 

                                         when I discovered that there  were courses about civ and lit., it was 

                                         great! I was  more interested in carrying on my studies...  everything 

                                         was new..

  MU 10          (Sola)              Same thing because since my childhood I was interested by 

                                             literature and  civ. I used to read in but when I started my English 

                                             studies  it was a revelation for me because new language, new  

                                             books, new information.(rising intonation). 

 MU 13           (Ranis)             For me it was in the second year I was fascinated by English lit.

                                              and American lit. ...P...I started reading because I was reading I 

                                              had been reading before entering here in French but in the second 

                                              year I started reading English novels, poems everything about 

                                             literature and now I mean until now, I’m still reading I haven’t 

                                             stopped especially literature .Civ OK but especially lit. I was 

                                              reading novels. I read a lot.

 MU 15a                            My English is more than 50% due to my reading because I read a 

                                          lot  it was  for literature it was not for language itself but it was also 

                                          for the sake of literature.
MU  16                     To some extent yes, some of them( overall course helped meet the goals).

MU  18                        As concerns linguistics especially sociolinguistics I like that module

                                    ...that part of the module because it helps me to link language, its use in 

                                     our life...

MU 19     (Ranis and Sola )     Theory is... (Laughter). 

MU 20      (Sola)                I like writing ...I prefer writing than speaking. 

 MU 22                             I love the module 

MU 23     (Ranis)                  I think reading helped me to write 

                (Sola)                    I prefer writing to speaking . Writing helped me to write .

MU 62                                Each lesson has something which is ...P...has a meaning a central 

                                            Meaning. 

MU 63a    (Sola)                 Some teachers did focus on certain tasks , or certain subjects

                                        ..P...others not 


MU 64 .                            ..If I look at the lesson I already expect the question sometimes it is  

                                           the   question of exam but sometimes it is not  So I try to “devine”

                                           the question from the content.

MU 69              (Ranis)        ...When I get information I just don’t stock or swallow it ...

Interview 3 Bedi and  Nelou
MU 12    (Bedi)                  I expected it fom the beginning because my father told me about it     

                                           ...P...so I was not surprised . I did not expect the Arabic language 

MU 13  (Bedi)                      Mostly I am interest with  anything  that has to do with the  

                                              language itself  Literature mostly is like history 

 MU 13b   (about civ.)          Kind of narrative story, a long story not like lit. subjects with 

                                              Strict  rules . As for me I like listening 

 MU 15a     (Nelou)                 for me I like the other modules , phonetics I hate I was not good at .

MU 16        (Bedi)                    In the second year, subject are more clearly specified  ....there 

                                                weren’t  that much   ... .. they were n’ t  so explanatory 

 MU 19a      (Nelou)                   But in the second year I realized ...P...we started to study lit and 

                                                  civ . The first year it was simple in the second year it started to 

                                                  be more and more  ...P... I wouldn’t say complicated but...

 Sit: What students say with  reference to situations, teachers and peers; what they do or 
        think does not go  unnoticed  
Interview 1 Naci 
MU 3b                               Ben parfois , parfois moins ...c’est mainly à cause des conditions de
                                           travail, pas pour la motivation personnelle . Mais des fois quand on 

                                           rencontre des difficultés comme ça dans l’assimilation des cours,  

                                           on se sent un peu moins .
MU 8                           Qu’il nous situe la leçon par rapport ...P...au sujet général...et qu’on 
                                      soit conscient  pourquoi on étudie ce sujet-là  plus précisément et 
                                     pas un autre sujet .

MU 11                                Y a des profs qui expliquent, qui vous donnent la méthode , voilà 
                                          certaines leçons qui comportent ceci cela.

MU 13                               Certains modules ou certains profs c’est tellement structure, c’est 

                                          tellement bien organisé, c’est tellement bien présenté que l’on n’a 

                                          même pas besoin de réviser oude revoir..

MU  14                               Par exemple en X., j’avais un très bon prof,  c’était tellement  

                                           méthodique et bien présenté tellement bien organisé qu’on n’a  

                                           même pas besoin de réviser ou de revoir nos notes. 

MU 15                                Elle commençait par donner le chapître , le titre après le but de la 

                                          leçon, elle situe  la leçon par rapport aux autres (leçons) elle nous 

                                          donne un brief summary of the  previous lesson …après on aborde ;

                                           par exemple s’il y a un sujet qui comporte des  avantages et des 

                                          inconvénients de tel ou tel acte pratique …c’est  organisé.

MU 39                                Quand c’est clair quand c’est bien presente , je suis…
Interview 2 Ranis and Sola
MU  3       (Sola)             My relationship with my teachers tells me that I was a good student 
                                   ...because with some eachers , not all of them I had and still have a good 

                                       relationship even if I had been a little bit talkative during th course . 

                                       I succeeded in showing them that I was very very , highly interested 

                                       especially in   lits and civs .

MU  4   ( Ranis)            I think my teachers noticed my interest in my studies. In the classroom

                                      from the first to the fourth year I have always been someone who talks 

                                      who always say what I think  participate a lot not to get good marks 

                                   ...to express my self and my teachers noticed that and they appreciated a

                                       lot ...P...they even call me with my first name.

MU 74                          ...Sometimes I debate when T is tolerant , I debate with him...P...but  

                                       when Sometimes T is not tolerant _ TT sometimes want their views I 

                                      don’t debate yes  but I don’t put his perception on my paper I always 

                                       put mine .

MU  94b                        Just the way he corrects SS...P...matters because when you tell   

                                       someone, you tell student you are wrong and that’s it , he will not 

                                       engage in the discussion but when we are listened to and we are given 

                                      importance you feel that you exist and you contribute to 

                                      something...P...so we are motivatedc ...When he responds at least and 

                                       says why this is right or wrong and explains why this is  wrong or this

                                       is right not just giving orders ... d I know some students to whom TT

                                       responded harshly and since then they  wouldn’t participate at all
                                      e (Ran& Sol) Exactly they wouldn’t attend at all, not attend. About 

                                      “harshly”  (Ran ) I mean some kind of ...P...I don’t know I can use the 

                                        term.. P....humiliation; some kind of superiority on the part of the 

                                       teacher..
Interview 3 Bedi and  Nelou

MU  1       (Nelou)               I used to get the best mark so even the teachers advised me to ...

MU 20      (Bedi)             Most of the time we have teachers just dictating and giving us

                                       things which are kind of shallow on the subject . we kind of find 

                                       ourselves in  the place  that we don’t know where we are , where we 

                                       start in the  specific subject ...

MU 20c                     Myself I understood that since T doesn’nt know how o express his ...P...

                                  I  mean...P... T has a lot of knowledge on the subject but mostly it’s I 

                                  think because of the way that he or she explains  and since T gives 

                                 whatever..P...you know  it was just take and give. So we just knw that we 

                                had to take what was given to us and give it backright away and give even 

                                though it’s not right but in order to pass...

MU 21a                          Not in all modules, of course  Absolutely not in all modules. We had 

                                      some  wonderful teachers .

MU 22 (a)   (Nelou)           It depends on the teachers. If the teacher needs you to to use your 

                                        mind...

       22 (b)                      There are some teachers who tell you we don’t want you to give us 

                                      what  we   gave you.you use the information we give you ...P...in your

                                      own   way.

MU 24                          ...but there are TT who like kind of like heart learning; just give him 

                                        what  he gave you 

MU 25(a)     (Bedi)   Mostly speaking frankly, most SS...P... when they attend and they don’t

                                 like the way T...P..it’s not that they don’t like...because ...some SS may 

                                  not like even the right way of teaching . I’m talking about those who ... 

                                  can see the difference . some SS do not attend they say I’m not attending

                                   because staying there is a waste of time . When the exam comes they 

                                   photocopy then we study and we get the mark because we know that T

                                   wants only the text.

 25(b)         (Nelou)    Since T wants you to give him back what he gave you most of them 

                                   make photocopies.

MU 26        (Bedi)  ...There are SS who are ....P.. let’s say ...P...obsessed about getting 

                               ...P... the best marks they can have ...P...It’s not they like...P... they have to 

                                  read but they read to get those marks. They just attend. No matter how 

                                   boring is the class ...P...how T acts  they just attend they write like 

                                  a machine. ... put this in their mind  and when the exam comes  this is to

                                  pour it.

MU 34  d          (Nelou)    He is talking and  he is giving you(stressed) what is necessary and 

                                      you are the one who is supposed to write it down in your own way
MU 38             (Nelou)      Sometimes you are asked to give your opinion. We like this kind of 

                                       thing ,  because we are involved  we feel that  we are subjective.
MU  43b        (Bedi)  ....Sometimes T in his way he gives us the QQ ...(Nel: when he 

                                  stresses..)   For that you say this Q has been repeated for egs; the 

                                  question ,the subject or    the topic is repeated, stresses things , you just 

                                  have this feeling that it will  come and most of the time it does. 

MU 45           (Bedi)    Some SS are happy with this because of the language, language  

                                   problems. They like to ...memorise . Whatever comes they give because 

                                   they... they have weak English(Nel: They are not ready to use the  

                                   language. 

 MU 48        (Bedi)     Sometimes they feel uneasy because I didn’t mention that before, 

                                   that who knows how to give a subject  he knows also that S should  

                                  interact  in the class , expects interaction so he asks QQ expects 

                                 answers ...P...so they  feel uneasy because they know T will ask them and 

MU 49 a                         About whether peers’ difficulty  is due to lge probl. Only

                                    (Bed) Mostly yes, mostly...P...some ss they do not understand this thing . 

                                       For ex they just know that this is the answer to this Q but not how to 

                                   answer .Why is this answer like that they do not bother they just know 

                                   this is the Q, this is the answer.

       b           (Nelou)         Generally this kind of SS they like ...P...they prefer T who dictates 

                                      since he gives them the... so wheresas they are faced with T who just 

                                        talks and gives you... they say that he doesnot dicate how are we 

                                       supposed to answer in the exam, we don’t have anything to ... 

       c            (Nelou)            They like T who gives them papers and dictates 

      d            (Bedi)           They like concrete thingd for them to rely on , they do not like to use other resources 

       e                                   They do not invent things...P...because they are unable to explain 

                                            themselves so I think it’s a language problem.

^^!:What students say about  about improvement and developments
Interview 1   Naci 

MU 14 b                               ...C’est tellement bien organise qu’on n’a meme pas besoin de 

                                                Reviser ou de revoire nos notes..

MU 24                                    Puisque j’y mets tous mes efforts et j’aime ce que je fais , je me 

                                               Considère comme bonne étudiante.

                                               Cela me prouve que je suis dans la bonne voie.
MU  28                      ( a list of grades obtained in civs and lits) j’ai pas eu au dessous de  

                                   la moyenne …

                                   According to the evaluation of the teachers, je suis satisfaite.

MU 49                          ...On a appris  par exemple a analyser un texte lit.  alors qu’on l’a  

                                    pas   fait au paravent  à étudier la literature alors qu’on la pas fait 

                                    avant ; enfin foreign literature , les civ. aussi
Interview 2 Ranis and Sola   

MU 6    (Ranis)          First of all I have learnt a lot about the English culture because we have
                                    been studying civ and lit. Also in terms of language itself, I learned a 

                                  lot. I mean, I improved my English language and now I feel at ease now

                                 that I have finished my studies I can read in English...I can watch TV and 

                                  I understand especially , BBC channel  and I understand especially the 

                                 news. It is something...P...I  mean. I feel the outcome now that I have 

                                  finished my studies.

MU  7                    I mean I’m happy because it’something new because before coming here 
                             before starting my studies in English, I was more...P... French was more the

                            language I used a lot .. But now I feel better even in English. Now I have 

                            two, two langages ...

                             I’m open to more to ...other sources . I can read in English. especially now 

                             that everything is written in English.

MU 8     (Sola)          I discover now that I do  think in English ( stressed). After four years of 

                            hard studies, I come to the conclusion that I fnally started to think in English 

                             that  was the hardest thing for me .

MU 15     (Ranis)       It helped me improve my reading ... My English is more than 50% 

                               due to  my reading.(R).

MU  16      (Ranis)    As concerns lit. it helped me to understand people, yes English lit. 

                               It has to  do with our society  It helped me to understand people . 

                               Now I have another vision... I have another vision of society that I 

                               didn’t  have before.     

MU 27       (Ranis)    I think my teachers of writing , not only eachers of writing but in 

                               literature TT appreciate  my writing style.

                                27’ (Sol) it’s the writing that helped me to write .

MU  28      (Ranis)     But of course in terms of organisation ...P...we learn to organise. 

                                work  and  write an introduction and what the body contains and 

                                conclusion; thes   things ....P... these aspects of writing I learnt them in the

                                writing  module . Talking about style,  I think my style owes too much to

                                reading unconsciously.

MU 30     (Sola)             It’s the writing that helped me to write. 

MU  35                          In the first year I did learn a lot with my teachers,...about how to write 

                                      paragraphs , how to resume, how to write essays and together with 

                                   literature modules ....P...I used to write a lot because they asked us to  

                                    write para. How to resume even in the literature .

MU 36                        ...In the second year, I leatrnt a bit tmore but in the third year, it was a

                                       revelation for me.

MU  45          (Ranis)        Listening for me unfortunately I didn’t get ...P... enough. Two  

                                        hours it’s not enough ....p...Only the first two years, I tried to develop 

                                         listening by myself and ...I watch BBC a lot .At the beginning it was 

                                         very difficult I could not understand but now yes I think  after three 

                                        years.

MU  68          (Ranis)        Information partly, but also behaviour it helped me to understand 

                                        myself and people especially these modules; civ and lit , matters of

                                        language.

MU  97         (Ranis)                   Success for me is to learn how to learn.

Interview 3  Bedi and  Nelou 
MU 3 (Bedi)            You know my life before the English Language , it was...P... kind of 

                                ...P...restricted ...P...now  with another language  it’s...P... more ...P...like

                                 ..p...more diverse . I cn understand  you know more things..P...like ...P... 

                                you know, before when I used to switch to an English channel or 

                                 something on television, or hear some conversation ...I kind of 

                                   understood nothing and now of course it’s ...P... it’s more easily.

MU 14         (Bedi )     ...My marks reflect that in the first year I think reading and may be 

                                     linguistics are higher .

9.1.3 Analyzing patterns and trends
As mentioned in the previous section, topics for which the identified meaning units stand vary.  Yet, they reveal to be strongly related for not only do meaning units representing the same topic recur in each interview but they do so across interviews. Further scrutinized, a number of meaning units in each interview revealed a candidate for further grouping. For instance, MU under “Beh” pointed toward the following distinctions: activities done in class, others done after class and others just before exams. In a similar way,  most MU which appear under “Sit.” include pp reference  to the following:  Peers, teachers and  what they do or do not do.
MUs that group under Behaviour (shortened as beh/act) amount to 10 in  interview 1, 19 in interview 2 and 8 in interview 3.  In all, they make up a  total of  37 MUs. As mentioned above, they describe study activites and further  subdivide into at  least two groups:  In class activities and out of class activities appear in lists 1,and 2 below :

List 1 In class activities comprise a set that can be spelt out as follows:
· Attend lecture/session

· Listen and concentrate

· Take down notes 

· Answer questions or interact with teacher or peers through debates

· Do practice tasks or other assigned work

· Observe teacher to detect emphasis

List 2 Out of class activities are as follows:

· Check lecture notes 

· Organize lecture notes

· Complete lecture notes with missing sections

· Seek additional information from other sources

· Consult internet sources or encyclopaedia volumes

· Read more on topic tackled in class

· Summarize reading content and supply missing information 
· Write a summary of the lecture notes 

· Reorganize lecture notes into a personal account

· Look for main ideas or central meaning . Keep a note of main ideas.

· Do assigned work: 

          Both types of activities are explicitly depicted as such so the MUs which include them are distinct from those that are represented by MUs which fall under *. The latter witness much more to PP commitment with their studies, a strong involvement and sound more attitudinal.  Nevertheless, a link is more than obvious between the two. 
Summarizing Interview data:  QQ and  obtained responses ..

Q. about reason for E.degree  study choice.

·  Likeness or strong attraction for English since youth

·  Results obtained previously, generally good or the best 

·  Expectation on lit and civ modules 
Q. about study experience : study aims 
·  Work hard, make the grade and succeed 

·  Invest time and effort to learn more,  to meet challenges 

·  Specialize in lit. or civ subjects 
Probe on study goals, specific aims
·  Student realize that year 1 has a general aim

·  Students discover specific content in year 2

·  Students like “newness” and  become interested and “enthusiastic”

·  Students envisage to specialise in one subject 

·  Students take decision to carry on.

· One student had expectations on course content 

· This student envisage job perspectives 

 Q. about language improvement /self development 

·   Students point to ease with listening, reading and writing

·   Students point to felt difference in skill use across tuition years .

·   Students point to listening as one skill that needed improving

·   Students tried to sharpen listening comprehension on their own

·   Students read and wrote continuously in English

·   Except two PP, Students like using oral English in Class (shyness). 

Q. about  gains in knowledge over the D. course.

·  Students’ engagement is undeniable: two pp stress their “own 
       contribution”

·   Interest rising lectures were incentive for follow up activities 
·   Lectures/sessions based on “give and take” and dictation limited 
       students’ interest.
·    Information search and further reading help understanding 

·    Interest driven private study results in recall and  better understanding 

·     continual reading improves writing 

·    writing practice  improves writing 

·     writing and speaking help “self-expression.

·    Reading and writing in English is not unlike reading and writing 

              in another language (French)

·    Degree studies derive in ability to use another language
Q. about  what contributed to course completion.

· Students insist on their own commitment

· Students associate hard work and will to learn with likeness or love 
· For subject mater  

· Students associate teacher’s attitude with students’ responses.

· Students insist on the need to interact 

· Students are not indifferent to teacher’s attitude

· Students are not indifferent to peers’ attitude and behaviours 

· Peers’ lack of confidence is noticed 

· Peers’ lack of commitment is noticed 

· Peers’ difficulties are related to low language limitations 

· Peers ‘ uncritical thinking does not go unnoticed 

· Students are sensitive to teacher’s response 

· Students want hard work to be noticed and corrected 

· Students expect teacher’s feedback and appreciate it 

· One student expects teachers to establish contact with students 

· One student acknowledges contribution of reading on other topics 

Q. about how students cope with study work  load.

Students point to a set of activities or actions which they perform both in class and after class.

In classactivities.

· Attend sessions 

· Listen and concentrate

· Write notes on perceived meanings.

· Participate in debates

· Answer teacher’s questions

· Perform assigned practice tasks

· Observe teacher’s moves and notice emphasis

After class activities.

· Take up lecture notes and work on them 

· Tidy up, organize or re-organize lecture notes 

· Supplement lecture notes with sought and selected information

· Consult other sources of information; books or electronic sources 

· Seek and collect additional information from encyclopaedias    

· Read course material and or read for pleasure  

· Complete assigned tasks: essays, summary or oral presentation 

· Watch TV, read on any  other topic  or  proceed with non-study activites.      

Probes on study work : how 

·   Re- read lecture notes and supplement with collected information

·   Re organize lecture notes  and look at it “under another light”

·   Look for essential ideas or “central meaning”

·  Add supplementary information then summarize

·   Read more on a theme/subject to understand  

·   Add supplementary information then “stock” notes 

Probes on Why so

·   To understand or increase understanding

·   To understand main ideas or essential aspects 

·   To find and establish links across subjects/across modules 

·   To undersand theme and general meaning in view of forthcoming study 

·   To ease revision work before  term tests

·   To “cover” course material and “control” information

Q. about attitude toward examinations.

· Students rely on hand outs content if teacher’s approach is “give and 
            take”

· If teacher’s approach is based on innovative input delivery  and  

        Interaction

· Students rely on own effort and well-grasped material

· When teacher’s approach to study content /work does not matter,

· students observe lecture delivery to detect aspects of emphasis

· Students anticipate test questions

·  Students work out possible test questions but do not use them to prepare for exams.

·  Students rely on private study work and own effort

·  Students ask peers in upper years about previous test content .
Q. about causes of success
·  Students stress  interest and motivation

· Students associates hard work and “all energy putting” with teacher’s  

      attitude

· Students stress the importance of critical thinking

·  students stress contribution of teachers, course work in addition to their own.

· Students insist on personal commitment and  self confidence. 

Comment

Interview data has yielded a number of insights which are worth highlighting: 
· Incentive for the E.D course, self- worth, felt necessity to commit time and personal effort to the study enterprise.
· A varied perception of success-leading routes: two pp stress utility of  private study  

· and need to work on a regular basis.

· Three pp prefer to take short cuts; two possible routes: 

      prepare for tests by obtaining previously set questions 
      detect areas of emphasis during instruction and orient work in that direction.

