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41 INTRODUCTION \

S %—;. S
This study examined the Owerarchipg approaches Q‘tﬁl}econd language writing

q
instruction as reflected in the\@ i 12t FL <ﬁ"f’ng curriculum. In addition,

N
it determines how Wt thei rriculu'w pr ar(ssﬁnts with the required English
Is a

u
academic writing skil e un’u& e\ﬁtﬁ}ﬁd explores the quality of language

instruction with@\ey\@ided. @ chapter presents the findings of each
research qu@lrs d‘% fﬂJdi—%ﬁ discusses how these findings shed light
tive

on the@ésee‘yy aékc(hjeir implications for the field of research.
$

achieve the resean@bjectives, an in-depth investigation of the research

p\n was conducted to generate scientific evidence on the alignment of the
%r

N,

eaching (CLT) as well as the preparation for higher education level language

iculum and instructional approaches with the Communicative Language

learning. This investigation was conducted using a case study approach, which
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generated a rich amount of meaningful data on the research questions. The
motivation for choosing the case study approach was to gain a better understanding

of the problems reported in many studies regarding the lack of effective“aca

4

writing skills, which students need to master for overall academic success' in the

)2

higher education level. The case study was more appropriate as is this nature

1

are difficult to analyse from a purely empirical perspective. Instead, it'fs preferable to

e

employ content analysis methods in eliciting attitudes to arc?ﬂuality of students’

academic writing abilities in order to draw conclusi the VW previous
]

15‘"

The results of many EFL literacy stugli at % ctecng~ different

studies.

EFL contexts have reached the same clusions pres@t.udy, which

indicates that the findings have a Na'ee of validi a@n be considered

representative of a wider researc%ulation.\etgct ip(;\clear that university
':\I"' y N

students are facing many diff%nd rﬁoble cacng& the EFL literacy skills

necessary to cope with t MUS em de@% expected at the university

level, and the prepa%%ss )/[th ‘l‘c’h% are exposed in the secondary

school system is largely Ie.&tlefore, finding plausible answers for

such problem equ&sm\m \iﬁl;:d ﬁ%lstructured methods, which justifies the

methodolo '%oice m%c&lle@i} the necessary data for this study.
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‘%\e purpose of curriculum analysis, three books of the 12 grade curriculum were

Olected: the course book, workbook, and teacher’s book. To select the participants

for classroom observation, purposive sampling technique, also known as a
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judgemental, selective, or subjective sampling technique, was used in this study. This

method is a non-probability sampling technique used by a researcher who wishes to

A

compose a suitable sample group based on specific attributes of i
purposeful sampling, the researcher selects participants who are familiar with the
context and nature of the research project and selects those who ar to offer the
required data on the basis of their own personal knowledge, att$ experiences
(Johnson & Christensen, 2008; Ryan & Bernard, 2003). Y‘

This approach is ideal in cases where the resea Wdata on a
B

very specific demdgraphic.
tls pem{cﬁ@rlterla to

essa{ a d lev xperlence in

English language learning. The cn\&r-]auded: (a pa@ant should have

experience of at least one year, (b artmﬂy ?Id KE\fU” time teacher, and
(3) the participant should hav%ctloﬁto hisfher 520 s being recorded and to
notes and other related m \'{equ rﬁg p %e of the study being shared.
Participants of both % ith dif Len I \;el experience were intentionally

selected in an attepipt to mc@w ellh fa diverse and meaningful range of
data being col te {Q
| (.z

I n |ver?e $(eroup was purposefully selected in order to
lec

ensur e data c Igd w§€'as rich, meaningful, and relevant as possible. In

very specific phenomenon from the point of view
Voluntary participants were selected based o

ensure that each member of the sample gr

t t IS'would increase thei?ldlty of the findings and provide a wealth of data to

%ntlate the research discussions. Thirteen invitations were sent to potential

Qvernment schools in two governorates in order to nominate the participants based

on the proposed criteria. Eight out of thirteen schools responded positively to this
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invitation with an overall total of eight nominated teachers agreeing to participate in

this study. Then, in the subsequent data collection process, the seven teachers agreed