9.2 Questionnaire data analysis 
         
For recall, questions in this research device  partly addressed students’ view of their study experience and partly the respondents’ actions, reactions and procedures as they read texts in English. This type of data was collected to document the research question addressing degree students’ study behaviours. Part of this questionnaire was also meant to explore aspects related to L1 literacy and that of any additional language; the elicited responses might inform hypothesis 2 about a possible transfer.
I Responses obtained to Part C questions on how pp read in English 

I Responses obtained to QQ on on-going reading behaviour part C.

During on-going reading in English

Eyes focus on    1. text 3/5                                      2.  individual words 3/5
                               Nel, Ranis, Sola                             Nel    Naci, Bedi

Reading pace is slowed down by  

1. unknown words  2/5  Bedi , Sola                        2. long or complex sentences 3/5

                                                                                     Naci, Nel, Ranis

Handling complex sentences requires 

1.examining structure 2/5 Bedi, Ranis                      2. examining vocabulary words 2/5

                                                                                              Naci, Sola

Handling long sentences requires 

1. re-reading S.4/5:   Bedi                                        2. no re-reading 1/5 Nel

     Naci, Ranis, Sola

Thinking addresses

1. word meaning 2/5:                 2 sentence meaning 4/5      3.finding structure 1/5bedi

          Nel, Bedi                           Naci, Nel, Ranis, Sola

Thinking addresses

 1.synonyms in French /Arabic 2/5   Nel, Naci     2. general mng1/5: Sola

Reading is completed/achieved after

1. one reading 2/5:        2. two readings: 2/5         3. three readings 1/5:

     Nel, Sola                          Bedi , Ranis                       Naci

Understanding requires 

1 abstract representation 1/5:  Sola       2. lexical knowledge of English  3/5:  Nel, Ranis, Bedi

3. Knowledge of vocab & grammar 2/5: Naci, Bedi, 

4 knowledge of syntax. 2/5: Ranis, Sola

Meaning is achieved through 

1. a search for sentence connection 4/5 Nel, Bedi, , Ranis, Sola 

2.  linking text content with topic knowledge 5/5: Naci, Nel, Bedi, Ranis, Sola

3. a search for connection betw: words 2/5:,  Nel, Bedi
4 a search for grammatical clues1/5:  Bedi

What makes a text difficult is 

1. its length: 1/5   Ranis                                       2. newness of topic  1/5:Sola  

 3. abstractness 3/5: Naci, Nel, Bedi                   Also topic complexity 1/5 Naci  

 4. topic abstractness 1/5: Bedi

What makes a text easy is 

1. knowledge of topic 4/5: Naci, Nel, Bedi, Sola    2. moderate  length 1/5: Ranis

When understanding is not possible

1. translation 4/5 Naci(Fr.), Nelou (Fr.) , sola(Fr.)        2. request.help  naci (T),

                                                                                            bedi-(peer  orT) 

                                                                                            Sola(T)

To summarise, Pp’s responses regarding what they do as they read and how they understand  can be summed up as follows:
4/5 RR    re-read long SS

               Think about sentence meaning first                           active reading 

                Use topic knowledge                                               + meaning -oriented 

                Use translation                                                                                    
--------------------------------------------------------------------------------------------------------
 3/5         focus on individual words

               Slow down reading on long or complex SS                                                                                           

               Use lexical knowledge to understand                           reading is   

                                                                                                device/strategy                         

                Rely on topic knowledge                                                using 

                Find abstract topics difficult

                Resort to translation

2/5          focus on text when they read

                Pause to deal with unknown words                              device using 

                Pause to examine complex SS structure                     search –reading 

                Think about synonyms                                              thought-oriented 

                 Read once to understand                                          meaning-based 

                 Find out what text represents in English

                 Look for connection between words

                  Rely on vocabulary and grammar 

--------------------------------------------------------------------------------------------------------
1/5           does no re-read long SS                                           

                Thinks about word meaning                                        effort & strategy using 

                 Reads three times or more 

                 Relies on vocabulary and grammar                           

                 Looks for connection between Sentences 

The above four sets of reading operations suggest a set of features depicting pp’s reading in general:  

                  1 Reading is active + meaning oriented

                  2.Reading is device using + search guided  

                  3.Reading is both language and meaning –based 

                  4  Reading is not off-putting+effort making 

In sum,  participants’ability to understand text/connected discourse reveals to depend on both language and topic knowledge. Language knowledge seems well established as readers resort to a lexical repertoire  as well as their grammatical and syntactic knowledge.

       
Topic knowledge obviously suggests a wider background . Accessing other than language knowledge to construct or achieve meaning in L+  is suggestive of schema knowledge availability.

II Responses obtained to QQ about reading in English and in other languages.

      Reading in L1 Arabic is                 quick and easy                                          4/5

(French for one student only)               Frequent                                                     3/5

                                                              Related to  class work                                2/5

                                                              Used to inform study work                         2/5

      Reading in L1 addresses                 different topics                                         5/5

                                                              Press documents                                         5/5

                                                              Topics not related to English studies          2/5

                                                              Texts related to studied topics                    2/5

                                targets
                                                                Information collecting                              1/5

                                                              Occasional translation into English            2/5

 Reading in English is                          under control                                              5/5

                                                                frequent                                                     5/5

                                                               study-oriented                                            5/5

                                                              Topic oriented                                             3/5

                                 targets                 supplementary information                         3/5

                                                                Information seeking                                  4/5

                                                                Task completion                                        3/5

                                                                Is also pleasure oriented                            2/5
Part I  

a)reading literacy in Arabic and French

Arabic          Good: 2/5

                     Good enough: 1/5

                      Not so good:  1/5

                       Easy reads:  1/5

French:           Good:   4/5   (one says she’s excellent!)  

                        Weak (only starting)           1/5

English : Good 5/5  (RR have added comments; these will be indicated where relevant)

b) L1/2 Influence on English literacy

Q.3  Do you think that L1 influences the way you read in English?

           NO:    2/5 

         (Q ignored by 3/5RR)

Q.4 Do you think that French influences the way you read in English?

         No:  1/5

         Yes: 3/5

     Not certain: 1/5

Summary.

        
Following the responses selected or provided by respondents we may infer the following statements :

1..Reading speed in the three languages   fair/ at ease 3/5

                                 Arabic:    Slow: 1/5(Sol)

                                 French:   Slow : 1/5 ( Bedi ) 

2. L1 reading literacy  is   high: 4/5

                                          low: 1/5

                                           effectively used by 3/5

                                           not or rarely used by 2/5

French reading literacy   is     high:2/5

                                               acceptable:2/5

                                                low:1/5

French reading is             easier and quicker than English reading: 3/5

                                         Equal to reading in English: 1/5

L1 influence on FL reading  is  : 

                                                          inexistent : 3/5

L2 French influence on FL reading is : possible: 1/5 

                                                               may be unconscious 1/5

                                                                Occasional 3/5

Reading in English is                            study-oriented  5/5

                                                             not limited to study work: 2/5

Participants ‘use of languages other than English is certain, handled with ease and to a  limited extent related to English studies.
L1 Arabic hardly interferes in English reading ; L+ French  occasionally interferes:

Interference is conscious or may be unconscious 
Table 2:  Reading across languages 
Reading in French is easier and quicker than reading in English 3/5

“               “            similar with  reading in English                      1/5

-------------------------------------------------------------------------------------------

L1 influence on FL reading:                           inexistent                3/5

-------------------------------------------------------------------------------------------

L2 French influence on FL reading :              possible                 1/5

                                                                    May be unconscious 1/5

                                                                     occasional                 2/5

-------------------------------------------------------------------------------------------

                      Reading in English is            study- oriented                                5/5

                                           not limited to study work                   2/5
---------------------------------------------------------------------------------------------
Comment : 
          
Only one participant seems to equally handle French and English. Another is just “picking it up”. PP seem more at ease with French when reading. Three pp who answered this Q linked a lack of influence to the difference between the two languages.   Most do not exclude a possible influence of French on reading in English.

The one “just picking up” French did not perceive any link beween the  two. Most pp agree to read in English for study purposes but for two reading extends beyond study work.

         
To conclude the above account of questionnaire data analysis, we feel it adequate  to  indicate a few emerging patterns . First,  reading appears as a familiar activity which can be undertaken in either L1, French or English. With a slight variation in ease with Arabic or French, these participants do not point to major difficulties. Second,  data in part C suggest that these readers get involved in the procedure,  make attempts to reach understanding and  resort to  various devices when they read in English:  Among these, a certain reliance on a knowledge of English grammar and syntax, re-reading ,  focussing on word or sentence meaning in an attempt to find what they represent in the context. These are instances of active reading also reminiscent of  Lipman’s  thinking moves toward performance and Marshall’s working schemata. Third, while reading in other languages  varies in purpose and content, it seems under better control than their English reading. Finally,  it seems appropriate to reiterate that the functional role of reading as a study tool is confirmed . As such, it is handled with ease by participants  who reveal a certain control of the many ways to which a reader resorts to  extract  meaning from a text When this does not suggest expertise in L+ reading and comprehending , it does point to the participants ‘ease with L+ literacy use. Next, to resume section 4 devoted to data analysis procedures, we shift concern  to the set of themes that these procedures generate.

9.3 Emerging Themes 
Interview data analysis has resulted into meaning groupings and clustering. This means that the multitude of MUs revealed similarities and differences; thus they either converged towards a broader category of meaning or diverged from it.

            A further search across MUs has revealed  more specific links between the analysed meaning segments. The procedure consisted in identifying the broader meaning they seem to share. The overall meaning which was suggested was then stated and circled; subsequently, the meaning segments that seemed related to each circled theme were linked to it via an arrow: This has led to a set of themes  emergence. Document  4  illustrates the procedure. It appears in appendix 7.
            The themes generated in this ultimate phase of the analysis have been listed randomly first, then further scrutinized for stronger conceptual links. This is accounted for  next.

9.3.1 Themes Random listing 
Themes  1. Note-taking helps trace lecture input

               2. Understanding is a goal

              3. Study is Thinking –oriented 

              4. Well-expanded notes ease recall/understanding

              5. Innovative input boosts interest and encourages additional work

              6. Assembling collected information with lecture notes is useful

              7. Seek and collect information to elaborate on theme 

              8. Collected information is handled purposefully.

              9.  Knowing about previous test QQ is useful.

            10. Expressing opinion is likeable

            11. Quality counts: select information and “reflect on it”      

            12. T’s lecturing approach should be orderly

            13. T’s reaction  to SS responses should not be off-putting

            14. An eye open on T’s moves during lecture.

            15. TT’s differential approach to study habits 

            16. SS’ differential exam preparing approach

            17. When known of Study content is accepted/welcomed 

            18. Effort investment is envisaged 

            19. Self-sustained effort 

            20. Ease the study load

            21. Reading and writing as study instruments/ at ease with…

            22. Reading and writing as pleasurable activities

            23. Noticeable changes/ improvement 

            24. SS’differential  study approach 
Comment 

          Themes 1 to 24 sum up the participants’ study experience and seem to point in the direction of our research questions about what good achievers do to complete the degree course successfully and how they manage their way toward completion. The impression is confirmed by the fact that when scrutinized, the themes reveal potential linkage into overall meanings.

9.3.2 Concept forming 
     
The present attempt to group the themes  into overall meanings or categories  has obeyed the following principles :

· Overall meaning is inclusive of alike themes; not alike themes are not included 

·  Themes are alike if they are part of the concept in use 

·  Preferably, themes should not overlap across concepts

· When overlap is noticed, a corresponding node

                                               should be found.
         
On scrutiny, themes 1, 7, 8 and  namely recording lecture input, seeking additional/ related information, collecting information, reflect study  actions with a cause (know more about the study subject) and a reason ( keep up with the course).
The five participants’ felt necessity to supplement lecture input with additional information from other sources and “work on” their notes also suggests that the moves are thoughtful. We may label the above grouping  Initiating Private study.
         
Next, to be worth examining are themes 2, 3,4 and 11 respectively labelled as     understanding is a goal, expanding lecture notes eases recall/understanding, study is thinking-oriented and handling course material is purposeful. These four themes mirror cognitive involvement each of the themes hints at the participants’ concern for information control and use; i.e getting course material under control for further use.  A mother node suggests itself as the intellectual value of study work. Hence, the label.

        
Close but somehow distinct is Theme 21: reading and writing as academic tools; this stands for extensive use of reading and writing activities for study purposes and (heavily supported by the previous two patterns). As it needs at least one daughter category, theme reading and writing are pleasurable would be an appropriate candidate. The idea here is that the participants are at ease with these two components of literacy. At ease with literacy sounds the appropriate overarching concept.
         
Themes 5, 12, 14 respectively referring to interest in innovative/ structured input, concern for orderliness,  interest in teachers’ moves during lecture express a want for orderliness, newness in study themes as well as a capacity to perceive matters of emphasis within a studied “subject”; Academic ability sounds a suitable concept.

        
Themes 13, 15, and 24, referring respectively to sensitivity to teachers’ responses and teachers and peers’ attitudes to study work seem to reveal a certain sharpness in the participants’ vision of the study context together with a certain aptitude to detect soundness or the opposite in what goes on around them.  Critical attitude sound an appropriate concept.

        
Similarly, themes 16, 24, 20 referring to the participants’ perceptions of their own as well as their peers’ approach to the study enterprise suggests in addition to a sharpness in perceivability, a certain awareness of what works and what does not work in a study context . When this confirms a critical stance it does not seem to affect participants’ experience in the same way as the previous one seems to do. A possible mother node is  Awareness of useful study habits.  

       
A further area of meaning emerging from the interview data is reflected in themes 17 and 18 about participants not rejecting study course content and expressing a certain enthusiasm to invest necessary effort.  This could be called acceptance of  Study work.
       
Finally, our attempt to exhaust the data might end with theme 9 and its reference to participants’ approach to previous test questions. A brief look at the list of MUs suggests a strong link with themes 14 and 16 previously dealt with.and would fit the following pattern of meaning: Anticipatory moves. This as a category of meaning seems to pull in two contradictory senses: a positive one and a negative one (worth commenting on during interpretation).

The 8 conceptual categories appear in Table 3 below:

Table 3 Conceptual categories 
	Conceptual categories
	Themes numbers

	1. initiating private study                             
	1,7,8

	2. The intellectual value of study work
	2,3,4,11

	 3. At ease with literacy
	21,22

	4. Academic ability
	5,12,14

	5. Critical attitude 
	13,15,24

	6. Awareness of useful study habits 
	16,20, 24

	7. Acceptance of study work
	17,18

	8. Anticipatory moves 
	9


      
A final remark about concept forming relates to a close relationship as well as a certain overlapbetween themes. For instance theme 24 seems to pull towards conceptual categories 5and 6, themes 14 and 16 also pull towards concept 8. Although we tried to keep them apart, the link is strong this would not affect heterogeneity and homogeneity as theme “membership across conceptual categories when minimal and unavoidable can be tolerated .
        
These broad meanings are now identified by means of alphabetical symbols which correspond to the concept they stand for. They also appear in an order that is suggested by their  relative importance  for the phenomenon under concern and it seems sensible to find out the extent to which they provide answers to our research questions.

       
The section below is devoted to interpretation and it is structured as follows. Each of the seven categories is considered in relation to the research question it seems to address. Hints about the aspects of the phenomenon we purported to understand are pointed out and then confirmed by data from the questionnaire and the written documents.
9.4 Data interpretation
As mentioned in the discussion on qualitative-data based methods of analysis, andinterpretation frequently merge (Cohen et al 2007) but in this study, the researcher has strived to keep the two distinct. The twenty four themes which analysis of interview data has revealed have fused into eight categories. These have been considered against similar/related themes which emerged from questionnaire data and written documents. Excerpts from diary pages have been selected for their relevance.
The present section aims at data interpretation. A discussion of the findings follows next.
In our attempt to interpret data, we have proceeded as follows; first the meaning categories are listed (list a.) then grouped into major concepts (list b). Subsequently and following Cohen et al’s (2007) suggestion, the categories thus grouped are considered in connection with each of the three research  questions set at the beginning of the investigation. Then, where possible, data is correlated with questionnaire and written documents data. Alternatively, any noticed mismatch between interview and other data sources is dealt with.
Finally, the results are considered within the conceptual frame developed at the end of the lit survey in part 1. Toward interpretation purposes, we may list the eight obtained categories according to course “enter”- “exit” logic.
List        a  : Ordering Categories 

Category A. Acceptance of study work

                B Academic aptitude

                C Initiating private study moves  

                D Awareness of useful study habits

                E  The intellectual value of study work

                F   A critical attitude to the study context

                G  At ease with literacy

                H  Anticipatory action.

Then, we may further arrange them as  follows:
List b:       Grouping categories 

     °  Academic aptitude, initiating private study moves, at ease 
        with literacy

· Acceptance of study work, awareness of useful study habits, valuing thinking/

· Intellectual value in study work

· A critical attitude to the study context , Anticipatory action 

           
The possible re-arrangement of the categories in above list b offers us a possibility to sketch the profile of the English degree good achiever. This profile is inclusive of mutually related components/facets.  For instance, category B academic aptitude and category C initiating private study moves cannot be kept apart; one necessarily leads to the other. The same applies to category A and category E which, besides being closely related, logically derive into category F. In a respective order attitude, perception and behaviour characterise the components of the profile.
Figure 2   Components of the good achiever’s  profile.
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A critical attitude to  the study context   Anticipatory  action  


As a possible move in data interpretation, we favour a treatment of data results  which refers to the research questions (Cohen et al opcit). Such a move might help us verify whether the conceptual categories which have derived from interview data are consistent with questionnaire and DP data. To this we now turn. 
Initially, we sought to know how good achievers manage to complete studies for a degree course in English (research question 1). 
        Interview data suggests utter involvement in the study enterprise. Thus, our first  research question could be answered as follows:
Good achievers’ attitude to the study enterprise is positive;
Good achievers undertake action to face the study load; 

Action varies somehow but tends to be similar on the whole. It is initiated by an assessment of one’s capacity to understand new input and to preserve it through note- taking and follow up work. Initiated action consists in reviewing lecture and detecting gaps in knowledge. When gaps in knowledge are noticed, moves are made to seek, find, select and collect information to fill the noticed gaps.
      
Gap filling and information seeking and using are not random moves; participants insist that they “organize” course material, “work on it”, reflect on it” and even “look at it under another light” until they obtain an  account of the whole. The account results from personal effort which may be depicted as follows:
              -When the summary, or any shape into which lecture input supplemented with   

               additional information on the theme turns under the students’ hands, this 
               comes often out of students’ effort to find “essential” ideas or work out 
               “leading ideas”;
  -Since effort making is often fruitful we could equally agree to a capacity,   

    revealed by students, to select and gather study material that is relevant to 
    their needs or purposes. 
          
The capacity that reveals itself here is reminiscent of one ingredient of academic achievement which relates to problem finding and goal setting.

The idea that undefined goals characterise academic settings is quite perceivable in the participants’ responses; nevertheless, participants’ stories witness to a will to get at something from class activities across modules. The “something”- it is now revealed- is a “tangible” representation of the various themes/subjects handled during lectures.

        
To obtain the tangible representation, participants take initiatives which consist of additional knowledge finding, selecting and using for further study purposes. Participants’ study moves seem to reflect two ingredients of cognition: recall and understanding. In addition to this, the moves also witness to a capacity to face a situation, to set a goal, to think of what to do and how best to do it to achieve a goal. 

Supplementing lecture material by finding appropriate and relevant knowledge on it which is then used to figure out essential aspects of a theme or the “central meaning” in a lecture, or even to debate an issue is surely an instance of handling abstract representations through L+.
Such active participation seems confirmed by two other data sources: responses obtained in part E  and F of  the questionnaire and excerpts from written documents . These appear below in a respective order.

Questionaire data 

Part E   Frequency of   Reading activities by PP

             5/5 often read a book in English

Part F 5/5 RR agree on the following reading purposes:

· interest in a specific topic

· to complete information in a module

· for pleasure 

                       3/5 RR agree that they read in English to complete a specific task in a 
                                   module.

           Written document data. (Diary pages)

Excerpts from Naci’s D. pages  
D.P1  I found the activity very interesting it  helped us know distinguishing 

             which are the characteristics of a good summary

D.P2 It was rather difficult as task, but I tried to do it according to the 
           meaning….   we are doing very interesting things in all the modules we 
           have… I also appreciate the course of (…)       but I found it quite 
           difficult in the sense that it requires a lot of work…

DP3 …even if I found the topic some difficult to understand, but the way our 
          teacher had explained 

           it greatly helped us understanding it. It was very interesting …

         For the other modules especially module (…), we  had  started  analyzing 
          stories, giving  the setting, discussing the characters. I think that it needs  

         work and  method…I found the task  some complicated and I have to find 
         the right method and basis to do it.