D

to participate in the process and accordingly sixteen classroom observatiens wer

conducted, recorded, transcribed, analysed, and validated. Each stag®, in this data

collection and analysis process was essential in gathering a large an of relevant
tio

data that could be applied to the investigation of the research q

A classroom observation guide, including a su Cf th'a study and the
types of procedures used to conduct classroom observatign, w (!?E&and sent to

the participants before the classroom observations t

]
lace. This s'm&é&ntas

e of the and Yﬁre of the
0\ L5
ipatﬁig a Woulc@’z;lve as they

normally would in a classroom teac ena onment. ect,@as important that

the research subjects did not becor@jxious EM_"E% r Q@h process as this may

N ¢ S

have influence the observatio gs. “« Q-
&
S
An overview thw of}ach liCib ho took part in this research
is delineated in Table 4-1,_Which_offe taﬂzﬁg the gender, school and experience

level of particip@vell al the mbe@eaching sessions for which they were

N
observed. | MOU female ?b males took part, which means that each
gender reprepeﬁ in thi dy. Each participant belonged to a different

the researcher wanted the participants to be f

study so that they would feel comfortabl\@

(¢]

4
scho wd a different Igvel of teaching experience. This is a positive attribute of

&

twm le group as it ensmts that a diverse range of meaningful data will be

%ted on the research topic and ensures that a variety of perspectives on the

Quentiﬁed issues will be provided.
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Table 4-1: Participants’ Profiles

Gender School Experience No. Lz

Sessions

T1 | Male Saif Bin Thi Yazan

T2 | Female | Al Batool School 3 ‘ﬁ:

[EEN

T3 | Male Shohada Al-Sabeen | 2 ‘ 2

T4 | Female Arwa School

T5 | Female Al-Zahra School

T6 | Male Al-Kuwait School

T7 | Male Abdul Nasir Sc

N &
T8 | Female Asma’a SCM 2 Q}

% \\?//é
'S

‘&
Data were collected% 201A$he invitations to participate
e agrel

were sent to teachersiu entjof It ools’ management board. The
invitation letter in%ﬂ
required of t}\tMers
classroom ogﬂytlon ha%l &') ucted, the collected data was transcribed and

coded f{é&u’rpo? Df_(% a a‘lr\.

AN -
\ e unit of analysis\(@s the writing statements in the curriculum and the

éripts of the classroom observation. According to Campbell et al. (2013) and

oerg (2011), for the analysis purposes the transcripts can be different in lengths

ranging from a series of words or sentences to full coherent paragraphs. The coding

’ '3
N ctive Q?ﬁhe study and delineated what was

-

icipat@/ln classroom observations. After the
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process was performed using the open coding method. In open coding, each
document which is subject to analysis is examined carefully on a line-by-line and
word-by-word basis so that the researcher can highlight the concepts or ies

ﬁ% ie
that best represent or reflect the research data (Strauss, 1987). ) )

During the analysis, observation sheets were used to ideﬂfy the writing
tasks, teacher roles, and learner roles. The reliability issues Messed by (1) the
coding performed in line with the coding scheme propo ;al ical framework,

s in fthe “field /in order to

and (2) the coded statements were presented to spec

"X
elicit their opinions or feedback. Following this, th r-coder reli iliy‘k@o\ﬂ was

do% : yakg~ Bernard,
2003; Gwet, 2014). The outcome of this iw er rsli'abl ity test i@;za:ed an inter-

coder reliability of 0.91, which ref a_igh reliabih co@fent (Ellis, 1994;

Neuendorf, 2002; Gwet, 2014). W this p\ss?a

N
statements were taken on boa y issues that persi (')Were discussed at length
,}j‘ Ky

until a suitable resolution ﬁhed N
? 'S
The results of the stiidy weré isﬁaig;o two parts. The first part consists

of the analysis &mlig n‘ent Seco anguage Acquisition (SLA), second
N
language wre' N% prc]ches h:lheiggeréted instructional approaches, the learner

roles, andQﬁcherr les wit C@ﬂ’he first part comprises research questions one
' 4
throS ur. The
are

p

Q"‘%{O

measured through the application of the PA

/:Q icisms on the coded

cof(d @'of this study analyses how well the curriculum
students for Englishcademic writing at the university level. The second

mprises research questions five through to seven.
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4.3 PART I: The alignment of Second Language Acquisition (SLA), Second

Language writing theories, learner and teacher roles with the Communicative

Language Teaching (CLT) Y'

4.3.1 Analyses of Second Language Acquisition (SLA) theori d related

instructional approaches Y.