Excerpts from Nelou’s D.pages.

D.P1  It was so interesting class, even though I was tired, we did 
          some(work)….that made me enjoy  the hour…the only thing that 
          disturbed me really, was that I didn’t do the homework   she asked us to 
           do before

Depicting work in another session

 …The activities were not easy but I tried to do my work…

    In the (…)class we started to work on a short story…  I frankly enjoyed the 
        hour I’ve read the story     many times and I understood it well…
D.P3 I completed my work following some advises that our teacher gave us…

           I think the work was not at all difficult

D.P4  I completed my work… The work was interesting really. It helped me to 
           improve my  grammar and my writing

Excerpts from Bedi’s D.pages

I was attentive and responsive. My feelings were; interested by the subject as it was scientific. …I think that classwork is interesting only when the topic is scientific. What disturbs me is working in groups on essays, cause I prefer to work alone regarding that issue
Excerpts from Ranis’ D.Page
 The work I did helped me in that it made me learn how to define a word in different ways . It was also interesting because it allowed me to test my knowledge and my capacities to express my knowledge.

From Sola’s D.page

I find the task interesting because it helps us to be concentrate and to find out the information which are stocked in our brain. Besides , I can now define words with another form more precise.
               Despite  their brevity,  the above included excerpts reflect their authors’ exact 

recall of class activities which they depict with minute details,  but above all it is  possible to infer a strong interest in what they do as well as a will to overcome difficulties.  If this is not evidence of involvement exactly, it is not in contradiction with this aspect of the good achiever’s profile identified by the categories that have emerged from interview data.

             Research question 2 is related to students’ contribution to their LA and more exactly addresses the challenging situation which indulges degree readers into handling both factual and abstract knowledge through the English medium. 

An attempt to interpret data in this light leads us to formulate the following preliminary answer:

The students’ contribution to their LA can be depicted as follows:
          -Attendance and involvement during class sessions 

          -Initiatives taken by SS themselves to improve their receptive skill.
From a participants’ viewpoint, attending lectures is not only vital for understanding (Naci and Bedi) and course progression but also useful.

Sola (Int. 2 M.U 46), for instance, suggests that this has sharpened her listening skill.
In addition to exposure through attendance, Bedi and Ranis point out that they switch to English TV channels to give themselves more practice and improve their listening ability. They also mention positive outcomes with noticeable improvement.
Int. 2 Ranis MU 6 I learned a lot, I mean I improved my English…and now I feel at 

                                  ease . Now that I have finished my studies I can read in 

                                 English…I can watch TV and I understand especially the news…I 

                                 understand.

MU 7      (Ran)……Now I feel better even in English now I have two languages  

Int.3 MU 3a Bedi … I can understand more things …before when I used to switch

                                    to  an English channel or something on television, or hear some 

                                   conversation…I kind of understood nothing and now of course

                                  it’s…more easily. 

Three participants (Nelou, Ranis, Sola) point to a strongly felt desire to express themselves through both writing and speaking; they also express a wish to be responded to and to be given feedback on their responses.

      
Bedi and Nelou view interaction as a must. They highly value the possibility to be asked questions and give answers especially so when they mention this in connection with “teacher who knows how to forward subject” Int.3 MU 48a

Int.3 MU 38 Nelou p.8 “Sometimes you are asked to give your opinion. We like this  
                                          kind   of things because we are involved(…).
Sola not only mentions her strong bond with writing but stresses the fact that it took her much practice before she felt enough at ease with writing to develop themes into essays.  
  Int.2  MU….p.    “ … I consider myself that I am a bit  lazy, for the 

                                                     homework…but when (T) obliged us to write 
                                                     regularly,  when T gave us tasks to do at home so I 
                                                     obliged myself to write, write and write …myself…”  

All five participants state a familiarity with reading. Reading is not only a must but also a pleasure. Even as such; i.e when for pleasure, reading is a means to learn new forms, new vocabulary; Ranis reiterated reading goals not only for meaning but also for language to find links and connections. And reading also derives into outcomes as the following quote suggests:
Int.2 MU….  Ranis  “…My English is more than 50% due to my reading because I 
                                           Read a lot and it was also for literature I was not for 
                                           language itself but it was also for the sake of literature . I 
                                           discovered many styles many writers and differences 
                                           between them . I tried to link the writers to the historical 
                                           background. I try to link lit. to civ; to understand better the 
                                            subjects.”
                                            “my  style owes much  to my reading, reading  helped  me    write….”   
              Both Sola and Ranis mention explicitly the contribution that reading made to their improvement and successful completion of the degree course.
Int 2 MU 41& 42P. 5
Ranis “ They contributed a lot . Reading I can say more than 50%because I read a lot 

 Sola  “I think that about 70% writing and 30%reading”. 

     
Other participants’ statements about reading and writing allow for inference about their ease with both skills. They, like their peers under focus, state that they often read a book in English. Their interest in internet resources, such as articles (Bedi) hints at the idea that this participant is a fairly proficient reader. An idea which questionnaire data and class observation do not disconfirm.

     Research question 3 addressing students’ study patterns across subjects is tackled next. (We should not fail to mention an unavoidable overlap between the preceding question and the present one).
Two features seem relevant here: 

1. Regular action/response and autonomy,

2. Punctual moves and self-sustained effort.
       
Activities such as seeking relevant information sources, consulting selected sources, reviewing notes, comparing and contrasting lecture input and newly found information,  organizing course material into a personal account, seem to pertain to participants’ study life, regardless of whether the module is a favourite one or not. These activities seem to crystallize students’ daily or weekly effort even when “all energy” can be put on favourite modules (Sola).                                                                        

    
Two trends emerge regarding the participants’ study patterns pp responses to course material is either regular and consistent across modules or it is less regular and mostly “interested”. The first type of response relates to the need, felt and expressed by informants, to keep up with course material and keep it under control; in this case, rigour dictates the need to take up action and private study is not delayed or postponed (Ranis, Naci). Reliance on one’s own notes which the student strives to expand with additional information selected from “other sources” is a rule. 

  Int. 3 MU  Nelou  “ I have to attend all the classes cause each time the 

                                             teacher give you things that you have to keep in mind that 
                                              you  will not find in any paper” 

               Bedi  “ if  one ring is lost…you have to ask if you don’t it’s 
                                           a problem. “
Int. 2 MU62       Ranis  “For me each lesson has something which is. ..has a 
                                             meaning, a  central meaning I focus on that central 
                                             meaning.(…)
      
The second trend seems to indicate a looser pattern ; students either  rely more on  memory storage or rely greatly almost exclusively  on documents; ie  hand outs provided by teachers “who dictate”. They thus postpone work till end of term when examination session get closer. Among students who rely more on memory storage Sola repeatedly states that she “stocks information in (her) brain” relies on her “stockage” potential though she admits resorting to peers notes when in need. This participant would wait until revision time to check lecture material. Two others, Bedi and Nelou, would resort to handouts when teacher,   in their view, dictates or repeats input over and over again.
Int.3 MU 25 a  (Bedi) “Mostly speaking frankly, most ss…when they attend,  they
                                     don’t  Like   the way the teacher … when the exam comes 
                                    they photocopy then we study and we get the mark because we
                                    know that the T.   wants only the text.”

          
These two participants tend to identify with peers who in their view, rely exclusively on hand outs which they “put in their heads” and “pour out” on exam days. Peers who would do so do so whatever the teacher’s lecturing habit and would feel annoyed with teacher who does not dictate or hand in a printed version of their “lecture”. It seems that with “teachers who dictate”, memorising the content of document handed is the only solution for participants too.

         
Accordingly, peers may also be interested in the mark and write everything during class session in view of storing content and then “pouring it out” (dixit Bedi) on paper during the exam. What Bedi seems to suggest is that such peers are little critical of lecture content and even less selective. 

Int. 3 MU 26a Bedi 
                “There are ss who are …let’ say obsessed about getting… the best marks 

                   they can have…(…) they just attend. No matter how boring is the 

                   class…how the  teacher acts they just attend to write like a machine . Then 

                   they go home…put this in their mind…and when the exam  comes this is 
                     to    pour it out.” 

Such attitude contrasts sharply with Bedi’s own emphasis expressed in MU 24 below, on the necessity to “understand” and to come up with something of one’s own creativity.  

Another differential pattern concerns revision work and preparation for term examinations. Students who reveal rigour and regularity in their private study insist that the aim for doing so is to “ease” the study load. Thus when themes, subjects or tasks are regularly dealt with, “there is no need to revise” (Ranis, Naci, Bedi).
Int1 MU43   Naci «J’essaie de me faciliter le maximum de travail, je fais des résumes. 
Enfin, je réduis les cours trop longs en les résumant ».
MU   44                       «  les points essentiels , les idées essentielles (..) par rapport au

                                    thème ».

Int.2 MU 62 B Ranis « Each lesson I try to focus on something which is …the 

                                     important ideas in each lesson . Then in the exam I have just 

                                     these main ideas (…) the details came after.”

Alternatively, when “delay” rules study work, students confidently count on the possibility to do the following:

-    a detect aspects of emphasis in teacher’s input, 

-    anticipate on paper content or inquire about previous test questions set by
      the teacher. 

Sola seems to favour this pattern which according to her is not only useful but also rewarding; her guesses are often right.
Int.2 MU 57 a, b, c Sola “ I stock them(notes)….” “And I use them only when it 

                                              comes to examination. In a more serious tone “ because I 

                                               have a great capacity to stock information in my 

                                               brain…and only…look on the notes…only  for the dates 

                                               or for the names”. 
MU 88a,b, c, p.11  Sola “ I only sum up the lectures I’m interested in(said twice )

                                   …I observe the teacher’s his or her attitude towards certain 

                                     themes …we have some teachers who focus on one theme

                                      rather than the other.(…).

MU 89C                      “ I ask the former ss …Asked them(laughter) what sort of 

                                      QQ…and …did a sort of mathematic rule ; (…)”.

When asked about Guesses  Sola answered “I…would say 70%right”MU 90 b P.11


As suggested above, Bedi and Nelou admit they resort to the latter device when teacher tends to “dictate” rather than “forward” a subject.

Bedi points to the situation as follows:
Int 3 MU29/30      Bedi “……we ask ss and secondly we know what T wants we ask 
                                          Students    and we know that T during five years time…” .

                                           “it’s like a    book that is printed sadly not changing.”

Such a pattern is based on the idea that knowing what a term paper may be about helps with revision work especially when paper questions can be predicted from teachers’ well known or well observed routine.
     
In the light of the above attempted data interpretation, we feel it adequate to feature the nature of success- leading  knowledge as follows:
Declarative knowledge is targeted in priority by all students including low achievers as depicted by their peers. Procedural knowledge is targeted by a few;  e.g Naci, Nelou.
Students who target procedural knowledge want to keep things under control or satisfy teacher’s demands. As the following data units suggest, the idea is  quite explicit: 

Int.3 MU22b, 23 &24 

 Nelou “ There are some teachers who tell you we don’t want you to give us what we   

                gave you. You use the information we give you…in your own way”.
              “You think and you use more …”.
Bedi    “ Teachers who are against give and take so it’s actually more interesting  you 

              take, you perceive, and then you use your imagination you fabricate and you 

              give something of your own production”.

     
Nelou seems interested in qualitative work but she admits she is after good marks. Bedi seems more interested in qualitative work, not “obsessed by the best mark” but certainly interested in creative outcomes.
Procedural knowledge is alternatively relied on. Students who rely on procedural knowledge target both quality and perfectibility; this seems obvious in Ranis who reveals a more critical stance to both lecture input and her own work, who depicts herself as one who “selects what teacher says” who tries “to create her own lessons MU 56 p.7 who  “always reflects on any subject” MU 72 p.9.
Because she is consistent in her self-view as someone with “a critical mind”, she also appears as the one who thinks about thinking.

       
Thus, even if we agree to the participants’ use of both declarative and procedural knowledge, we should admit that these two types of knowledge contribute differently to the participants’s attainment of their study goals. DK and PK are used to various extents; one is the means to an end; know enough to answer exam questions. 
The other may be the means to another end; use knowledge efficiently to satisfy a personal requirement; subject knowledge to one’s own criticism, one’s own perceptipon (Bedi and Nelou to an extent, Ranis to a greater extent).
         
We now shift to the two deriving hypothesis about a cognitive benefit from previous literacy and the probability that when existent such cognitive benefit might be transferable. A possible cognitive advantage: Transfer or else?

         
Handling this part of data interpretation requires meaning units and themes emerging from interview data with students with a low profile.

Sampling procedures and then research focus have not included a population of low achievers; however, participants in this study who openly, and in a persistent way during the interview, refer to the overall context have also reveal an eye open on what
goes on around them and what peers do or fail to do, in particular. Therefore, indirectly we are provided with information which even if to be handled with care, might hint at the low achiever’s profile.

       
As noticeable in interview 2 and interview 3 mainly, participants are not indifferent to what goes on around them. All of peers’ and teachers’ actions and reactions are noticed and mentioned at the participants’ will. One aspect which participants seem particularly concerned with relates to the effect that teachers’ “harsh responses” have on “some students” or the effect that teachers’ teaching habits have on peers’ study pattern. Interview 2 and 3 respectively include MUs relating to the theme.

     
A third “picture” emerged in pilot interview 2 when pp depicted with great accuracy peers who achieve less. According to the interviewees, the  difficulties met by peers vary from understanding lecture material to not knowing what to do or how to study or even how to answer during exams.

       
Despite  scarcity of data to support PP remarks about their less successful peers, one remark worth putting relates to an emerging picture which does not contradict Bedi and Nelou’s “account” of peers’ undesirable study  patterns. The details which depict low achievers as students who have difficulty, who seem disinterested and who rely mainly on rote-learning are reminiscent of other students’ perceptions of their peers’ experiences, mainly participants in the pilot interview who hint at the possibility that “weak” students are disinterested (P.int 2). When this does not contradict impressions deriving from observed behaviour in class, it might account for a certain passivity –undone assignments- or alternatively low involvement during class sessions.

    
Concluding to a “language problem”, Bedi and Nelou emphasize peers’ great reliance on “documents” handed by teachers who dictate and their dismay to see that teacher “doesn’t dictate” and, in addition, wants students to interact and answer questions. Peers are also depicted as not knowing how to answer or why a question should be answered in a certain way.
interview 3, MU 49    Bedi           “ ..They do not understand this thing. For ex. 
                                             They just know that this is the answer of this question but 
                                              not how to answer like that they do not bother. They 
                                              just know  this is the question this is the answer”.

           Looked at from the above mentioned angle, low achievers seem at a loss ;“Ils sont perdus”  said one participant in Pilot  int 2. 

Again, despite the need to be cautious about others’ statements, comparison and contrast with good achievers leaves the impression that low achievers lack both declarative and procedural knowledge. They would in their attempt to “make the grade” target declarative knowledge exclusively. If the impression is confirmed they would then rely mainly, if not exclusively on memory storage capacities. 
        In all, we are led to notice a certain variation in the good achiever’s profile; worth mentioning is the difference between the ones who rely on their potential and capitalize on it by playing the “academic game” fully and those who prefer to save time and effort and make the grade anyway.  

       Our data interpretation phase would sound unexhaustive without explicit reference to other no less important concepts especially so when these pertain to the theoretical framework which bases this research; thus, we now shift concern to LA and academic achievement. 
Language Ability
Language ability which is dormant in the profile of the new entrant develops across the four years provided that the students cater for such development. A stated likeness for the language (Questionnaire RR Part B) and encouraging or successful experience during pre-university tuition (questionnaire part A, interview data MU 1,2,4 in int.1,2,3 respectively) seem to favour further interest as well as a readiness to make effort and “work hard”.
All five participants assert their capacities at using English; they are in favour of reading and writing activities for which they reveal interest. Room for improvement is allowed and a will to invest necessary effort to do so is acknowledged. Even though participants’ statements are at times flawed with inaccurate grammar or vocabulary, their English is intelligible and on the whole understandable .Written work has been improving across the years or remained stable. A certain acceptance of practice work has eased students’ effort to meet test requirements.

         
Ease in both reading and writing (questionnaire part C, D E , interview data) hint at a certain confidence with the language and a developing proficiency in English. Experience with L1 or L2 literacy does not seem alien to such development. Two participants, in particular, acknowledge L2 reading a role in the development of their English literacy. Sola and Ranis reiterate their acquaintance with French literacy since very young. So did three participants in pilot interview 2. One in particular emphasized her “love for languages since primary school”.     
    
In support of the idea, though prematurily,  we recall remarks made by Sola and Ranis about their literacy level in English; despite a diverging opinion, - Ranis  insists on the contribution of reading to her writing proficiency whereas Sola insists on the contribution of writing practice across the four years- they both acknowledge that despite their linguistic fluency in English, they learnt “how to organize”, “how to write an introduction and conclusion” “about content”.  (Int.2 Sola & Ranis).
Naci also mentions a need “to overcome difficulties in writing “in year 2 but she expresses some “ease” (“Je suis à l’aise”) with essay and other writing in year 4. Experience also reveals that  high achievers are not low attending students in writing tuition groups.     
However useful, such data need further substantiation before we can draw any conclusion about  transfer . 
Academic achievement
    
As consistently claimed by scholars and highlighted in the discussion in chapters 3 to 5, procedural knowledge is a vital ingredient. Knowing how to study in an academic context, the literature reveals, requires a capacity to manage the working load; thus, a student is likely to succeed if he/she is able to plan, elaborate on the plans and execute.  Planning requires goal identification, goal setting and goal meeting.

        
Both questionnaire and interview data suggest that participants’ moves are purposeful. All participants acknowledge the necessity to handle course material, and as interview data reveals consistently, handling lecture material extends to information seeking, information adding and information synthesizing …

        
Searching information and doing “further readings” on subjects is suggestive of a will to come to grips with the study demand. As experience and study outcomes  reveal, participants in this study seem to manage their way. In this connection, we should not lose sight of participants’ stated  will to “work on” lecture information so as to obtain and retain essential aspects of a given lecture across modules for this  surely requires planning and goal setting .Management does not seem to be limited to study moves. Our belief that it might extend to study content finds support in the following emerging meanings:

· Course/lecture information is supplemented in connection with the theme under consideration.
· Information is handled towards purposes set by the students; eg finding links, comparing new sources. 

· Study patterns including follow up work or task/assignment completion,  data suggests, seem more than less regular.
      
These remarks generate the opinion that participants in this study have control over the study processes. Equally relevant to the emergence of the participants’ academic profile, lays the idea that without working schemas and encoding specificity, this facet of the good achievers’ profile would limit itself to re-productive thinking.
      
We envisage the possibility that re-productive thinking may prevail as a kind of achievement; however we do not exclude the possibility that students such as Ranis, Sola or Bedi  think about thinking, for when they target quality they seem capable of a strong type of encoding specificity.  

     
Available data and the emerging profile in fig 2 p.208 above allow for a number of assumptions: first, a developing L A does not hinder progress provided that the student reveals a certain readiness to face academic challenges. Second, awareness of the study load as well as any attempt to ease the study load derive from a positive attitude. Acceptance of the study load seems to lead to thoughtful action and anticipatory moves.
Summary and conclusion 

          
In the section devoted to data interpretation, we have examined the conceptual categories which we had obtained after close scrutiny of the meaning units and the themes from which they had derived. Eight broad categories have been examined in the light of data deriving from the interviews, the questionnaires and the diary pages.

          
The conceptual categories have been examined with regard to each of the three research questions (Cohen et al 2007). This has consisted in a search for strong links and had been preceeded by a grouping of the categories according to the dimension toward which they pull. 

       
To conclude the section on data interpretation a number of remarks seem worth including. First, we might point to the fact that although the emerging profile still lacks precision, it reflects a number of components such as positive attitude, fairly regular study procedures which seem to prove efficient for some of the participants,  a sense of responsibility, together with a certain awareness that difficulties must be overcome however challenging. When these seem to characterise the profile of the good achiever, they seem to seriously miss in the low achiever’s profile . The latter seems to be limited to a will but not the capacity to achieve re-productive thinking. A second remark relates to the felt necessity to constantly compare and contrast the meaning units out of which the categories have emerged. This has imposed both high attention focus before a narrow linkage could be drawn between themes and categories and a supplementary effort to keep them apart once a distinction was induced. 

       
Finally, as we proceeded “by research question”, our approach to interpretation included interview data in priority. This is due to the fact that questionnaire and DP data are less exhaustive than the one deriving from interviews; however less exhaustive the latter type of data proved nonetheless highly supportive of the interview meaning units. Often it also confirmed the choice for a purposeful sampling. 

       
To finalise this work, we now move to a discussion of the results and a general conclusion.
General  Conclusion
         At the onset of the study we sought to understand what students do to complete a degree course successfully when the study medium was an additional language the proficiency of which is yet to develop. We thus sought to identify the type of knowledge that leads to successful completion of the degree course. Bearing multilingualist scholars’ dimension in mind, we further suspected a link between success-leading knowledge and the students’ other languages literacy. Thus, we set to answer three research question and envisaged the possibility to verify two underlying hypotheses. For recall, they appear below:
Research question one: How do few students manage to complete their studies for the 
                                       English degree course?
Research question two: What are these students’ contribution to their English language 
                                         ability development? 
Research question three: What are these students’ study patterns across subjects?

The assumptions which underlie research questions one and two spell as  follows:

a) good achievers may benefit from a cognitive advantage

b) good achievers’ advantage derives from cross linguistic transfer.

          
To complete the investigation, a survey of literature and a field investigation were necessary. These appear in the two major parts that make up this thesis. Before we renew concern with the content of the thesis and then consider the findings, which is the aim of this terminal chapter, we feel it sensible to include a few remarks about the research methodology. 
       
At the start, we should admit that matters were not obvious even if the researcher held deep the conviction that the investigation should be based on qualitative and not quantitative data. How, precisely to gather data was a task to face. How to analyze and interpret data proved a further challenge to meet; it was highly demanding and this revealed itself gradually as the study developed. To add to matters seriousness, the debate on validity and reliability sounded off putting at first until we realized that the rigidity of a “quantitatively” perceived validity could leave way to the flexibility of a principled approach (Cresswell (1994), Holliday, (2001)) when a study, such as the present one, is based on qualitative data . Indeed, the possibility envisaged (Holliday, Cresswell  opcit,  Morse et al, 2002) that validity and reliability could, rather than take replacive labels, have interpretation that is congruent with the nature of the data was found encouraging. In fact, data which were  based on non-random sampling (Merriam, 1998) are  held to be one criterion for a non quantitative-based study to be trustworthy;  researcher’s reflexivity  is another such ingredient and we believe that we accounted for every move in the category building procedure .

       
Implementing the research tools required time and effort investment and we do admit that both procedures and processes are perfectible. Nonetheless, the necessity was felt to multiply data sources and this is why, amongst the devices that literature on research methodology offers, we believed it useful to use written documents, questionnaires and interviews in addition to the researchers’ informal observation and familiarity with the context. The choice sounded appropriate for we have been able to implement the instruments in a research site where informants and the researcher were in frequent contact. Admittedly, applicability proved easier said than done thus flaws in the design are not excluded. Notwithstanding possible flaws such as weak emphasis on writing in the questionnaire content and the limited amount of diary pages, the instruments we used and the data thus collected proved useful in documenting our research questions.
      
As for the thesis content we shall first refer back  to the research problem.  Within a major concern relating  to the differential rate of success among degree students, we were mostly interested in   the profile of the few students who successfully complete their studies for the English degree course. Focus on good achievers is justified by the researcher’s felt necessity to deepen her understanding of the nature of  knowledge that leads to academic achievement and the apprehension that, when unexplored such a human asset may remain covert and  unexploited in future investigations relating to course design or assessment purposes. Heavier focus was lain on literacy. This is due to its important role in an academic context where the study medium is English, the proficiency of which is yet developing in most students.  

            Bearing in mind that LA development is bound to vary across individuals, we showed interest in multilingualist scholar’s position on  the possibility that previous literacy (ies) (L1or L2) might support studies in an additional language and might even benefit academic achievement. But academic achievement revealed to depend on other no less crucial facets; metacogniton and schema knowledge. When the former revealed to regulate cognitive and behavioural processes, the latter seemed to determine the nature of academic outcomes. Thus, when schema knowledge pervaded all study situations and conditions, the students were likely to enjoy the study experience and obtain desirable outcomes; when on the reverse, schema knowledge was limited and lacked encoding specificity, the students struggled hard to achieve well.

          
 In want for data about study behaviours, study walks and attitudes, students’ opinions and perceptions, we selected a group of informants whose good end-term and year results as well as a noticeable interest in the study enterprise  designated them as  appropriate candidates for the sample. We thus opted for purposive sampling.

As mentioned above, this thesis centres on two major parts: the Literature survey and the Research Methodology.  The first part has a double aim:

 1) deepen understanding of core aspects namely knowledge and academic 
     achievement;

 2)reach a conceptual frame which might allow us to inform our three research 
          questions and document the two deriving hypothesis.

       
The first part of the investigation resulted in a set of concepts which mostly depict the nature of knowledge that is required in an academic course. This reveals to consist of components of language ability such as language knowledge and  skill – in this case skills of use that are relevant in a language degree course, reading and writing in particular. Falling under two but  closely associated types of nowledge:declarative and procedural, the first set of concepts depict the kind of abilities that are required if students are to follow courses through English –an additional language and the medium of study. Worth emphasis, language ability must be associated with solid cognitive and metacognitive abilities as well as schema knowledge. The latter is not only narrowly related to a student’s ease to face the study situation but is also crucial to academic achievement. Schema knowledge might vary in degree in that if a student with a reading and writing command of the study medium is to use these study tools efficiently, he/she is expected to re-structure existing knowledge into abstract re-presentations that allow them to analyze and control newly met information for further uses.  It appears that a fusion of linguistic and much other knowledge part, of which is specific to the modules ascribed in the degree course, has to be “tuned “ to new instances if a degree reader is to meet the academic demands. 

        
In the second part of the thesis, a discussion on qualitative research initiates the chapter on the research design.  Due to the newness of the approach and the demands of its implementation, the move was found both necessary and useful.  In the remains of the chapter on the research design, an account of the research instruments used, the sampling procedures and the trial phase precede a description of  the research proper. This is briefly dealt with below.

       
After analysis, questionnaire data brought out quantitative as well as qualitative information about the informants. Quantitative data was obtained mostly in relation to reading procedures and purposes; respondents had to select and  tick one response among others. The selected responses were counted then  further considered against research question one and two. Questions in  Parts B 5 and 7 in the questionnaire,  final part I about reading in English and in other languages required verbal statements about aspects related to the use of the languages utilized by the respondents.. 

       
Both interview data and the content of the written documents handed by students  and selected during data collection, consisted of exclusively verbal statements. This required careful preparation and organization which preceded close scrutiny and a step-by step search for meanings, topics, themes and categories before the conceptualizing phase.

      
For recall, the recorded interviews were transferred into a computer then after careful and multiple listenings transcribed into text. Once the transcripts obtained,  content was carefully examined, segmented into meaning units(M.U) for their relevance, then coded and listed according to the topics they conveyed but also according to their significance for the interviewees. As interview data was being dealt with, and emerging themes compared and contrasted, the content of written documents such as students’ notes about class work, the content of diary pages  and the questionnaire results were equally examined in search for meaningful and relevant bits of information to be cross checked against the lists of meaning units. When all data gathered for this study seemed exhausted and the multitude of meanings processed for interpretation, we felt in a position to answer the research questions and handle the deriving hypothesis. Five major answers are highlighted below within five following  statements: 

1. Degree readers who complete their course of study within the prescribed period, 

begin tuition with a certain enthusiasm for studying and pursue it with a positive

attitude regarding the study work load. This attitude remains constant throughout  the course of study.

2. These students take initiatives and make moves in the direction of self-fulfillable

study needs. Searching, selecting, gathering and using sought information is an aim they set.

    3. Even if, at times, understanding depends on external factors such as teacher’s attitude or lecturing approach , understanding  is these students’  cognitive strength. When   confirmed even to a small extent, understanding allows degree readers to  identify a theme during a class session and to expand  it  later and  out of class.

    4.  Academic achievement is possible when the above three broad features pertaining to the good achievers’ description meet. But it is mostly due to the   possession by these students of  working schemas and a certain encoding specificity. These are  mirrored by a  certain  confidence in their moves and a capacity to select  information, which  they integrate with their lecture notes and later use for exam revision work.

5. Ability development in English is a concern to which they attend by seeking and 

finding/accepting opportunities for exposure and practice.  But this is relevant to oracy, literacy sounds of a lesser concern for it seems under better control.

           Having said this, we are of the opinion that insights about the route to good or alternatively high achievement were gained even if a more accurate picture is yet to appear. Since students generally display actions and behaviours which are triggered by thoughts we believed the phenomenon worth understanding in terms of success- leading study processes and procedures. When procedures were more or less easily perceived, processes were less so; therefore any statements on processes derive mainly from informal but consistent observation of the participants while on task possibility Inferences were made possible thanks to written documents as well as their class and exam work.    

         
Finally, we believe that our attempt to explore the theme has shed light on the academic profile of a few among successful degree students. It is clear that this study has unveiled a number of facets featuring academic achievement in the English Degree course. Among these facets some are suggestive of Entwistle and  Wilson’s success predicting factors and not incompatible with high order thinking as highlighted in the literature on cognition and academic achievement. We may thus say that that the study aims have been partly reached.
       
Given the small data size which might somehow compromise the findings, it is evident that the results are not generalizable. However, they allow  for both useful and insightful assumptions about Algerian Degree reader’s profile;  therefore, we may hint at the possibility that achievement in the degree course by young Algerian adults who are users of at least one additional language beside their L1 is not unrelated to their multilingual linguistic status. 

      
We may further hint at the possibility that even when a typological difference exists,  French being so different from L1 Arabic, which itself differs in many ways from English, L1/2 literacy might ease additional literacy acquisition. This finds support in the participants’ self rating their reading capacity in L1 Arabic as good. Only one participant states a low command of L1. 
        
What is equally related to our research problem is the possibility that when literacy in an additional language, in this case French literacy, is fairly well developed because acquired at a young age (here school age), ease in handling another language literacy increases. Students who have experienced previous literacy acquisition in any language, seemed in a position to face the study enterprise. But students who experienced literacy acquisition in more than one language seemed in a better position to do so. Such  was  the case with Ranis whose study patterns sounded the most regular, the most purposive which suggests that when  students want to activate  and exploit a certain readiness to study, when they do this constantly , their goal is to reach a standard which matches their self-esteem ; it was stated more than once “get good marks, yes but also contribute…”. Sola,  who may illustrate the case to some extent, and who was highly selective with regard to effort investment, seems to have greatly benefited from her “reading in French”. Bedi who acquired English literacy at primary school age, in addition to L1 Arabic literacy also illustrates the case to an extent . This participant’s sharpness of view and quest for qualitative lecture input suggest a fairly good control of English literacy. An aspect which was confirmed by this students’ qualitatively different writings during tuition in year 2.
         
Writing has to be learnt slowly through intensive practice though we should not fail to ignore  the participants’ relative ease  with this skill. Also worth mentioning is their own contribution to acquiring such ease. Interest, as well a strong sense of involvement are not negligible factors. Equally worth mentioning is a certain fondness for literary and language study aspects. A will to know more and become familiar with unknown/new information is combined with an aptitude to adapt to new situations even if this seems closely linked to teacher’s lecturing style , a need for a  “perceivable methodology” and teacher’ (sought) concern with students’ work. These components of the good achiever’s profile confirm the researcher’s own view of their study behaviour which characterises their route to success. We now know, though partly, how good achievers proceed to meet their study goals. 

        
What we do not fully understand is which mental processes contribute to the development of their literacy skills and how. In particular, we need introspective studies on how reading and writing processes affect degree readers’ outcomes, whether easily acquired literacy in other languages contributes to their profile; whether it helps them become    “knowledge- tellers” or  “knowledge transformers”. Most of all, we need to understand more about  whether any cognitive benefit gained from previous literacies transfers to L+ to boost academic progress and somehow compensate for a not fully fledged L+ proficiency to serve as a medium of study.

       
Data Interpretation of this study allows for a number of statements about successful completion of a degree course by students whose LA+ development is yet to be achieved . It mostly highlights the fact that acquiring knowledge and know- how are compatible –if only to an extent  and not by most students– when acceptance to make necessary efforts features in  students’ regular  attendance. 

       
This study has allowed to foresee the possibility to capitalise on students’ willingness to invest time and effort and let them devise their own study approach which will lead them to success rather than failure. The likeliness of a possibility to ease degree readers’ route towards academic achievement seems to depend on a will to detect , as early as admission to the degree course,  these students’ potential resources or alternatively a lack of such potential and proceed to the following measures prior to launching tuition in the various subjects: 
a) Identify and remedy weak or lack of potential through  specific tuition in the language.

b) Set and control assignments involving the students in relevant task completion .

c) Stress personal involvement through language –based assignments during on-going study.

d) Emphasize and identify  study patterns that enhance students’ involvement and interest in the study course. 
e) Provide constant feedback in response to students’ involvement . Positive feedback might boost their contribution and comfort them; conversely, information about low or inadequate achievement might sound a warning and help passive students to see a need for change toward active  engagement. 
f) Establish clear study aims and pave the way towards the fulfilment of such aims by addressing significant course content and relevant study skills.

g) Adjust assessment procedures so as to match the course demands with its objectives minimizing the value of content and maximizing the importance of know- how over know- that.

h) Ensure that summative assessment mirrors not only procedural but also metacognitive knowledge, even  more than declarative knowledge; alternatively ensure that  the grade adequately balances the types of knowledge required for academic achievement .
i) Give all students  equal opportunities and better study conditions that may favour  LA development  and provide them with the means to satisfy the course requirements.. 

           Many of the above a to i   suggestions may not sound  new. They were hinted at in the literature on the field as well as by practitioners for more than a decade. They may be encountered in practice-oriented materials, but in this study, they derive from a field-work involving participants’ thoughts and appreciations of their study experiences. They thus gain more significance. And we are of the conviction that taking them into consideration in future course design and implementation procedures will help reverse the ratio in favour of good rather than low achievement for   future candidates wishing to  study for a language degree at university level.
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APPENDICES
Appendix 1 : Pilot  Interview 1
Unstructured interview held on  July 6-th 2004 in the projection room of the department of English (U. Algiers). Duration : from 13:00 to 14:30.

3 out of 12 informants came to the interview. They were invited as members of a tuition group which comprised new entrants in the academic year 2000.
Some were repeating year 3, some were in year 4,about to exit department. 
By means of introduction, I reminded them of the tests they had sat for in Reading comprehension and Writing early in their first year in the department.

They were not surprised to hear that the results were low; they admitted that when they started the degree course they were not so confident of their “ability” in English.
To feed the discussion five questions were asked to the students, which appear below in the order they were asked together with the discussion that followed each question.

Question 1. “Do you feel you know more English now, at the end of your studies?”

 All three inteviewees answered Yes.

I, then asked “What aspects or skills have improved?”

One respondent (R 1) quickly answered that he feels he has improved on grammar.

“I make fewer mistakes when I write an essay”.

Another (R2) said she improved on reading and writing but not on speaking, she added that she still has difficulties with grammar.

· The third (R3), a mature student, (the only one who had obtained 10/20 at the test of reading) said  “I write better but I feel I must improve: I always paraphrase myself, repeat ideas, coherence is a problem too. Speaking is easier”.

Then, all three added that they understood normal speech better (even GB English news bulletins) but had difficulties understanding speakers with accents ,even GB speakers;

· R1 (a boy) insisted that because he had stayed in GB on different occasions, varying between 2and 3 months, he is now improving his listening skill but is still not using the correct grammar (!)
Question 2  Was it easy to move to upper years?

All three RR said it was hard work. So I asked “How hard did you work?”

· R3 (the mature student): “I thought I was improving but I realized I had to have acquired the language (more English) before (coming to the department). I needed to know more llanguage, so I had to read a lot of literature”.

· R.2 I read books, I attended (lessons) regularly but I have serious difficulties to speak in English.  (Indeed, she sounds terribly inhibited).

· R1:” It was hard work because the results were always ”a suspense”. I repeated year 2. Ibelieved it was easy. I read no books, never went to a library, never tried to understand, never bothered about handouts. I used to revise lessons just before exams. I did not work regularly. I was stupid. But Irealized that English was like a science. I was not prepared in year 1 and 2.”

They all three felt that year 1 prepared them but in different ways.

· R1 confessed that he “took things seriously”only in year 3 “which after repeating year 2 was not so difficult”.

· R2 Both language and knowledge were hard to learn especially grammar, linguistics, Cultural studies(CS).

· R3 ‘s “hardship” was mostly in “how to internalize and produce something acceptable, respond at ease”.

They unanimously explained their “hardship” through “pressure during exams”, not enough time to give full answers.

Then, discussion focussed on examinations and whether they learnt anything from the experience.

· R1: “Exams were easy when there is no technical concept to handle as in linguistics.”

R2  connected  the hardship with the teachers’ attitudes during exams.

· “The questions they ask are often difficult. When I read my answer I realize that it does not match the question; Then it is too late. Teachers do not like rote-learning. I do it helps me. But teachers are sometimes in contradiction. One (Brit lit) says my style is confused and I get a low mark. Another (Am.lit.) says it is good and I get a 13/20. So I do not know…Most students like memorizing and answering from memory. So when questions are difficult it is better to memorize.”

· R1 : “Difficult to get good scores in Linguistics. Most students do not know what to write and what not to write. E.g; if question asks us to compar between 2 characters,students do not know what points to mention, how etc… even if they revise..”

Then all three pointed out that they like to hear (or read) teachers’comments on what and how they did during the exam.

Question 3  What did you  have to do(to survive)?
· R3: “a lot of extra work, read literary books, write essays, do exercises” she insisted that it was a “long term preparation, during the holidays, it is my responsibility”.

· R2: “I revise just before the exams, but I attend regualrly, seriously and read my notes.”

· R1 “Year 2 to 3 was easy because I write short stories. I look for critics in literatue and civilization.I download material and read . I changed I was stupid but became more mature.I saw students work hard in GB libraries. I saw their programs and found that they had a lot to do, write essays… they were working hard.”

Question 4  Can you suggest ways of making studies easier, exams less stressful?

· R3 “I think that external events are negative. There is no attraction, no desire for library work. A feeling of emptiness. So we should encourage group work, students’ participation. Students are not interested in anything beyond the mark. We should organize outings with teachers, be encouraged to write reports on films, plays and fully use what is available., projection rooms laboratories…”

· R2(the inhibited student) “I would like more oral sessions like today.”

Question 5  Tell me about the extra things you do, and why you do them.

· R3” I know that I need to work harder, do things. When we prepare we know where to go, we fulfill our objectives.”

· R1;”It is part of you, I feel freer when I do it. It is my own decision to do extra work.”

        He hopes to spend a good year 4.

· R3 hopes to further her studies

· R2  feels she has learnt a lot but does not know what to do next. She will never teach!

She promised to write her answer to this and another question she has not answered.

The interview ended at 14:30. The students sounded quite pleased with the event. They thanked and apologized on behalf of their peers  who had not turned up. They promised to get in touch with them and let them know that the interview will take place again when they come.

NB. The tape recorder did not work. Answers were written down and  account made  immediately after the interview. This account includes a report of students  . When exact wording was recorded in writing, quotation marks are used.
I realize how informative such encounters with students may be. This partly reinforces my intention to conduct a qualitative study.

Interview conducted by Y. Boukhedimi in view trying out interviewing as a research device 

Appendix 2: Pilot  Interview 2
Date 25th May 2005

Time :10 :30 am -13 :00 am
Venue: .Department of English..Room.B210   
The participants are fourth year students from group 2 and 4

The participants’names are replaced by their  initials

Interviewer: Y.Boukhedimi identified by R which stands for researcher 

Before interview began, I told  students they should feel free to talk in the language  they most felt at ease with.. Questioning was in English though a few probes in French.

Four questions framed the discussion.

Q. 1 related to the students’ choice to read for an English degree.

Q.2 was about course usefulness.

Q.3 addressed their study experience, their use of English, other languages,  test performance 

Q.4 related to private study, library work…

NB: QQ may not be asked in this order. At times it was necessary to keep 

         conversation on track!

        QQ and probes appear in bold.

I asked them to sit one next to the other on a line; this would facilitate my note-taking.

I wrote their names according to their sitting position and then took note of their statements under each name.

Sitting order was as follows: MR, YB, DB, MG.

As the students answered, I listened and wrote down their answers.

In the script below participants’ answers are either reported or appear between quotation marks.( their own words). 

Question1: How long have you been learning English?

All three answered that they started at middle school and continued learning the language at high school.

 Question:Why English? 

· MR:  “I like, it’s international, like a key for the future. But I tried in parallel to study 

      with UFC’’.

· YB: ‘’ I like it, puis j’ai une passion pour les langues depuis que j’étais toute petite”.

· MG : « Depuis la 8eme année, c’est une passion. Mon premier choix était de faire  médecine. Médecine et Anglais ; j’ai repassé le bac trois fois pour faire médecine, je ne voulais pas sacrifier l’Anglais ».