This section presents the findings on the first research question:

RQ1: What Second Language Acquisition (Ssz arld instructional

approaches are reflected in the grade 12 EFL g cu iw Yemeni
@

secondary schools? N
% g
To answer this research question, writing tasks from the EFL t{/ﬁﬁook, the

EFL workbook, and classroom observatiwe, a into three~SLA theories

and their corresponding instruc\?)pproach truc@“sm (Grammar
Translation Method), cognitive ir@rmation \esq% y"\éq:ognitive and socio-

cultural  (Communicative ional® Appgoach @Bh as Content-Based

Instruction/Task-Based Instrh). '

X~ S
N pilld & . .
From the r% [ cal N that, from the curriculum and observations
from the clas@‘ettin rés Ie&éﬁeﬂection on socio-cognitive and socio-
3
Xtbo

i
cultural pro% socio-cogritivé a@;%cio-cultural amounted to just 22% of the

writin in the ; o@% of the writing tasks in the EFL Workbook,
S
oft i

an@ he writing tasks e,l_Igued from the classroom observation transcripts.
N

N
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Table 4-2: Analyses of the SLA theories and the Corresponding Instructional

Approaches
Documents / SLA Structural linguistics | Cognitive Socio-Cogn /
Theories & Related (%) (Grammar Information Socioeul (%)

Instructional Approaches | Translation Method)

ative

Processing Theory (m .
(Non-interactive uage Teaching-
Content-Based

nstruction / Task-

whole class
instructional

approach) sted Instruction)

Writing Tasks in the EFL
28
Textbook

Writing Tasks in the EFL

workbook

g
S

LY

4

,

“\Y'

P )
|
Classroom Observation 39@ éig 15
Overall Representation SN/ A 19*
£

S

*The overall representation were ca%ﬂsed on the a
0

Textbook, EFL workbook, and ClI

Figure 4-1: Analyses%

Approaches A\ "\\"

bservat

age of the-representations in EFL
\\%
S

AThelries nd'th@orresponding Instructional
'y

e

&

60%

50%

40%

30% T
20% A

10% A

0% -
Structural Cognitive

Information

Soci-cog/culture

B Classroom Observation

The findings in Table 4-2, which present an overview of the data collected in

relation to the first research question, show that the writing tasks in the Yemeni 12"
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grade EFL writing curriculum highly reflect the Cognitive Information Processing

Theory of SLA. In the EFL writing textbook and the EFL writing workbook, the

Cognitive Information Processing Theory is reflected as the most prommz

theory (50% and 48% respectively). : )

These findings are supported by the results of classroom obgervation which
demonstrated that 46% of the writing tasks reflect the ve Information
Processing theory. In contrast, the socio-cognitive and so ?ltll 'theorles and the
related communicative instructional approaches are ¢ rati er flected as
they constitute only 22% in the EFL textbook, 20% EFL wor oII @% in

the classroom observation. In addition, the Y‘D sh\ truot&sm and
t

Grammar Translation Method constitute %, 1n he\E extboécg.z% in EFL

=}

n ‘—?
Overall, writing tas sm cio-c ive and socio-cultural

]h compared~to 33% of tasks focused on

processes amounted to J%'
structuralism and 48% s focused 6gh®e information processing. Only

‘v’ 4%
19% of the wr;tu@ks @ to ﬁwlate learning by doing or help in
developing le |ng oug mmuEJ ion. The overall results indicate that the
¢ ! (..)

workbook, and 39% in classroom ob&

writing ta e Yemeni tlf'gre(-j)a EFL writing curriculum highly reflect the
NN

Cognl matid 'assm@ ory of SLA in the EFL writing curriculum as

w e instructional appr& es, followed by Structural linguistics theory and the

Grammar Translation instructional approaches. In contrast, the socio-

6 nitive/socio-cultural are reflected to a far lesser extent in both the EFL writing

curriculum and classroom observation, as indicated by the lower percentages

achieved by this approach. As an example, the following is a question from PB



179

P.143 that requires socio-cognitive and socio-cultural writing processes: “You are a
reporter. You want to find information about someone for your newspaper. Match
the information (A to E) to the questions (1 to 5), and write the correct Ietter |n ‘eaéh
box.” |

Another examples, of SLA’s cognitive information theory and howsbeing, reflected in

the classroom settings, is shown is shown in Figure 4-2.