Question 2 : How useful has overall course cont been so far ?
· MR: ”Literature and civilisation modules help me see things clearly. British civ. is 

· politics. Civ. Background help me understand present situation”.

· YB:” I love lit and civ. Modules. En civilisation , il faut apprendre”.
· D.B : “ I prefer language modules. Idon’t like literatures”.

· MG:”I think I like both”.

Q:  Tell me about your experience with English.

         Did year 1 prepare you well?
· All three girls: “Plus une révision qu’autre chose”

· MR: “ Il n’ya pas de transition du lycée”.
R : « Transition ? »

· MR : « Transition pour ceux qui n’arrivent pas, tenir compte de leur faiblesse. En listening et autre. Problem de methodologie, les profs dictent en CS ».

· DB : «  C’est mal enseigné, mais je travaille doublement ».

· YB :  « Beaucoup ne comprennent pas. Leurs notes ne correspondent pas du tout à la realité, comme les profs dictent, il devrait y avoir plus de listening et plus d’oral ».

· MG : «Tout a commencé avec les profs. L’oral est un côté négligé».

Pp’ further  comment on the situation:
· YB: “ les etudiants s’accrochent”.

· All suggest that 40% remain “in”, that weak students improve when they are « in »

· They explain “in” as in the learning.

· MG:  « La majorité restent mais ils ont déjà abandonné.Ceux qui n’arrivent pas sont
· decouragés alors ils s’absentent”.
· MR : «  Ils viennent pour venir. Les 1ere années sont perdus ».

· YB : «  Ils viennent voir ce qui se passe ; il y en a qui n’assistent pas mais qui

· réussissent ».

R : «  mais comment font ils ? »

DB :  « Yeteklou »; her explanation :either wait for help or expect easy test questions.
MR: “ceux qui s’accrochent sont interressés, Ils s’impliquent, participent et gagnent la 

           confiance du prof : ils cherchent à être compris par les profs, à communiquer 

           avec le prof. ». 

(follows more emphasis on teacher’s attitude…) then 
· MG:” C’est un état d’esprit, certains s’accrochent, certains abandonnent”.
R :: «  Vous êtes motivés, vous avez l’impression d’apprendre beaucoup de 

                         la licence ? ». 

· MR : «  On se rend compte qu’on apprend. Il y a des défis mais on continue malgré 

· l’attitude de certains profs.

R : « apprend ? »
· MR : « Il ya des nouvelles informations, des confirmations ; notre cultural background

· et les schematas répondent à nos questionnements. En 1ere année : facts, 

· language…en 2eme année c’est autre chose, tous les modules ».

· YB : Il ya une attitude différente chez d’autres étudiants. Ils disent je n’apprends rien.

· MR : «  Ils n’ont pas une bonne base de langue.. »

· YB :  «  Ils n’ont pas la  même vision, ils ne se mettent au travail que lorsqu’ils sont 

· acculés ».

· DB : « Si ! on apprend ! Il ya un lien entre le vécu et les cours. En linguistique, ce que nous apprenons sur la sociolinguistique, le bilinguisme, nous associons le vécu au cours ; il y a l’information et la motivation. Le lien se fait entre les deux. Pendant les révisions, j’explique aux autres je réalise que j’ai compris ».

· MG : » les contenus de psychopeda de linguistique et didactique me fait réfléchir 

· sur ma façon de poser les questions, de comparer les choses … ».

· MR : » La civilisation, c’est comme les maths, je n’apprends pas, j’analyse.. ».

· YB : «  Je déteste les maths…Quand le prof est intéressé  c’est positif. Quand le prof 

· n’est pas intéressé on n’a pas envie de l’écouter »

Question 3 : How many languages do you use ? How important for your studies?
Three pp say they use “deux langues maternelles”; in addition, they use French and English.

· MG : “une langue maternelle et demie + français et Anglais” (Berber not well acquired).
· MR :  « Apport positif, surtout en phonétique, pas de problème de prononciation… ».

· YB :  « Il ya une petite barrière : interférence du Français… ».

· DB : «On réfléchit en français…on se rend compte qu’on traduit, même en 

· grammaire ». 

· MG : « Au début même en composition… »

· MR : “ Le premier semestre surtout, Switches to english, interference of English. A problem of practice. Practice helps me improve”.

R: what practice?

· MR: “ think in English, the grammar teacher was encouraging

· YB: “ I read in English”

· DB: “ I read in English”

· MG: “ Bouquiner. I read for pleasure.”

Question: Do yo use additional documentation? Other than your lecture notes? 

                 literary  sources for example.

· MR:” notes are the starting point. but no library work: the conditions are not so good. 

· I use the internet, go to book shops, and use CD encyclopaedias..”.

· YB: “ Encyclopaedia CDs, notes du cours. Je recopie les cours pendant les vacances 

· pour mieux comprendre Je cherche la documentation en début d’année, je lis et 

· enregistre mentalement… »

· DB : «  When in need. Mais je recopie mes cours le jour même.

              Je regarde mes notes pendant les vacances et je cherche des

               compléments(des mots) I record through writing then I make a 
                 selection. ».

· MG :  « Je ne recopie pas mes notes haut et bas en régularité, je travaille 

                  pour les examens ».

R: : So documentation is used to complement lecture notes ?

· MR: “ 80% du travail se fait en classe. Je veux comprendre en classe, je pose des questions. En dehors, je révise les notes mais les laisse telles quelles, dans le désordre. J’arrive à me retrouver . I use an organizer, thing as reminders. Je fais une révision totale, je m’investis à fond et je fais des recherches sur le net ».

· YB : «  Les notes sont désordonnées mais la reprise est systématique ; j’ai besoin d’ordre ».

· DB : « J’ai besoin d’ordre »

· MG : «  Pas régulièrement ».

Question : How often do you use the library ? Do you ever work there?

· MR: “ Uniquement pour les révisions et pour mon enrichissement personnel”.
· YB : « en période d’examen ou pour préparer des exposés .
 

Question : How important is writing ?

· All :  “Tous les examens sont écrits. Donc il faut un prétexte pour écrire…

· AIl . Writing is over used il faut maîtriser l’écrit.
Interview ended at 13:00.Students and Teacher were waiting to come in the room; We had to exit it.

NB: An interesting digression  occurred about whether work led to satisfactory results. Here too, participants started talking together about felt frustrations on getting unexpected bad marks. They explained the situation as follows: “teachers had their own perceptions and their own expected formats”.

I did not record much of this as I felt it was not so relevant.
   Appendix 3: Interview with Naci
Interview held on 11 Jan. 07

Participant : Naci: a former year 2 student 
now in year 4
Time: 11:00 till 1150

Place: staff glass -room

Preliminaries: Student was ready to attend and participate. She even managed to gather her former year two class mates (of the same group). She chose to respond in French.

· R:   Cela fait quatre années que vous êtes là.Vous êtes passées chaque année en Juin

· Naci : Oui.
· R Pas de synthèse et pas de  rattrapage ?
· N : Oui.
· R :Durant les quatre années.
· R : …C’est un peu pour cela que vous faites partie du groupe que j’observe.

· …Dans quelle catégorie d’étudiants vous vous mettrez ?

· N : Ben… plus spécialement motivée extrêmement motivée.
· R :Très bien.
· N :. Je l’ai choisi par…(R : choix libre ?) refait mes études pour ça.

       Jai fait des études de chimie industrielle et j’ai préféré continuer en
        faisant 
· une licence d’anglais.
· R : Donc, si vous regardez… votre expérience sur les quatre années, votre motivation  n’a pas changé ?
· N : Ben, parfois, parfois moins… c’est mainly  à cause des conditions de travail, pas pour la motivation personnelle. Mais des fois quand on rencontre des difficultés comme ça dans l’assimilation des cours on se sent un peu moins…
· R : Donc quelles difficultés dans l’assimilation des cours ?

· N : Parfois, pour moi personnellement … c’est… la méthode, la méthode  des profs.

· N : Je ne critique pas la méthode des profs.
· R :  Vous êtes libre…c’est strictement confidentiel.

· N :  Non c’est pas que je …par rapport à ma façon d’assimiler, parfois je rencontre des difficultés à approuver même la méthode dont la leçon est présentée.

· R : Par exemple ? Vous pouvez me donner un exemple? Et me dire ce qui ne vous a pas plu…

· N. Quand la leçon n’est pas structurée et qu’on n’a pas une outline on ne sait pas le   but de la leçon  on vient juste vous présenter la leçon ou le chapitre puis on commence à développer.
      Parfois je ne comprends pas l’utilité du sujet lui-même mais l’utilité de.. .
· R : Qu’est ce que vous auriez voulu que ce prof. fasse ? Celui qui vient et qui vous présente…comme cela le chapitre ?
· N : Qu’il nous situe la leçon par rapport…au sujet général…et qu’on soit conscient pourquoi on étudie ce sujet là plus précisément et pas un autre sujet .
· R : Alors, à propos de « pourquoi » : en général au début de l’année les profs vous donnent le programme sur un polycopié ou bien ils vous dictent le programme est- ce que cela ne vous suffit pas pour situer le chapitre par rapport à … ?
· N : Mais quand c’est un module de civilisation ou de litérature, ou plus précisément de civilisation et c’est une nouvelle leçon on n’a pas déjà une idée là-dessus et on nous présente la leçon on n’arrive pas à comprendre.
· R : Justement , lié à cela quand on vous présente..ou on vous donne les différents  chapitres est-ce que l’on vous donne aussi une idée du pourquoi, ce serait un but, les buts, « the goals, the aims… » globalement… ?

· N : Pour moi cela me donne juste une idée sur le contenu du programme.
· R : Mais est-ce que vous préfèreriez que l’on vous indique les buts ?

· N : OUI, OUI (loud intonation). J’aurais aimé ( twice ) avoir…et généralement on le fait pas !
· R : On vous donne juste le programme sans vous dire à quoi on veut arriver ?

· N : Non, généralement non, enfin rarement, y’a des profs qui expliquent, qui vous donnent la méthode, voilà on a certaines leçons qui comportent ça et ça.

· R : Qu’est ce que vous appelez méthode ?

· N : Méthode c’est la façon de présenter la leçon.
· R : Donnez moi une idée si vous étiez enseignante, comment vous auriez présenté la leçon ?

· N : (Sourire) bon moi…pour ça  je ne me permettrais pas mais a mon idée.
· R : .. Your expectations je dirais…
· N : Certains modules ou certains profs c’est tellement structuré, c’est tellement bien présenté,  organisé, c’est tellement bien présenté  que l’on n’a même pas besoin de réviser ou de revoir  On comprend sur place et on a une idée très claire du…
· R : Oui… ?
· N : Par exemple, en civilization j’avais un très bon prof c’était tellement méthodique et bien présenté  tellement bien organisé qu’on n’a même pas besoin de réviser ou de  revoir nos notes.  
· R : Qu’est ce que vous appelez structuré?  Essayez de me décrire cette structure que vous cherchez.

· N : Elle commençait par donner  le chapitre, le titre après le but de la leçon, elle situe la leçon par rapport aux autres (leçons) elle nous donne un brief summary of the previous lesson  après on aborde par exemple s’il y a un sujet qui comporte des avantages et des inconvénients de tel ou tel acte pratique… C’est organisé.

· R :  Et donc dans les modules ou l’on vous présente  les programmes sans vous donner 
· les buts comment faites-vous? Comment faites-vous  pour étudier parce qu’il faut bien que vous avanciez? 
· N : Bien sûr on essaie de.. Moi personnellement j’essaie de comprendre, je fais de mon mieux, j’essaie de collecter le plus d’information possible et de revoir et d’essayer de....
· R : Quand vous revoyez…vous revoyez par rapport à quoi?.. Par rapport à un but ?..par rapport à ce qui s’est dit avant?
· N : Normalement, normalement c’est çà mais dans notre cas on est tellement dépassé par les.. l’ évènement qu’on le fait pour pouvoir, pour pouvoir…
· R : Quand vous dites l’évènement vous voulez dire la charge de travail?       

· N : La charge de travail… ce que l’on attend de nous aux examens alors on se contente de comprendre ce qui nous a été dit.
· R : En tant qu’étudiante motivée, est-ce que vous pouvez brièvement décrire vos  habitudes dans vos apprentissages ; comment vous étudiez en général?
· N : En général, pour des leçons bien précises je commence par faire un brief summary pour voire.. pour voir à peu près dans quel sens je dois progresser dans …
· R : Dans le module ?

· N : Dans le module et après j’essaie de comprendre les idées, les principales idées,et après, d’essayer de rédiger.

· R :Vous préparez le cours?

· N : Oui.
· R : Et pendant le cours?
· N : Je me contente d’entendre et de comprendre ce que l’on nous dit. 

· R : Vous prenez des notes?

· N : Oui, parce qu’on est obligé, parce que l’on nous donne pas de…rarement… Enfin, rarement 
· R : de polycopiés ( ?)… Donc vos notes vous servent?
· N : Je compare les notes que j’ai prises pendant le cours. Après, j’essaie de consulter des fois l’internet pour avoir de l’information, parfois des livres et de comparer et d’élaborer les idées  que j’ai notées parce qu’en classe on na pas le temps de tout… 

· R : Et vous faites cela régulièrement ? Vous le faites après chaque cours?

· N : Les premières années oui, régulièrement,  mais à partir de la troisième année j’ai commencé à laisser un peu de ….cela n’a rien à voir avec les études mais ça se , je le faisais.  Maintenant, je le faisais moins,  moins régulièrement. 
· R : Mais vous le faites quand même Quand le faites-vous ?

· N : Avant, je le faisais après chaque leçon, chaque cours mais maintenant,  je le fais   chaque semaine, chaque week-end je reprends ce que j’ai vu. 
· R : Comment vous évaluerez votre capacité d’étudier?  Est-ce que vous direz que vous êtes bonne étudiante,  moyenne…. ?
· N : Puisque j’y mets tous mes efforts et j’aime ce que je fais, je me considère comme bonne étudiante.

· R : C’est votre propre conclusion. Est-ce qu’il y a d’autres facteurs qui  vous confortent dans votre position ? D’autres types d’informations vous confirment … vos parents, vos camarades 

· N : Le fait de ne pas avoir de difficultés, le fait de pouvoir surmonter les difficultés d’année en année, cela me prouve que je suis dans la bonne voie.

· R : D’accord …Ability, effort  study,  grade :  Quel est le terme le  plus important pour vous ; celui auquel vous accordez le plus d’importance? 
· N : Je placerais Ability, effort,  grade and study. 

· (follows expl + confirm of what each term means) .
· R : Et la note dans tout cela ?

· N : La note permet d’évaluer, de voir à quel point on a acquis quelque chose. Maitriser la langue en tant que langue, avoir des connaissances autres que ce que j’avais avant. 
· R : Un apercu des notes que vous obtenez jusqu'à présent dans les différents modules

· N : Pour les civilisations entre 12 et 14, cultural studies en 1ere année 14.5 comme  moyenne civ  En troisième année 15. lit c’est entre 11 et 12 j’ai pas eu au dessous de la moyenne.

· R : Quelles sont les types de capacité qui vous aident le plus à  maintenir le rythme 

· N :  According to the evaluation of the teachers, je suis satisfaite.
· R : Quelles types de capacité vous aident le plus a maintenir le rythme 

· N : Je suis plus à l’aise dans Reading et writing moins en listening et par rapport à ma personnalité speaking un peu moins. 

· R : Reading comment vous aide t-il à avancer ?

· N : Cela me permet d’acquérir le vocabulaire  nécessaire ça permet de …mainly vocabulary 
· R : Est-ce que vous lisez beaucoup ? 

· N : Pas tant que cela pas beaucoup beaucoup. 

· R : Le pourquoi de vos lectures vous pouvez l’identifier ?

· N : Au début, c’était par plaisir. Apres, quand on a un certain nombre de  romans à lire pour les examens on est obligé de le faire. 
· N : Je me contente à me concentrer à lire et à relire ce que …

· R : C’est surtout par rapport au travail que vous devez faire et aux examens 

· N : Oui

· R : Et writing dans tout cela ? 

· N : Je le fais dans mes révisions in summarizing and checking the information summarising lessons et taking information …….et les travaux qu’on nous demande de faire. 
· R : Vous êtes à l’aise quand vous lisez et quand vous écrivez ? 

· N : Oui. 

· R : Je vais vous citer trois types de tâches : Essay writing, les exposés, presentation  et le project work . Dans lequel de ces trois vous sentez-vous le plus à l’aise ?
· N : Essay writing et l’exposé ; les exposés moins par rapport à  la  présentation ; le fait de le préparer par écrit ça ne me pose aucun problème, je suis très à l’aise mais pour la présentation… cela n’a rien a voir avec le fait de maîtriser la langue  ou de ne pas la maîtriser ; je pense que c’est par rapport à  ma personnalité, je suis un peu timide , je n’arrive pas à me…
· R : Et le project work ? Vous avez eu à faire des project work ?
· N : Non, on n’en fait pas. 

· R : Et quels sont les travaux que vous faites en classe essay  writing,  summary work (…) Où vous sentez-vous confiante ?

· N : Généralement les exercices pratiques , des résumés, j’arrive à le faire. 

· R : Et les tâches que vous réussissez bien. En général quand vous corrigez vous   trouvez que vous avez fait juste que ce soit en lit en civ. ?
· N    Exercises pratiques qu’on nous donne en classe 

· R :  D’application ?

· R : Et celles qui vous ennuient le plus, que vous trouvez difficile que les profs  demandent et qui vous paraissent difficiles. 

· N : Je ne vois pas. 

· R : Ni en première, ni en deuxième ni en troisième …. ?
· N : Difficile en termes de difficultés à ne pas pouvoir les faire ?

· R : Ou passer beaucoup de temps avant de pouvoir les faire. 

· N : Si on n’arrive pas à comprendre  ou voir on demande au prof de plus expliquer .
· R :  Par rapport à…..  quand des tâches pratiques qu’est-ce qui vous facilite  .. pourquoi vous trouvez que la tâche est plus facile à faire ?

· N : Parce que  généralement je me concentre bien pendant le cours, j’assimile à un rythme assez court. Alors, j’arrive à pratiquer surtout quand c’est instantané, dès que on vient de faire le truc théorique et on nous demande de pratiquer c’est tellement frais. 

· R : Dans quel module vous avez, on va l’appeler Input théorique et puis ensuite des exercices qui vous demandent d’appliquer .

· N : Par exemple, en première année reading and writing. Les autres années même en lit. On nous présente la façon d’analyser un texte lit après il nous demande de pratiquer cela  avec un extrait ou un truc on arrive à le faire. 
· R : Quand vous avez un nouveau cours dans les différents modules, qu’est ce qui vous intéresse le plus dans le nouveau cours, comment cela se passe en général? On va prendre lit et civ . 
· N : quand c’est clair, quand c’est bien présenté , je suis facilement  .
· R : Il y a beaucoup d’informations qu’on vous présente…Même cette année il y a beaucoup d’informations nouvelles, vous continuez à creuser dans les différents modules, vous avez dit que vous le faites dans différents modules. Vous élaborez. Est-ce que vous ajoutez de l’information ?

· N : Oui des livres, d’internet pour pouvoir plus comprendre le contenu. 

· R : Le thème  Et  la compréhension elle est facile?
· N : Oui.
· R : Qu’est ce qui la facilite ? 

· N : C’est le nombre d’informations , la diversité des phrases puisqu’on revoit le même 
· thème sous d’autres …

· R : Daccord (interruption) Et pour vos examens ? Vous avez dit je fais cela pour me 

· préparer aux examens c’est important .

· N : Mainly

· R : Mainly ?
· N : ce n’est pas que l’on n’a pas le choix mais…

· R : C’est le but principal ?. Tout ce travail pour vous préparer aux examens ?
· N : A être evaluée oui .
· R : Et donc les examens vous vous préparez longtemps à l’avance. Est-ce qu’il y a  d’autres choses que vous faites pour vous préparer à l’examen…. Est ce qu’il y d’autres choses que vous faites en dehors de la reprise de vos notes de lectures ?

· N : J’essaie de me faciliter le maximum de travail ; je fais des resumes. Enfin  je réduis les cours trop longs en les résumant.

· R : Quand vous résumez, qu’est-ce que vous cherchez dans le résumé, qu’est ce que vous mettez ?

· N : Les points essentiels, les idées essentielles.   

· R : Quand vous faites ce travail. Les idées essentielles, pourquoi vous choisissez certaines idées et pas d’autres .
· N : Par rapport au theme . ?
· R : Donc vous jugez à l’avance que c’est peut-etre… (N :intéréssant oui) 

· N : Pas intéréssant mais l idee essentielle de ce…

· R : Et donc par rapport a l’examen ?    Ce travail quand vous le faites Vous faites un lien avec l’examen que vous ne connaissez pas…dont vous ne connaissez pas les  questions 
· N : On essaye de..to cover all the topics, essayer de les maitriser au maximum

· R :Vous vous projetez un peu  sur l’examen, non ?:

· N : En n’ayant pas une idée précise de genre de questions ? non

· R : En résumant vous choisissez certains aspects essentiels, ides  vous  le faites en prévision de l’examen Vous pensez que peut-être Cela va tomber ?

· N :  généralement par rapport au travail 

· N : Ce que je voulais dire par préparer aux examens  la façon de travailler 

· R : Les examens Comment vous vous sentez

· N : Généralement confiante je fais le maximum  pour bien couvrir les leçons et ce qui m’a été donné…  avec un peu de stress bien sur, les émotions 
· R : Apres l’examen en gros vous avez dit que vous avez des des notes satisfaisantes il vous arrive de réfléchir   a tout ce travail que vous avez fait.  Comment vous évaluez le travail Comment vous évaluez 
· N :Parfois je trouve que j’ai mis trop d’efforts a la fin que c’était simple parfois c’est le contraire …j’aurais du me concentrer sur ce point au lieu de  je me rends compte que par tendance j’ai négligé certains points et j’ai concentré sur d’autres ..
· R : La tendance c’est quoi cette tendance , pouvez vous mettre un doigt dessus  l’expliquer un peu plus … ?

· N : La tendance du choix des ?

· R : la tendance du choix que vous faites dans vos révisions pour l’examen 

· N : le sentiment d’être  à l’aise avec le topic  ou ne pas l’être 

· R : Si vous devez définir le type d’apport que vous donnent ces études de licence comment le définirez vous ? 
· N :  ça rapporte 

· R : Qu’est-ce que vous avez appris en gros ?  Essayez de vous placer au début des études en première année  lorsque vous ne connaissiez pas beaucoup d’anglais 
· N :  Je constate que …    ça rapporte , ça rapporte 

· R : Est-ce que vous diriez que c e sont des contenus d’information ? 

· N : oui

· R :  On va utiliser trois mots : Savoir, savoir-faire ou savoir-être 

· N : en général c’est des savoir… je classerais savoir , après savoir….. faire en troisième position c’est savoir-être 
· R : ça consiste en quoi les savoir-faire ?
· N : Savoir-faire on a appris par exemple à analyser un texte litéraire alors qu’on n’a pas fait auparavant…. à étudier la litérature alors qu’on ne la pas fait… enfin Foreign lit, les civ aussi. 
· R : Civ ce ne serait pas beaucoup plus en termes de contenus ? 

· N : contenus et intérêt aussi 

· R : Et le savoir-être il y aussi aurait du savoir-être 

· N : un minimum de…

· R : Par exemple quoi 

· N : (Laughter) Qu’est ce que vous voulez dire par savoir-être ? 

· R : des changements dans les comportements 

· N : on apprend certaines choses mais cela ne change pas 

· R : cela ne change pas la personnalité 

· R : On n’a pas parlé lit civ  on n’a pas parlé d’autres modules 

· N : linguistique aussi j’aime bien ….et c’est tout 

· R : Qu’est ce que vous faites cette année ?
· N : on fait DD, psycho-pédagogie  

· R : vous les avez choisis ?

· N :Oui

· R : Qu’ est-ce- que vous attendez de ces modules ? 

· N : Avoir une idée sur   la méthodologie d’apprentissage  les méthodologies d’apprentissage la psychologie de…

· N : avoir une idée sur l’enseignement ….

· R : Vous pensez que vous enseigneriez un jour ?

· N : J’aimerais bien…

· R: Donc cela pourrait vous être utile ? 
(Thanks etc… )

End of interview
             Appendix 4: Interview with Ranis and Sola
Interview 2  with  Sola and Ranis former year 3 students 
Starting time 11:00

Place : Glass room
R: Researcher

Ran: Ranis

S: Sola
R:Your feeling about this experience ?

S: In my case the three year I passed with ...but in my fourth year I was obliged for one module 

R: a good average?

S: First year I get  12, second 11

Ran: for the four years I passed in June and about the average first year , I think, 11, 14, 12, 12

R: Would you call yourselves good students.? Now that you think back about it ?
S: I think I was a good student but not in the mean of marks or something like this ...       but more about my interest... my enthusiasm    for  the... English course  

R: you mean you were highly interested 

Ran:  I think I contributed a lot to my situation actually…., because of my interest in the language...all that concerns the English culture  I want to immerse in the English culture. I think that will help me to...

R :  Ok, when you started your studies for the degree  you were motivated. After your studies  how do you feel exactly about how  things went on. You position yourself as a good student, I mean  what informs you apart from what you did (your investment , the scores you obtained).What else comforts you  in the position that you were highly interested? 

S: I think it’ s my relationship with my teachers that tells me that I was a good student 

R: Can you just elaborate on the relationship?

S: yes, because…  with some teachers not all of them I had and I still have a good relationship even if I had been a little bit  talkative during the course; I succeed in showing them that I was very, very highly interested especially in lits and civ.

R: Did they say you were a good student …what signals did they send?

S: Some of them congratulated me for my enthusiasm especially.
R: When did they do that?

S:  At the end of the year, especially at the end of the fourth year some of them said 
     they will miss me. 

Ran: Yes I think my teachers noticed my interest in my studies .In the classroom from the first to the fourth year I have always been someone who talks who I always say  what I think participate a lot not to get good marks that was not my objective I participate not to get marks not my objective; just to express myself in English and my teachers noticed that and they appreciated a lot... they even call me with my first name. 

 R: Any further information?

Ran: yes they call me with my first name.
R: …All right ….Then, would you say that   ...so the attitude of your teachers, their response to your efforts your contribution was further information . Would you say that  the study  experience was highly beneficial?
 Ran: Yes , of course. 

R: Ranis, you mentioned the term objective… Surely you had an objective, what was  it?

Ran: There was some part of pleasure: to succeed first. To succeed but... when I said “objective” I meant my participation was not just to get marks  first.       

R: Yes I understand . I understood that I just ….I suppose you wanted to succeed too.
Ran: I have the same opinion to succeed to get a degree but I was not doing that just to get a degree 

R: So in terms of benefit, because surely within these four years of study have been highly beneficial.  How would you explain that type of benefit ?... in terms of... what exactly?
Ran: First of all, I have learnt a lot about the English culture because we have been studying civilization and literature . Also, in terms of language itself, I learned a lot 

I mean , I improved my English  language and now I feel at ease now that I have finished my studies I can read in English. For example, I can watch TV and I understand especially news BBC channel... and I understand especially the news I understand . It is something …I mean I  feel the outcome now that I have finished my studies.

R: And how would you describe that outcome?

Ran: I mean I’m happy because it’s something new because before coming here, before starting  my studies in English I was more .. French was more  the language I used a lot. But now I  feel better even  in English Now I have Two, two languages.  I am open to more…to other sources. I can read in English especially now that everything is written in English. 

R: Sola …?
S: I think that  my great challenge was to try to think in English rather than think in French then translate what I used to do when I was a student. But now... with the Chinese, the Taiwanese that I’m working with, I discover now that I do think in English (stress). After four years of….of… hard studies and ... I come to the conclusion  that I finally started to think in English that  was my...the hardest thing it was the hardest thing for me  to start to think in English. It was the hardest thing for  to think in English.
R: Yes…

S: …
R:  You say you can think in the language English read probably write  You can listen to the media…You can understand.   Part of it is skill development part of It is knowledge about the culture etc...  Was it your objective?  Did you think about it in the same way when you started your studies?

Ran : No, personally because when I entered here  In my first year I was not aware of the program. I did not know that there were courses about civ. and literature; I thought it was just language, English language.  In the second year when I discovered that there were courses about civ and literature, it was great! I was more interested in carrying on my studies

R: And Sonia? 

S:   Same thing… because since my childhood I was interested by literature and civ. I used to read  in French but when I started my English  studies  I t was a revelation for me because new language, new books, new information…(intonation rises ); new information, new it was new. 

R: …everything was new…

S: everything was new and everything was amazing. 

R: Despite the newness…..As you moved on to the other years surely…. course content became more precise etc. At that stage when you became aware that every module had a content etc.., did you set goals for yourself or perhaps not in year one when you were busy learning the language and improving your skills but  from end of year one onward, did you start setting goals, objectives …?

Ran: Personally yes! Since my second year  To specialise in literature. 

S: Yes same thing for me especially African lit. 

R:Yes, you were interested. So what did you do…Were you aware of these objectives? From year one onward... When you discovered civ and lits, you started to set goals and started to work towards those goals ?

Ran: For me, it was in the second year I was fascinated by English literature and American lit… I started reading because I was reading I had been reading before entering here in French but in the second year I started reading English novels poems everything about literature and now I mean,  until now,  I’m still reading, I haven’t stopped especially literature  Civ; OK  but but especially lit I was reading novels  read a lot  a lot .
R: Are you telling me that your reading was…? 

Ran:… … contributed ?

R:  Targeted  or targeting  a certain amount of knowledge 

Ran:Yes, it helped me first to improve my English. Because speaking for myself, my English is more than 50% due to my reading because I read a lot and It was also for literature it was not for language itself but I was also for the sake of literature. I discovered many styles many writers and differences between them I tired to link the writers to the historical backgrounds. I try to link lit. to civ. to understand better the subjects. 

R: Did you have the same attitude tow the thre lits?

 Ran: yes      

S I was and I am still interested in AfLit. 

R: Did you also  set goals 

When I started to learn Afr; Lit in the third year  I decided  together with Rachida to pass the examination and she said to me I will take Am Lit I said to her we decided to take the Magister examination I even creat(ed) a shirt with the name of an African hero

R: What do you mean you created it? You knitted it embroidered it?

S: I painted it 

R: OK.... When you were given the course content in the literatures etc.. 

     Do you feel now that your expectations were met?… Did the course satisfy ...helped you to meet your goals?

Ran: To some extent ,yes Some of them 

R: You ‘re not telling me what exactly you learned 

     In what ways your studies contributed to the development, the change ,the type outcomes you have reached so far? 

Ran: As concerns literature? 

Ran:  As concerns literature? it helped me to understand people Yes, English lit.

           It has to do with OUR society Algerian society  I t helped me to understand people , Algerian society.It helped me to understand people, now I have another vision of society that I didn’t have before 

R:      kind of human dimension All the three literatures or just English lit.?

Ran:  All three!

R: OK

S. In my case To understand myself rather than society  because I think that …every part of me was present in every book I read ...Ya  I find myself in every book especially African literature 

R:  We ‘re talking about lits. What about the other modules, ... What about the other modules ,their contribution?

Ran: As concerns linguistics.. especially  sociolinguistics, I like that module ..that part of the module because it helps me to link language, its use in our life , I’m not just seeing lge as something  a subject... its use in our life  it helped me to link language and its use in our life …It has an influence on society and society has an influence on language. 

R: What about the theoretical aspects of linguistics? All you learnt about language, Would you have done without it?
S: Theory is… 

R: Not really  your cup of tea to boring? Other modules…There were other modules DD ? Psych peda ? 

R: So You said you read  a lot ..You Sol,  reading helped a lot ?You think You read with ease? 

S: Ya. 

R:   What about writing then ?

S: I like writing. 

R: Do you do a lot of writing? 

S: I prefer writing than  speaking. 

R: How easy…  How confident are you with writing ?

Ran:  In my second year and even In my first year; in year 2 it was difficult because it was something new but now I feel I write easily.
R: You think you …
S: I love the module. 

R:  You studied it during three years. You think you learnt to write, but you write in the other languages. 

Ran : I think reading helped me to write. 

S: I prefer writing to speaking. Writing helped me to write.
S: Writing helped me to write.
R: Writing that helped you to write  so two different. 

Ran: Because when I read, I don’t just read to... to get the meaning I read to get the meaning of course but when I read, I stop at for example every sequence or at  every sentence that attracts my attention I mean that I like and I try to..... learn it;  not to learn it by heart... .when I write, unconsciously, I find myself using some... words, some sentences that I have probably read somewhere, but I don’t remember I know I have read them somewhere. This helped me to write and I think my teachers of writing, not only teachers of writing but in literature teachers appreciate my writing  style. Reading contributed a lot. 

R: But reading is one thing and writing is one thing ; surely you have created something.  

Ran: I’m talking  about style; I think my style is...owes  much to my reading. But of course in terms of organisation and....we learn to organise work, and write an introduction, what the body contain and conclusion; these things... these aspects of writing I learnt them in the writing module talking about the style I think my style owes too much to reading unconsciously.
R: This is interesting.  you, S ?

S: Contrary for me Its’ the writing that helped me to write.
R:  to write or to read?

S: To write, because I feel at ease when I read in English even ... the first year when I did not know much a bout the language  and because I used to read a lot in French  and for me reading is the same in any language.. We have the same structure, we have  the  same...reading is the same for me really. It helps me to read in English and to understand. The difference .. the difference is...  that I don’t read to pick up SS or vocabulary  but I read  only to understand only to get the meaning. 

Ran (wants to  react)
S: ...myself I read only to get the meaning, but for me it’s the contrary; I read only to get the general meaning I do not focus on every word or every sentence; so I read only to get the general meaning not the meaning of the book , or text.
R: So how does writing contribute ?

S: writing It comes slowly, in the first year I did learn a lot with my teacher.
R :About what, what did you learn?

S: About how to write,  how to write letters, how to write paragraphs, how to resume, how to write essays and together with lit modules,... I used to write a lot because they asked us to (R: teachers ?) to write essays, or to write  para , how to resume , even in the lit.

R: Did you have assignments, reading assignments; I mean whenever you had to  read novel or a short story s there were specific tasks to do afterwards ? 

S: Yes, teachers asked us to ...

R: Did you do that regularly? 

S: Yes  I tried to do them regularly . And  in the second year I learnt a bit more. But  in the third year it was the  revelation for me. 

R: What was revealed to you in the third year?

S: In the third year, I discovered that I love writing ....because in the third year (T) obliged us to write a lot, to write a lot ...and I consider myself that I am a bit lazy for the homework ...but when (T) obliged us to write regularly when T gave us tasks to do at home, so I obliged myself to write,  write and  write myself; and then I discovered that ..

Ran: For me I was writing for pleasure, not only because it is a task. I mean since my childhood I liked writing , it was in French now it’s in English I love writing. 

R: OK...and so ... and this  the  enthusiasm for reading and writing (you R)and for writing (and R too you S) has it been on or has it been interrupted I mean  has it been   the same across the years, across the four years? 

Ran: Yes, for me I think It’s been the same. 

R: If you had to express in percentages the contribution of Rand W to your success,    to your successful completion of the degree. What is the proportion? In terms of reading and writing, the contribution of Rand W? 

R: They  contributed a lot  Reading I can say more than 50% because I read a lot. 

R: And writing ?

Ran: Writing yes... even writing may be 40%, may be more. 

S: For me, It was an evolution; I started first by reading a lot and was not interested much by  writing but then when I discovered that I loved writing in English. .. I precise because I used to write in French so I.... think that  about 70%writing and 30%

R: What about the contribution; I mean the way these two activities (R&W) helped.... you to complete, successfully complete the degree course  ... how much percent?

R:    contribution helped. 

S: How much %?... 50%.
R: What about the other 50%, what  else contributed to your successful completion of the   D.. course? 

Ran: Teachers, (S: yes )
R: What do you mean by teachers ?

Ran & S: courses  we got. 

R:  You mean the input ?
Ran: We mean the input and (S: our own contribution ).
R&S: Yes the inputs ..(thinking).And our own evaluation /contribution.
R: What about listening and speaking? 

Ran: listening... listening  for me unfortunately I did n’t get... enough there was not enough. Two hours it’s not enough ... only the first two years I tried to develop listening by myself and ...  I watch BBC a lot; at the beginning it was very difficult, I could not understand but now yes  I think after three years I... 

R: During your studies, was listening  a sort of problem; listening to what teachers say 

R&S : No, No, 

S: I learnt much from listening than from ...the other sources. 

R: Now can you describe... Can you put yourself in the shoes of the D. students you were or you have been and describe a kind of... week study; what did you do from  sat. morn. to thursd. morn when you were studying? Can you just give a description of your schedule; you came to lectures tutorials and then...   What was your timetable ?

Ran: Here at the university,  it’s just the courses, I mean lessons... I mean I don’t , speaking for myself, I do not go to the library because... it takes time to get a book   and I don’t want to lose my time... but I use other resources out of ...outside; for instance the internet, but also encyclopaedias, books I read a lot ....books about everything not only lit books about civs linguistics any book...

R: Why would you use those sources?

Ran: OK... Partly for my studies, for example when we have a task to do at home  I use them to complete the task.  But also for myself because I have found  now that I am looking back to my four years, I find that I read books which had nothing to do with my studies. Just reading for reading I mean ...about many things ...about science and I think it contributed in a way to my studies without my being aware. 

R:  Right...Any connection with your lectures or your assignments...I mean when you were looking for sources on the internet? 

Ran: Yes to complete tasks. 

S: Same thing but most of the time I relied only myself, on my own knowledge my proper knowledge. 

R: Where did your proper K come from ?

S: (Laughter).... form several years of reading and of watching TV, of discussions and debates with other. 

R: You mean you did not use or  dig out the material other sources? 

S: No, not much I use the internet and the encyclopaedias. 

R: What about the library? Any work at the library?

Ran & S: NO ? Never 

R: And how did you manage to find the novels and short stories that were assigned? 

Ran & S: Buy them , buy them. 

S: Because I prefer to read books not photocopies. 

R: And any work at the library.
S: Never!

R: Never, no document from the libr.

S: 

R: Why not?  Strange as full time student you are expected to use the libr.faculty or depart library?

S: Unfortunately our library. Is not a real library. 

R: So you came to lectures what about the afternoon when you were free, when  finished your studying here.
Laughter...
R: I don’t want to intrude your private life; I mean the week schedule regarding your study work. Because  part of it takes place in the class room here or at the library part of it in private; just say something about private studying. 
Ran: First...First of all I tried to catch up with my lectures; if I have any tasks I complete them. I try to complete them  in my free time, and the rest or my free time...  I do other activities... like watching TV but this is not our concern. And I read something about... just for pleasure, I used to do that. 

R: ...Well, during the  ... When you were in class, in content modules like civ, ling and  lit. you surely took notes (R & S:Ya). What happened to those notes then...during private study? 

Ran: I revise them first... I try to... I try to link  them with other... I mean when I read from other resources I try to compare my notes, try to complete some gaps; because I don’t take everything that T says I select and I try to organize them in...I try to create, if I may say so, my own lessons... from different resources to make it easy for me to revise for exams. 

R: OK, so you don’t wait till the exam to do that kind of job ...and you S?
S: I wait till the exam... (Laughter) .
R: What happens or what  happened to your notes ?

S:  Oh! I stock them .
R:: You stock them, and then ?

S: And I use them only when it comes to examination ... (Res: So you...) (S a more serious tone) because I have a great capacity to stock information in my brain .. and I only ...look on the notes... only  for the dates or for the names or for ...

R:: If ever you find gaps or you find incomplete notes, incomplete sentences , what do you do then? 

S: I try to complete them with my... only with my feedback, (Laughter) I would say.
R: Do you succeed in completing them , did you succeed in completing them? 

S: Most of them yes, but when I...I... found many gaps or many passages because ...(tone lowers) I have to say that I din’t I wasn’t ...I mean the courses of the afternoon... I did not attend them ya.
R: Were you working ? Were you on a job or...     S: No I just did n’t. 

S: So, I wait for the copies on R. from... laughter    R: OK She helped a lot. 

R: OK, we’re going to anticipate on the last question because you said that you didn’t wait for the exam, you did this work revising, completing etc...quite regularly , dif it pay for the exam that you think back at it what is your feeling? 

Ran: I think it helped me,yes. 

R: It was rewarding. 

Ran: Because before the exam I haven’t...  just take my notes and look at them to catch back the meaning, I have just some kind of... leading notes, if I may say so. I haven’t to read again and... just something to remind me of.  

R: Would you say that you were confident before the exam? 

Ran: Yes.
R: And you S?

S: Ya.                     
R: You... were confident, too. 

S: Ya, I was never... I was never  afraid.
R: You were confident. 

S:  Ya, before an exam.
R: OK, so when you did this revision work or whenever you re-worked your notes  did you have... in mind any idea about... the essential thing in these notes, or in this input from lectures? For example, did you ever anticipate on exam QQ? Whenever you revised your notes, you  completed them etc... What did you have in mind? Why were you doing  that?