Extract no 1
Teacher: Hi everybody, how are you today? Now open your book Page 49.
What is it about?
Student: It is about an article in a magazine.
Teacher: Good. | want each one of you to think about how to write an article.
Teacher: Ok, before you begin writing it is important to consider:
Where is the article going to appear - in a newspaper or magazine?
Who are the intended readers - a specific group such as students or teenagers, or
adults in general?
What is the aim of the article - to advise, suggest, inform, compare and contrast,
describe, or etc. Now read the article page 49 and try to answer these three
questions

1. where is the article going to appear

2. who are the intended readers

3. what is the aim of the article
Student: Start to read and answer the questions.
Teacher: Now check your answers with your partner. Ahmad come and write the
answer in the white board.
Teacher: In order to write a good article you need first to find the theme or topic
sentence which summarizes what you are going to write about, and then make a

plan. This strategy will enable you to write quickly and clearly, help you think of a

#Figure 4-2: Extract 1-Classroom observation
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As shown in the Extract 1-Classroom observation, the teacher asked students to
“think”, “suggest”, and to “compare”. The teacher also asked the students to address
the meaning of their ideas by requesting a summary prior to writing. This N in
the following example from PB book, P.22: “Which explanation d b‘\iﬂk is
best? Write four sentences to explain why.” This writing activity reguires students to
explain their own cognitive process by detailing their reas&oosing the

particular explanation. As such, the focus is placed specif'calWe meaning of the

language and encourages the students to analyse IS ei%therefcre,
ch

attention is drawn away from language structurg, This" method ' 35\5{7A’s
\h )
cognitive information theory. =
4 \/Y'
4.3.2 Analyses of L2 Writing Instructi pr (mes &

This section presents the findings on the seéeondesear, es&@

6 ",
RQ2: What second Ianguax writing inst 'fiorzai%pproaches are reflected
in the grade 12 EFL writing curri In"Yeme i\%ondary schools?

Kol 4

Research que 0 analyses gnciJ/a guage (L2) writing instructional

approaches refle’@gthe \rleme\zth g@%} EFL writing curriculum. To answer

N
this research Mgn, ritin qfrwe EFL textbook, the EFL workbook, and
[
se 21

' 4
classroon@ tion wergjassignedhinto three L2 writing approach; product-based
appro r cess-b';s@'gfoac d genre-based approach.
>4
N

\Based on the analysis of the writing tasks, the results revealed that most of

writing tasks and statements are related to a product-based L2 writing approach.
A

few examples of the writing statements that reflect the product-based approach are

presented in Table 4.3.
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Table 4-3: Examples of writing statements (product-based approach)

2 “Join each pair to make single sentences”

No Example
1 “Join these sentences using the —ing form of the verb” : <‘ ;

3 “Use the adjectives and nouns below to make sentences abvber jobs”

It can be seen that the majority of the activities are focu on%e orm and structure
of the language, thereby following the product base ritin proa . In terms

of frequency of the writing activities in related to three propose iegoa;g' the

results generated by data analysis are presen e 3-1 to {%cxhtate a
Y- Y
discussion on which second language writing Imstructi roacheséare reflected

in the curriculum and classroom obseK W <.g

Table 4-4: Analysis of Seco n: %Ja e @\V %«p Léches and Instructional

Approaches

Documents / EFL Writing

l%ct Proce@ased Genre -based (%0)
ach

and Related Instructi (@pproaeh approach (CLT

) appr

Approaches (Gramma [ INSTRUCTIONAL
anslation 4 Approach)

ook

assroom Observation 45 48 7

Overall Representation 47 37 16
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Figure 4-4: Analysis of Second Language Writing approaches and Instructional

60%

50% 4

40% -

30% - M EFL Textbook

EFL workbook

20% -

m Classroom Observatin
10%

0% -
Product Based  Process Based Genre Based i
Approach Approach Approach

' b -
Table 4-4 presents an overview of the lected” aMIys@ relation

uent writing

0
theory reflected in the EFL textbook\%’emeni E on 4%urriculum is the

product-based approach, which a@ts fomm a{fby the process-based
.%» ) 2

to the second research question and the rew icalo\tha em

approach, which accounts f . The third» appr . the genre-based CLT

approach reflects only OXIhI ook. O other hand, in the EFL

workbook, the produ% pp
constitutes 30%@ genrf— onstitutes 19%. This means that the
Yemeni EFL secondary wri rricu still strongly adopts the product-based

i

[

approach h rela dw.‘?(!'rarlrtp?r Translation Method as the alternative two
| N

metho% y the -bas‘%;ed&pproach and the genre-based approach, are not
em@ to the same degree\c.}’

E The findings from classroom observation for English writing instruction
indicate that the product-based approach was reflected by 45%, the process-based

approach was reflected by 48%, and the genre-based approach was reflected by 7%.
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Table 4-4 illustrates that the interactive writing approaches are poorly reflected in the
EFL textbook at only 23% in comparison to the process-based approach which is
reflected by 33% and the product-based approach which is reflected by 44\ IS is
also supported by the results of classroom observation which shows smgenre-

based approach is significantly less reflected in the writing approa % compared

to the product-based approach which is reflected by 45% aw process-based

approach which is reflected by 48%. Y'

The product-based approach in writing %s e most I'cte‘d{‘&?bnd
C—)

language writing theory in both the EFL textbo ere it:is flected b)@ﬁ%, and

the EFL workbook where it is reflected by 51R. Ho \el,\th resu!t classroom
observation showed that the process-@ro mis m equently used

approach as it is reflected by 48%,%rin 0 thz er _\éll'?ng tasks, product-

based 45% and genre-based 7% Ta r(%%m%h a@;bsis indicated that the
q

communicative approach is“mi lly reflected in th& L textbook and the EFL

] N
workbook as well as heWoom bse allosﬁjis can also be seen from the
pre91

classroom observation ted.n £: nd 2Figure 4.4.
NS
N, ;! C_)O
[y

4 f -

N
\C.)

(a)
&
N
N
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Figure 4.4 Extract 2 - Classroom observation

Extract no 2
Teacher: Now listen, we will write a paragraph about (Rama the Cama) | will give you
the information and you will write the paragraph.
1- It’s an animal (Rama the Camda).
2- Dates and place of birth (Dobby ,January 1998)
3- Like its father, short ear and long tail.
4- Like its mother the wool coat.
Teacher asked student to write a paragraph using the information given and
concentrated to the sentence structure.

Teacher:- one student to come and write the paragraph in white board example for
student to follow:

Student: write the paragraph in board and read it loudly (Rama the cama is a cross
between the...... etc.

Second student. Rama was borne in January in1998 in Dobby.

Third student: It lives in the mountain of South America.

Fourth student: It has short ears and along tail.

Teacher corrected the grammatical mistake in Arabic during the student presenting
their writing.

Teacher said: Thank you .another student. Who will write the next sentence on the
board,?

Student: The wool goat of Rama.

Teacher: This is a short paragraph of Rama the Cama. Teacher ask student to write a
short paragraph following the same example that wrote in the white board

Teacher: Write a paragraph about describing a view .she asked one of student to draw
a view and the rest of class write a description for this view .who wants to come and
draw on white board any view. | will give you the picture and you draw or draw a pitch
some people playing and some swimming .yes who wants to write in the board
describing this view from far to near. What can you see from far to near?

Draw and the rest describe this view. Come on student, yes.

Student (A): In the distance the sun live the sky and hid in the sea.

Student (B): A little bit nearer, there are some boats on the sea.

Student (C): Some boats on the sea. In the boats there are a people fishing.
Student (D): In the sky ,the birds are flaying a way. On The left of the sea there are
people lying in the sea. And other people playing football.

The end.

Note: while students write on board and make spelling and grammar mistakes, teacher
corrected them.
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Extract 2 presents the main classroom activities that follow a process related
approach. The concept behind these activities is to encourage the students to think
about and manage their own writing. For example, the teacher started th&sclass by

introducing the topic “Rama the Cama” and asked the students to wrif@ a paragraph

53

using the given information. She then selected one student, Stude write their

paragraph on the white board. This gave the other students4a chafice to observe

44

Student A’s writing style and encouraged them to he rr?’orrections to any

mistakes that Student A had made. By allowing th e roup\ogainvolved,

more mistakes were highlighted, therefore encouraging the students e' alﬁa,@melr
own paragraph and correct their own mistake ordingly. t seco&_ r|t|ng
scrlbed,zavwew This

writing activity was performed throum\ © &

1st. One student drawing a view

2nd. Teacher asking student few% S W%&I arg,;&d the picture.