Ran:: Just to get them in ... because for me each lesson has  something which is...has a meaning  a central meaning I focus on that central meaning and then I mean  the details came after. Each lesson I try to focus on something which is the main important ideas of each lesson   Then in the exam I have just these main ideas; when I have the question  I try to ... I mean the details came.  

S: Most of the time we try to guess what will be the question. 

R: Try to Guess.?..Oh  hang on! (S: laughter ). Was it by asking people and teachers, no you couldn’t do that but I mean regarding your work, the input, the recorded input, that is your lectures notes the type of work you did...   

S: (Serious tone). In fact,  it was by observing the teachers, because some TT did focus on ...on certain tasks, or certain subjects... others not,  so teachers which ... who (apology) showed that they are interested in this... or  that... so we try to guess according to his or her interest .

R: Same for you ? 

Ran: I think no!  For me, it is more...it has to do with the course itself.  If I look at the lesson I already expect the question sometimes it is the question of exam but  sometimes it is not. So, I try to divine the question from the content others are just details we cannot develop in essay. 

R: You would somehow assess content in terms of importance.. Did you always have this in mind, potential QQ potential exam QQ in mind? 

Ran: No, even if I expect a Q I never work on it. 

R:  Do you think you have managed your studies in terms of frame of work?  

S: Managed? ..

R: Yes, management 

S: No, I don’t think so.
R:  A kind of daily routine. 

Ran:Yes, there was some kind of organization as far as I’m concerned because I am organized. 

S: I am not organized at all .
R:  Yes...Was your investment your contribution,  your style (week schedule)? Did you proceed in similar ways for all modules or did you have preferences? Did you privately study in one way other? 

Ran :Yes, there were differences I studied all modules to succeed and I did get good marks in all modules. I invested my  time all  in the module I liked of course these were civ and lit. 

R: And you S, same thing investment?
S: All my energy only on civ and lits because I love them. 

S: No, but I read a lot.
R: Surely, all the information taught you info, something else? Was it only information or anything else?
Ran: information partly info but also behaviour it helped me to understand myself and people  in especially these module civ. & lit., matters of language. 

R : Does it mean that you thought about it …. not a matter of rote learning ?
Ran: Exactly, I reflect on it; when I get information I just don’t stock or swallow, I always when I read my notes I always have my own perception 

R: And you S?
S: Yes same thing even ... I remember that we debate on many subjects me & Ran because we have two different notions & opinions. Whatever lit. or civ.are  and we …
R: You use the information to... think about, to learn from one another. 

S: Ya, and it helps us to develop our critical mind and... think .
R: Would you equate critical mind with thinking? Thinking? does that suggest anything to you?
S: No, thinking is one thing and hard critical mind is another thing;  we can think not all people have a critical mind and thinking.
R: What do you call critical mind?

Ran: They read a text and ok they take it for granted (S:ya!) this is what the teacher said what the book said so ok  ... it is not debatable, I take it as it; but for me may be I’m wrong I have this critical mind even with I don’t take what they say for granted I  always reflect on any subject m...  have this critical mind. 

R: So you think about it, you think about in terms of what?
Ran :Try to evaluate, find argument s...  to look at it from her own perception under another light  because everyone of us has his own percept.
R: can you give examples of a situation when you behaved in this way? 

Ran: I don’t remember exactly but esp in lit. when it comes to analyze a passage I  mean not often but I sometimes... I sometimes find that my perception is very  different from my T Tand...sometimes I debate  when T is tolerant I debate with him...  but when sometimes T is not tolerant (TT sometimes want their views) I don’t debate, yes but I don’t put his perception in my paper I always put mine. 

R: Can you illustrate with one example?
R: Last year in Year 4 (S:Laughter yes ) In AM lit.  In Great Gatsby for instance He asked a Q and (laughter) I put my own perception of the book  because T In the lesson he gave us different perceptions and I was not convinced and  in the day of exam I put my own perception. And when the exam finished. ..I discussed it with my friends and my friends said I was out of topic because I didn’t put what T said or what they said.  When he gave us the marks  I got the best mark. 

S: She got the best mark , ya. 

R: So, this T appreciated this sort of critical thinking . Do you believe that Critical thinking  pays ? 

R: Now, we move on to Q3 about study style. Your study style. What tasks were you most confident with , what sort of tasks  is reading?
Ran : Presentation yes , I feel confident and TT... not only TT even my friends ...appreciate the way I do my presentation. 

R: Did you do presentations? 

S: No, never!  R: Why not?     S: Dont’like presentations because  I don’t know why 

R: So, Which task were you most confident in? 

S: It’s when T asks a question ...I answer questions.   R: What else? Study time was full of activities, can you think of any that you were most confident with others? 

Ran: Write essays.  

R:  Writing essays …   any others? 

Ran : When there’s a debate in class I always join. 

R…: 

Ran: Not only in English, no even in my everyday life I like giving my opinion.
S: In my case, I prefer to debate with T or friends than to present (caricatures doing  presentation).
R: It’s highly personal.  It looks like that but…
S: I’m not organized .
R: Which task worries most? In your case S it’s presentation; having to prepare a presentation…. 

S: I always avoid it! 

R: And you R ..tasks that worry you most ?
R: In your case what eases the essay writing procedure ? acceptable essays. 

S: I feel free when I write essays I don’t know I feel free I can express myself without thinking whether right or wrong;   I let my ideas and imagination go on I put it on a paper. 

S: But format doesn’t stop me. 

R:….
S: I don’t know it’s by instinct; It comes alone. 

R: Did you care for organization presentation ?
S: Honestly, I did not care all my TT told me. 

R: I remember you managed to do that. 

S :
R You realized it should be done. 

S: I love writing content was important I let my ideas. 

R: You said you did writing before entering university. 

S: … 

R: What did you write ?

S: I tried to …
R: The tasks that…  what made it easy to do?
Ran: I have been told so, that I had a good organization at the end thy understand  I     explain well.
R: Surely this was not by coincidence you did something.
Ran: I never read from my papers  I just explain without looking at my notes. 

If I’m collecting information I try to be careful not to repeat myself for example not to show that I have collected much info select when I present it I try to link it to explain it in a context  to give examples from everyday life I always try to link it to some kind of context.
R: It’s not a matter of…. you select  info….you think about meaning. 
Ran :Yes, yes even the way to present I always put myself in the shoes of my students for me when someone is presenting I don’t appreciate someone who reads  from his notes. 

R: Essay writing ?
Ran : Essay writing I write easily but there’s something, when I start the introduction  it takes at least five or ten minutes to find the starting sent.   I like perfection may be it’s a problem  when I write, it takes me time when I write I always try to do my best to write a perfect essay have a problem in the exams, I always hand in a rush  it takes me time  when I think of the reader. 

R: Is it a problem of organization , finding information or selecting it ?Does it have to       do with …?
Ran:  It has to do with the way to present it to put the right words in the right place the right sentence in the right place, style …
R: Did it pay?
Ran: I succeeded to finish my essay. 

R: When you knew about tests you said you did not do much revision  ….you revised.  Did you plan any revision work.?  

Ran: Revision for me when come I revise I just go on them quickly I always have a paper on one side  with main ideas to look at them before the exam the rest comes later 

R: Do you anticipate ? As you are revising do you anticipate on exam questions?
R: Anticipate but  not to work on a question I want to challenge myself.
R: After the test Did it occur to you to compare between the kind of revision work and your… ?
Ran : I guess write, sometimes it does not work. 

R: But you said you were selecting what triggers your selecting procedures ?
Ran: According to importance. Sometimes, we have ex illustrations, I don’t revise them. In the day of the exam , if there’s a question about them, I have the main idea , I have it  and the examples , I just do them myself.
R: And you Sola?
R: And you,...  S...

S: When I come to revise my courses,   I generally resume them (R: what do you mean resume , carry on ? S:  sum up. R: Summarise). I try to sum up my courses  I.... am not organized so I don’t , didn’t decide that this is the module which....will give me two hours ..  I mix up... all the modules and I try to sum up...  not all the courses but the courses that am interested in   (R: What do you mean; modules? lectures?  S: lectures ) I only sum up the lectures I am interested in only the lectures I am interested in.
R: Like ?..... Af.lit? Only ?.

S: All the lits and civs and some...of  linguistics ... I don’t like linguistics. 

R: In your revision do you (as I asked before ..) you ever anticipate on possible questions? 
S: I used to do this during all the studies. 

R: What makes you guess  pushes you to guess.
S: My observation, I observe the teacher’s his or her  attitude towards certain themes or...

R: What do you mean attitude?
S: Because we have some TT who focused on one theme, rather the other so U I tell myself : Ah  this T prefers this kind of disc or the other kind.  

R: Any other clue that helps your guessing ?
S: I ask the former SS... Ask them (laughter) what sort of QQ... and..did a sort of mathematic ... rule;  if the T used to ask  and I select the possible Q It depends on the attitude of the T of  his former QQ.
R: What about your notes?

S: My notes,  yes the content of my notes, the theme I do prefer... I am a person who focuses most on  a lot on her feeling. 

R: Were your guesses right ?

S: ...I ...would say 70%.
R: Ok. Last Q was about whether you think that the type of relationship you had with TT contributed to the way you studied.  How important was this  relationship with TT?
S: it was very important for me. When I have good relationship with a T, I  generally love to work,  to really work,  put all my energy to try to really assimilate and  to really understand to give back T a good paper. 

R: What would you do to assimilate for ex, apart from being attentive during a lecture?

S: Debates.  

R: does  that help you a lot ?

S:  Because I like when T give me an importance, I like when T  yes do listen to my opinion... even if I m wrong or right,  I don’t care but I do like when he give some  attention. 

R: To what you say, to what you do your and you R?

Ran: Yes, this Q is very important because when you feel at ease you express a thing ...or  ideas you don’t care about the others we’re wrong or right its not the point.. just to express ourself,  have a chance. 

(Interruption)

R: So what in the T’s attitude do you think would then somehow ... motivate you? Is this motivating? 

Ran & S :  Highly motivating. 

R: For instance, TT who opens debates,  debates just for discussion and even if we are wrong because were not always right, we are here to learn he corrects of course, but just the way  he (R: or she ) corrects us,   just the way he does (R: or she ?)  corrects the SS... matters because when you tell someone you tell a student you are wrong and that’s it he will not will not engage in the discussion but when we are listened to and we are given importance you feel that you exist and you contribute to something so we are.. motivated. 

R: When T responds... favourably to what you say  or even unfavourably ? 

Ran: No, when he responds at least says this is right or this wrong and explains   and explains why this wrong or this is right not just giving orders not.
R: Do you feel that many TT do that listen to SS, notice them ?
Ran: not many. 
R: Do you have any idea about your fellow ss less successful fellows attitude to this reaction… it may discourage? Is it important in their eyes too?

Ran: Yes, I know some SS to whom T responded harshly and since then they wouldn’t participate at all. 

R: Did that influence their study style? R & S: Exactly, they wouldn’t attend at all  Not attend.  

R: Harshly, what do you mean? 
Ran: I mean some kind of... I don’t know if I can use the term  ...humilation some kind of superiority on the part of the T and I think this kind of thing shouldn’t exist. 

R: How many TT in % in that category who would neither notice nor listen to them? 

And... what is more ...put them off? 

Ran & S: More than 50%.
S: What is important is that when a T give importance to S outside the class. 

R: Unfortunately, we never have time to do that;  not many have time to do that. 

S: I find the time to speak with TT outside the class; I have kind of friendship with my TT.
R: Ok. You really have to go to them with their weekly schedule, they can’t stop in hall and talk to SS .. .. would you say that part of the others’ failures,  other SS failure would be due to this T/SS relationship? 

Ran:  Not really there are other factors, because  other factors which contribute. 

R: What other factors have you identified or have they identified ? 

S: The students themselves... (R: What do you mean?) because most of all are not interested  or  motivated. 

R:. Would you say that you are highly motivated? 

Ran & S: Of course  YES !!!
R:: What is your definition of Success? Last Q. 

Ran: Success for me is to learn...  to learn  how to learn. 

R: Ah ...and did you feel  you have learnt how to learn? 

Ran: yes,  to some extent yes.
R: Would you say that the course taught you to learn how to learn? 

Ran : Not only the course, everything the course,  the teachers, my experience during the four years. 

R: On the  difference between  learn and learn how to learn ?
Ran : I think learn  has to do and learn how to learn learners’ has to do with SS motivation and self reliance.
S: For me, come to understand oneself through the studies .
R:  What about learning how to learn?  

S: I come to learn how to learn I am still in the process of learning ? What do you     mean 

R: Your def of failure study failure. 

Ran : When you fail and we don’t try to if I may say so set on our feet again cant stand on our feet again. 

R: Your definition of thinking? 

S: It’s large.  

R: Thinking in English. 

S: I come to think in English. 

R: When do you think in English? 

Ran : I do think in the language 

R: You have managed to do so. 

Ran : I’m tolerant to others’ culture. 

Inerview ended here . 

Ran had to leave. Sol and I continued but I switched off the recorder.

Sol took up a point about other students who, according to her, are to blame for their low achievement. Her arguments: “il n’y a rien qui les intéresse, ils trouvent la litérature trop compliquée’’.
              Appendix 5:Interview with  Bedi and  Nelou
Participants are former year 2 students  now year 4 : Nelou  (N.) & Bedi (B.)
Interviewer : researcher (R)
Venue: glass room 

Time: 10:00 (10 03 07)
R: One major Q. has to do with your motivation

Then we’ll talk about overall content; whether it met your expectations, whether 
it did not, whether you feel you have learnt anything, …you feel have developed 
in any way. Third major question about literacy skills; your reading & writing  capacities, what you can do as you read and write.  Last major question will be devoted to your perception of success.
        …..
R: Your incentive for the course?... How did you decide to follow English studies?
Nel: I like English  it
R: …What do you mean…? You like the language?
N: I like the language and  when I was young I used to get the best mark so even the teachers advised me to…
R: Study English?
N: Yes to study English.
R: And you simply followed their orientations?
N: Yes.
R: Bedi?
B: As for me English is also…I like the language. It wasn’t actually my first    choice…Because my Baccalaureat was scientific, so I wanted to take something more scientific than  the language. I did not think about literature. I even started to study dentistry, then I just switched to English. And English as  a language I had  When I started with English it was a good experience and then  I’m kind of   managing in it so.
R: When you say it was a good experience…?
B: I studied English since six year elementary school. I was in the United States, I studied for three years, I kind of liked it very much, so  I got very strong in English then when I came back to Yemen, I just continued in English, I did not go back to Arabic or anything…So, It kind of  stayed with me since that time.
R: It was a kind of attraction for the language..
B: Yes, you know, my life before the English language it was… kind of… restricted…now with another language... it’s…more …like…. more ….diverse. I can understand you know more things… like …you know, before when I used to switch to an English channel or something on television, or hear some English conversation or something like that I kind of understood nothing and now of course it’s…its  more easily.
R: It’s another language you use…
B: It’s another language that I use…that opened more doors for me to…understand more things.
R: OK…You Nelou?
N: Because it’s easy…another reason it’s easy. When I study English I success
R: When you say it’s easy….and I was still attracted Is it in comparison with a scientific subject? Did you say one day Ok although I like scientific subjects ….?
B: Actually, it was more complicated than that …I actually studied one year of dentistry in English…that’s in Yemen and then I came back to take second year directly here in Algeria. So because there were a lot of difficulties…and the language was French I had to repeat the year again in French and … since  we  don’t cling together so…Anything that had to do with mathematics is…a bit complicated .
R: No regret…?
B: I liked it very much even I was succeeding in it in Yemen….my scores became the third in Yemen…
R: Our question
B: even English is very attractive 
R:  Yes, and in terms of easiness or difficulty, Nelou?

N: I’m not good in scientific subjects and mathematics, I’m not good at all.I’m betterin English, In languages. Somehow French and even German… I used to get good marks So…
R: Yes?
N: I told you I like English very much …. So I decided to study it.
R: Did you have any specific purpose in mind ..?
N:…
R: I was just trying to highlight the fact that E studies was a second goal...
B: Actually it was not French .
R:  Once you decided that you were good at languages, did you have a specific aim in  mind?
N:I knew that English is the most important language in the world.  It is spoken all over the world and…  I knew that  it’s a language that will be needed I will need it. 
R: When you started the course (interruption…) when you undertook studies for the course when you met teachers, when you became informed about so I aware of the course content. 
N:Yes, I expected to find new things because in the lycée we studied it in a simple way
R: You had the intention to specialise master it…….Did you anticipate on any other specific content?
N: I have chosen English, so I expected to learn more subjects.
B: As for me, I did not expect to have any Arabic courses since I left anything that has to do with Arabic since the sixth year elementary school I kind of had a lot difficulty in grammar Arabic grammar.   So mostly we had to take linguistics… Mostly  it was grammar (repeated). I did not like it at all I had that elementary level in Arabic. Actually I got 12.5 average for the year and this made me go to synthese  I had to go to synthese 
R:Would it not have helped you fill that gap in grammar?which is  your L1?  Is it  your first language ?
B: Yes, of course  it is my first language and Iwas very good at it at that time when I was going through the courses since I abruptly stopped I had to come back after four or five years the courses that I had stopped them were the most critical courses.
R: How old were you when you stopped?

B: I stopped I think at thirteen or something like that and I came back to it when I was seventeen or eighteen. So it was difficult for me even though in Yemen I went to a private school studied anything in English but we still had to take the Arabic language … I had to manage…work my way through it …I just finished it with  minimum levels  I also   after I’m to scientific subjects It kind of discouraged me .
R: It’s not your cup of tea .
B: Ya.
R: Something worries me; sorry to sound persistent but  since you felt that you had a grammar gap ..Why did you not seize this opportunity to fill that gap?

B: Actually, it was so much that had been missed. I missed quite a lot in Arabic. The four years I had been in USA plus the years I studied in Yemen also  I studied lightly, just tried to work my way. Not tried to pick it up again .
R: Is it because you did not want to invest much more time or because you couldn’t invest much more time?
B: Mostly I didn’t want to because I was not that interested. No offence to  my mother tongue. But knowing that anything that has to do with Arabic actually… or most  things they are not that…have not that much bright future… In Yemen I know that someone who studies literature would be a teacher, may be in school or at university and…my ambition is slightly more than that. 
R: …When you became acquainted with the content of the degree did you feel …

B: The literatures I kind of expected them because actually my father, he studied literature  In addition to another subject, he studied politics but English lit. was his first choice. He loved it very much … He talks me about it he kind of helped me choose this subject. He did not like influence me that much.  But he gave me the headlines. 
R: So you were quite happy to know that there were  a lit component in the English Degree? 
B: I expected it from the beginning because my father told me about it … so I was not that surprised … I did not expect the Arabic language …
R: All right, was it easy to go trough?

B: Yes it was kind of easy not that much easy but acceptable. 
R: Were you interested really or did you feel you had to do it?
B: Mostly, I am interested with anything that has to do with the language itself. Lit. mostly is like history .
R: What about civ?
B: Civ. I liked. 
R: Civ is like history isn’it?
B: Kind of a narrative story a long story not like lit. subjects with strict rules.. As for me I like listening. 
R: What about the other component the language component etc….?
B: Yes, linguistics, I liked …mostly phonetics. Phonetics I liked it’s more scientific the linguistics and the phonetics .
R: It looks like the thing you like …So you were interested and ready to put the necessary effort?
B: Yes, like that even though my marks reflect that in the first year I think reading and may be linguistics are higher .
R: OK Nelou..? 
N: For me, I like the other modules phonetics I hate I was not good.
R: Why did you not like phonetics? It is supposed to help you.
N: Yes, I know that but it is a kind of scientific thing. 
R: So in terms of goals, your own aims…when you became aware of the content what  aims did you set for yourself? Did you set any specific aims?
B: I will start with that. I tried to choose whatever suits me best and whatever I like also not forgetting the opportunities of jobs maybe the ministry of foreign affairs and also payments.
R: Salaries. 
B: So teaching was there… teaching for me.

R: Very good, now across the years …did you control… monitor your progress? 
B : the first year a general year I even I put in my mind I can not specify I will pass it   then in the second year subjects are more clearly specified  you know where you’re going even though they were not that much. They weren’t so explanatory. But the first year we had lots of subjects we studied then in general They …

R: In terms of what ? Were you expecting it to be more specific? 
N: No, because I expected the first year to be general. They show you what you are going to study like a general aim.
R: OK. You have this general aim. Did you set any specific aim as you were moving across the years  Any specific choice? What aspect ? Perception of a general aim?

N: My first aim was to study English so whatever comes …
R: What about year 2,3 4? Same? You had an idea  that was enough for you to foresee the aim. Were the aims clear? 
N: But In the second year I realized …we started to study lit and civ. The first year it was simple,  in the second year it started to be more and more …I wouldn’t say complicated but… 
R: So, how did you perceive that  complexity?  How did you react to it? 
N: I said this is what we should study in English I liked lit most. 
R: When you were given the program, a description of the course  were the aims stated or did you have to work them out for yourself? Did the course description contain specifications about the objectives, aims  of the modules …?
B: Some courses we studied If I understood your question right.  Their name, the actual name of the course has actually I think almost no relation with what we are   studying. I don’t know if it is because of the teachers (Nel :Its  sometimes the teachers). But I think mostly it’s  because of the teachers. For example, most of the time we have courses which require a lot of explaining and better explaining may be better content of the subject.  Most of the time we have  teachers just dictating  and giving us things which are kind of shallow on the subject  so we kind of  find ourselves  in the place that we don’t know where we are, where we start in the  specific subject. So I think it’s due to that.
R: How did you react?
B: We cannot say anything about this. 
R: I Mean with yourself. 
B: Myself I understood that since the teacher doesn’t know how to express his… I mean  …the teacher has lots of  knowledge on the subject but mostly it’s I think because  of the that way she or he explains and since T gives whatever… You  know it was just take and give. So, we just knew that we had to take what was given to us and give it back right a way and give even though it’s not right but in order to pass. 

R: Was the situation like that in all modules?

B: Not in all modules of course. Absolutely not in all modules. We had some wonderful teachers. I even have in my mind even in civ. Subjects. You know I did not have them in mind or I was not that much interested but I became more interested.  It’s how T forwards his subjects. How the teacher presents the subject can attract the student and give a body to the subject .
R: Do you have the same opinion? 
N: Since we are interested mostly in the  marks (B:Sadly!) I like to study more and more  I come here to get my license sometimes .
R: Talking about this perceptions… When content is clear and  consistent with the title  you could probably not know where you are going whereas when it is not that well taught  you would sort of just take and give back according to your perception of good teaching. 
N: No, It depends on the teacher. If the teacher needs  you to use your mind, your…For example ,I won’t give you 
R: Just in general, ex. of  situations rather than people. 
N:There are some teachers who tell you we don’t want you to give us what we gave you . You use the information we give you…  in your own way .
R: …

N:You think and you use more… 
B: Yes .
B: Teachers who are against give and take so it’s actually more interesting you take, you perceive and  then you use your imagination you fabricate and you give back something of your own production.
R: Creative  .
N: I like to use this method in all the modules.  But there are other teachers who like kind of  like heart learning just give him what he gave you.
R: Rote learning? 
B: Summarizing .
R: No learning by heart. 
R: In this case, two kinds of situations; we are talking about your experience, was it across the four years ?

B: Yes. 
N: Yes. 
R:So, two situations: a situation  where even though the module was interesting, it was, perhaps, not taught according to your expectation. 

N: You’re obliged to use … to be like the teacher. 
R: Info. that T gave. And you have the other situation in the way you study what happens exactly? How do you study for this module and that module; I mean in the situation you don’t like TT want you to learn info and give it back;  where TT want you to be more creative. Let’s talk about the undesirable situation what do you do then? Think back your working scheme in a week? What happens to that teaching you had,  you forget about it? 
B: Mostly  speaking frankly,  most ss… when they attend and they don’t like the way the teacher It’s not that they don’t like ….because    some ss may not like even the right way of teaching I’m talking about those the wrong way those who can see the difference  some ss do not attend they say I’m not attending because staying there is a waste of time;  when the exams come they photocopy then we study and we get the mark because we know that the T wants only the text. 

R:? Your explanation?
N: Same. 
R: Similar … 
N: Since the T wants you to give him back what he gave you most of them make  photocopies  then we…
R: So, you never read them. 
B: This is as for me may be,  not most  …but also some others. There are ss who are…let’s say… obsessed about getting… the best marks they can have ….  It’s not they like, not like… they  hate to read but they read to get those marks. They just  attend  no matter how boring the class is ...how  the teacher acts they just attend they write like a machine Then they go home they… put this in their mind… and when the exam comes this is to pour it. 
R: What about you then? Do you do the same (N&B).. Or is your way of handling the  situation different. Is there a difference when you say the others,  you include yourself, you do what the others do?
N: I’m not the kind of learning by heart; I don’t like it ? 
B: As for me, also the same, I do not… anything that  I cannot understand… I cannot learn or I do not read .
R: When you don’t understand, what do you do? Do you do anything about it ?
B: Mostly… I try to read… and (N: try to understand it )I try to understand it  as much 
     as possible and try to come out with… something no matter how small details. 
R:You just look at what you have written under dictation ?
B:Yes, I kind of read it again as  a story, try to  sum up the information that I have  and… knowing how T will give the QQ, I concentrate on certain aspects…;  and also looking to some previous test questions,  so it kind of helps us .
R: And you, Nelou? 
N: Yes,I read and  read again and try to understand then I …
R: Do you also anticipate on test QQ,  what T will give  test QQ?
N: I try to know what he gave last year or ..
R: You ask the other ss?
N: Yes. 
R: Content under dictation. 
B: Of course marjorly because we ask SS and secondly we know what T wants. We ask SS and we know that T during five years time…..
R: Does your guess come right all the time ? 
B: Mostly It’s like a book that is printed sadly not changing. 
R: Now, the desirable situation the one whereby teachers explain give information …….So what do you do in class, out of class and in prep for your exams?
N: For the class I have to attend all the classes because each time the teacher gives you things that you have to keep in mind that you will  not find in any papers. 
R: So this is the other situation .
N: Yes, desirable one that I feel good in .
R: OK, very good, carry on .
N: Because T may give you things  that you will  not find in any paper.
R: What do you mean “in papers”, what papers? Things we are not…?
N: It’s like philosophy ,  things we are not ….
R: We are not not…. accustomed to?
N: information that are not …
B: Some explanation that are from his own (…R: mind?)…perception or his own mind  that we cannot find as concrete information on books or… at the internet or something like that may be  … he’s got it from the internet and most ss do not go to the internet some girls mostly they cannot have access to internet or something like  that   ..so… they use this information so they attend the class to acquire  this  information.
R: B! it can be from the internet or from books or it is  with  his own training …
B: From books yes,  Or his own opinion yes of course … like that. 
R: All right , so you know with these TT you have to attend. 
B:  Euhh (looking at Nel)… She said you have… it’s not that we have …  we are obliged to (N: because I like )… we want to (N: we want to ) because there is a difference so S wants to attend , and S is interested by this class and… even though, as you said, after this week of process  how do we go home and…  some ss are interested in some aspects of … of …for ex  certain points that is mentioned in class or something like that …without the teacher saying that or mentioning that they go and look up for this point  and…may be read about it. 
R: Where do they look up more  for this point ? Where do they look up ?

B: They look up in books,  encyclopaedias , and  the internet 
R:…And you do that B ?
B: As for me , yes I do that… anything that interests. 
N:Yes.
R: N? and you do it on a regular basis? 
N: Not really. 
R: you B? 
R: Today  for example, you re going to have such classes,  what do you do in the evening ? Take up your notes again  and try to…
N: Yes. 
B: For that interesting  (twice) subject that we took in our class. 
R: You try to read more if you have available books ?
B:  And… Excuse Madam, even  though…even if we will not… revise that subject that  day  we have anything… for ex  that distracts us from revising … which mostly happens.. TV and something like that … that thing that we or  that subject that we took in the class that we worked (R: you mean the notes ) yes the notes or something like  that  in class actually stay (N:yes) in our mind. So you come back strangely.. the second week after a week that has gone by and  you find out that you  still  remember this kind  info… unlike the undesirable sit. That we just dictate you know T crams at the most .
R: So when you feel that  it is still in your mind that of course  helps you to follow the new topic or the end of the topic .
B : Of course yes .
N: Yes and Even T. he, each time  brings you a new thing. 
R: But Surely even though…I mean you say It stays in our mind  …  Don’t you feel you need to keep it up ? you need to do something  in order to keep it up to understand better? 
N: Of course I write it down in a paper but in my own way.
R: OK, you mean you don’t take notes… you take your notes but you take what you 
     want  I mean you’re selecting . T is not dictating She  is / he  is explaining .
N: He is talking and he is giving you (stressed) what is necessary and you are the one who is supposed to write down in your own way.   
R: S you choose.  You kind of select.  You are your own master as far as note-taking is concerned You take things you understand you take down notes related to facts that you think you understand  (N:yes of course )…  that you think  interest you OK?..Then …What happens before the exams then Do you anticipate on QQ?... what do you do? 
B: Mostly  (N: mostly yes)…Of course we anticipate on what kind of questions will come but mostly we feel at ease with the subject because (N: we are not afraid) we worked all the time…, what we have in our mind is there and what we studied is  we liked… we liked it through the time so.. it’s not lost so when the time comes of revising for the exams come s When we revise we find l that the information is there it’s not lost. 
N: Yes,  It’s not lost; When we revise we find that the information is still there
R: What do you revise ? (three times!).
B: We just  kind of read it up again the whole thing. 
R: You mean your notes ?
B: The  notes, the  summaries and things like those.
R: What summaries?
B: the summaries that are given by the teacher or also  summaries that have been done by us .
R: Also, I mean when you look up things. Things you look up…
B: Things we look up some other or even sometimes T. gives us certain texts…,  we summarise these texts, and we kind of feel at ease and we are ready for any kind of question. Sometimes we don’t ask, we ask about what Q will come  but mostly we are at ease no matter what the question, we feel we can answer it because we have the right info. 
R: You’re confident Nel?
N: Sometimes you are asked to give your opinion. We like this kind of things, because we are involved we feel that we are subjective so……

R: You feel you that you  are useful that your opinion counts for these TT.
N: I feel at ease when I’m expressing myself .
R: OK…What about this revision  work, this looking up info what do you do with  info you look up in encyclopaedias   or …

N: We use it because T no matter what he…wants you to he also needs you to givehim information. 
R: To supplement info,  do you use the library ?

B: The library as for me frankly, I never. 
N: Never.  
R: Why not ? 
B: Because we have other sources of info what you can get in the library as for me  you can get on the internet no matter what. 
R: You can’t get whole books on the internet. 
B: There are some sites that can give us . 
R: You buy them…
B: The books you can buy them… but articles you can even long, very long articles. 
R: They are never free, totally free they give you just extracts, they give you just  extracts .
B: Mostly on encyclopaedias, we have search engines google…(R:  So… whatever you put  come out?)  not just one article a lot articles on the same subject. 
R: Is this your resource, you use N? 
N: Yes, on the internet .
R: So how do you handle the lit. courses when TT want you to read ?

N: Yes, from the encyclopaedias .
B: We buy the novels. 
N: We buy the novels .
B:As far as other articles just on the internet. 
R: In view of the exam,  how do you feel  B says he is confident because he can face the situation and you N? You think you have invested enough ...enough effort. Do you also query about what question …?( interruption: glass door opens ).
N: Yes of course,  generally they expect him what he is going to givebecause in the class sometimes  when he .is speaking ..

R: …

B: As she said,  what she says is quite an interesting point.  Sometimes (N: we feel that the question...) T in his way he gives us the QQ for that you say this (n: when he stresses) Q has been repeated  for ex the Q, the subject or the topic is repeated  stresses things, you just have this feeling that it will come and most of the time it does. 
N: Yes of course , generally they expect .
B: Also, because T knows how to give information,  some TT dictate so you…for  stressing certain topics he can give the ss…
R: How in your view are these attitude be able to see a difference between desirable and undesirable is it a common attitude?

N: Some ss are happy they prefer to learn by heart.
R:…

B: Yes, some ss are happy with this because of the language; language problems.  They just like to summarise, no  memorise or summarise these things. What ever  comes they give because they are strong ..., they have weak English (N: They are not ready to use the language) (B repeats  N’s expression) or in their own words  whatever that is new. So, some ss are happy with this situation. 
R: Would you say the majority or a proportion ?
B: Slightly more than a half. A majority .
R: More than a half and how do they behave in those lectures where both T and yourselves are involved ...
B: Sometimes, they feel uneasy because, I didn’t mention that before, T that  who knows how to give a subject he  knows also that S should interact in the class expects                                                  interaction so he asks QQ and expects answers... so they feel uneasy because they know T will ask them and when T asks them 
R: Do you  think .... Is it only a  problem  of language?

B: Mostly yes, mostly… sometimes.... they do not understand this thing. For example, they just know that this is the answer of this Q but not how to answer why is this answer like that they do not bother they just know this is the Q and this is the answer .
R:You have the same impression N?
N: Generally, this kind of SS they like...they prefer T who dictates since he gives them the (..R:a certain amount of info?) so, whereas they are faced with T who just  talks and gives you... they say that he doesn’t dictate how are we supposed to answer in the exam, we don’t have anything to… 
R: Do you have an answer for them? 
B: Of course we do answer them.
R:  What do you tell them ?
B: Because  they are friends, we are straightforward with them... most of the time we say of course what do you expect? ... sometimes we disagree on the sits... We say what do you expect?
N: They like the T who gives them papers and dictate. 
B: They like concrete things for them to rely, on they do not like to use other resources. 
R:Even their own resources ...?
B: They do not invent things...  because they are unable to explain themselves mostly, so, I think it’s a language problem .
R: So, the aim for these students will be just to take in  information as much info and  use it .
N: Get a degree .
B: Marks only and may be have a degree . 
R: Do many of them succeed and move on across the years ?
N: Yes of course .
B: They do succeed and go to Synthese in these subjects. 
N: But Most succeed because most of the TT teachers dictate

N: They succeed in May.
R: …What about those who do not attend ?

B: Like me , of course …Actually...it became a kind of habit. The first  I do not attend.
N:  Because the T himself is re reading. 
B: We have sit where T repeats lecture for two times so I was happy once ... I write headlines... then I write a topic in the subject and the next week...it was the same.
R: Do you have the same impression N, what do you do? Attend, get bored?

N: I prefer to attend, to write I don’t like to ask people to give me… 
R: You think that these people have problems with the language? You don’t ...what I mean  makes you feel that you can understand that you understand  the right thing? 
N: I just concentrate. 
B: Yes, for clarification because if one ring is lost... you have to ask if you do not it’s a problem .
R: Do you lose track ?

B: Some others are more complex .
R: N you do the same ?

N: Any time I ask .
B: Not after the lecture and they know the answer they are shy because they don’t want to speak 
R: Do TT not detect them? 

B: Excuse me there are other aspects about classes-rooms we have are a problem ss have to run .
R: You like using your resources?
B: Not really.
B: As for me, standing up and talking it is discouraging; most ss do not care .
R: But a presentation is totally different. And you N? 
N : Shy I dare not .
R: What indicates that you are on the right track ?
N: I compare with other SS.
R: As you went along did you control…monitor your progress?

B: The first year was actually a general year that I put in my mind that I couldn’t  specify anything .
Interview ends here.
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‘This questionnaire is meant o inform a study about learing and studying.

Please read the questions earefully then provide a thful esponse.

Part A is concemed with background information that relatc o your school experience.
Part B i concemned with your studies for the English degree

Part C is related with your abilty 1o read.

Part D i reted to what you do to understand reading

Parts E o G are rlated with your interestfor eading.

Parts Ht I rlate 10 English and othr languages reading

Please answer truthfully all parts of the questionaire.

PARTA

~Name(optional).

Number o yearsspont a university.

Subjct of sty

Results obtained in English Tick the box that corresponds to your answer.
Aversge Good—__ Excellent__
ﬂaumdwmtuﬁmmdn\hwm

Overall score:

English paper

PARTB Your Englishstudis at universty

1.Staing year

llls\llulcmlbey:m Mln&mmhxmwmmymnnmm

Year | Yer2  Yead Yeard
‘Successful test(1 and 2) scores
June resit exam

September re-sit exam

3 How do you describe your motivation to study in English?
Low. High___ other 7 Specily...

4Have you always becn attracted by the course? Yes___ No
5 What attracts you mostin your studies?

2) The programme of the degree course
b) The content of cach module

)The content ofspecific modales 1fs0, mention them beve..

d)The language tsclf 5o, explain bicfly...

6. Which of the following do you feel beter a doing in English?

Speaking witing listening reading

7. When using English, which of speaking, eading, listening, writing do you prefec?
Indicate here.

. ... explain bricfly..
8Which other aspoct of English are you happy about? ...
$:Which ther et of Englsh e you 1 gy o
Explain brifly........





[image: image13.jpg]PART C Your ability to read.
‘Answer the questions in this section by ticking the right box
Add information where appropriate.
C 1 About reading sped in English
when you read in class  when you read at home when you read at the library
Slow

Quick

C2 About reading speei in Arabic
Slow___
Quick _
€3 About reading speed in French
Stow
Quick
(C4 Do you read as quickly in English as you do in Arabic? Yes __ No__

€5 About how you read in English
‘When readinga passage, your eyes
a) travel quickly onthe text
) focuse on cach ward
©) focuse on each new word
@) focuse on grammar words.

‘When reading a passage, your cyes stop moving when
2) ancw word appears___

b) a sentencs s oo long

©) asentencs is complex

@) scntence grammar is new___

‘When, in a passage, senteaces are complex, you

a) goonreading ___

b) st0p o examine the structure __

) stop to examine vocabulary words and grammar words___
d) stop to examine vocabulary words only__

‘When a sentence s too long, you

a) read it more thanonce

b read it once and move ahead__
©) rercad its end and it beginning__
d) read to find ts structure.

6. As you read a passage in English, you think about

3) the meaning of vocabulary words first
b) the meaning of ach new word irst
©) the grammar words in the passage

) the meaning of cach sentence st





[image: image14.jpg]Otber? Explin............
7. 1f you do a) in 6 (above) you think about

) synonyms in another language ___ Which?.
b) synonyms in English__
©) synonyms in Arabic___

8.1 you do bjin 6 you thinkin

o) English___ b) Arabic __ o) French_Orher_ Indicte....
©9 Ifyoudo)in 6, you

a) remember the function of the word(s)

b) tanslae to Arabic__

©) transiae to French
@ Otber__ Explain

PARTD About understanding,

DI When you read a passage in English, you understand after
a) first reading__ b) second reading
) third eading__ ) many mor reading ).

D2 In order to understand, you
a) find out what language represents in English,
) rely on your knowledge of English vocabulary
©) rely on your knowledge of English grammar____
@ rely on your knowledge of English syntax

D3 When you focuse on meaning, you
) look for connections between individual seniences
b) look for connections between individual words
)ty to find grammatical clucs init _
) try to connect meaning o what you know of the topic.__

D4 Understanding a text in class is diffcalt when
a) thetext s 0o long
b). the topic is new.
©) meaning i too absiract___
&) other____ Indicate.
DS When understanding is not possible, what do you do?

a) Try to translate 150, which language:
b) aska fricnd

©) ask teacher

) other Tndicate..

D6 Understanding a text in elass is easier when
a) itelates 10 topic you know
b) the textis not too long.
©) there s atask to complete Other?





[image: image15.jpg]PART E About reading documeats in English
State how often you do the following, Wite the true aption (Never, sometimes , often)
next to the statement

1 Read a newspaper in English
2. Look for an aricle ina magazine. and read it
3. Read a book in English
4 Summarise the content o 3 book or an artcle...
5. Report to somoone the content of a book or an ariicle
6. Look for more information related to your modles.
7. Look up information in an encyclopacdia..

8. Consult relevant books or documens in library...

PART F. About why you read documents in English

1 when you ae interested by a specific topic Yes__ No__
2. To complete information in a modle Yes No

3. To completea specific task in a module Yes___No
4. You read short stories and novels for pleasure, Yes___ No.

PART G. About why you da not read in English ( Mark your option with a tick)

1. Understanding sentences s ifficult

2. There are too many unknown words

3. There are no specific quetions toanswer__

4. Understanding a whole text is dificlt

5. Tt akes a ot of time

6.tis a waste of time

7. Revising notes is more imporiant

& You read in another language: T 50, specfy..

PART H. About reading in your first language( Put a tick next o the tru option)

11 read quickly and casily,

2 Toften read

3 read on different topics.

4.1 read ewspapers and magazines

5. read texts which are refated to topics we
studyinclass

6. The topics I read on arc not related to my.
English studies______

7. To collect information refaied o elass work

8. When I read on related topics I then translate.
into English.





[image: image16.jpg]PART I About English and other languages.

Please write stafements to answer the following questions.
[

2 D0 s comder yoe god e Bl why oy st

3 Dnyvuthnhh‘yﬂvﬁmhmwmﬂummewmmdmmm?
* Please, explain.

4 mwummrm.nﬂmmmywummmm
i s

6 Howdusynmlhﬂnylnmﬂ’mhcnmpmmmymabdnym
a) read i your firt language?.
b) readin English?

THANK YOU FOR YOUR COOPERATION
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