3rd. Rest of the class think a a descripti oftﬁ(dew

4th. Teachers observi W ngs den c r@hd update the paragraphs.
th;)

i
As seen in the extract roc 16 ppr é)@h is reflected through encouraging

students to see %n tlns o mean and discovery of ideas rather than in

N
terms of gra }MI exXereises. t_,)(-/
\D

433 n s of Lea er goles‘i"
TQQ on presents the flnd}rgs for research question three:

What types of learner roles are reflected in the grade 12 EFL writing

Qirrlculum and instruction?
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Writing tasks in the 12" grade EFL writing curriculum textbook and EFL
writing workbook were elicited and analysed based on Richard and Rodgers’ (2001)
components of learner roles by observing the patterns of learner grouping @1
the writing tasks presented in the EFL writing curriculum. In additi ca from
classroom observation provided insights into the conformant L writing
instruction and the curriculum communicative label as reflecte learner roles. The
outcome of this analysis is presented in Table 4-5 in te sWIearner roles that

were identified in the 12" grade writing curriculum o emeni Q]?y school.

g
Table 4-5: Leaners roles reflected in the Yeme ondary 12 g'ad;{&iting
4
\ \,‘T
e

Curriculum
.i - {
Individudhg Paiy / Gra@(%)

Documents / Types of

Learner Grouping \ .
Writing Tasks in the (.—) 723;? J @_\ 28
EFL Textbook 9 4 819
Writing Tasks in the YL ’ 93 5 7
EFL workbook % .‘i 0

Classroom O ﬂation l 71/ 29
. &)
Overall R&% ation™] |

S :',;, Y i
A‘S: ’!’)’«w
\ N

N
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Figure 4-5: Leaners roles reflected in the Yemeni Secondary 12" grade writing

Curriculum

100% }:

90%
80%

70% -

[v) -
60% B EFL Textbook
50% -

’ EFL workbook
40% - -

M Classroom Observation

30% -
20% -
10% - C§'
0% . N

Individual Pair / Group

As shown in Table 4-5, writing @ the®EFL xtboo@mce the most

emphasis on individual writing tasks, iaaccount 2%.@Q§milar pattern of

learner grouping is identified in t workb th K@\ﬁ percentage given to

individual activities, which a%r 93&), in mpa@‘? to writing tasks in pairs
N R\

ZI in_the EFLMtextbook and 7% in the EFL
rv

or groups, which compriYw
workbook. Similar p ere observe 'n' th'b’lassroom observation, of which
§ &y
individual activ':kg&&hich @ r 71‘%%%% more reflected than the pair/group
work activitiespwhich acc nlyéﬁ Again, this indicates a preference for
t
N

individual %sed a{ed@tlvities as writing tasks were predominantly
‘ﬂ“l?

%

EFL<textbook, the EFL workbook and the classroom

\,Y'
on
S
Thus, it can be concluded on the basis of this evidence that the Yemeni EFL
riting curriculum as reflected by the writing tasks in the EFL textbook and EFL

workbook reflect more individual tasks in comparison to pair/group tasks. The
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results of the analysis of the EFL textbook, EFL workbook and the classroom

observations showed that 79% of the writing tasks were carried out as an individual

and 21% were completed in a pair or group situation. Individual activit&zure

more prominently in the curriculum as extracted from the EFL Text boS: )

- Think of two objects. In your copybooks, write descriptions similar to those

you heard on the cassette. Y‘
- Join these sentences using the —ing for he ver@rite your
@

instructions for making coffee in the same :
| _@
- Write these sentences in another way.
s N~
\ Y
Yw

Extract 3 is a classroom observa@lre t Qt\aa useggﬁt instructions

to aide students in a business letter writing tasks, The ct fgas just one method

of communication that the teach brorda indivi ua@%}jent. However, learner
roles in a communicative Waurriwu‘;d &ﬁﬁzin writing tasks that are
designed as pair or group Wo ref*ct th aI ti@hner roles in a communicative
writing classroom. A%nds,it\afsﬁj th ere is a lack of focus on pair or

group work in @ wr't‘ng tasks, w@may affect the ability of students to
N
acquire a s@}& of flearnin yat dﬁgﬂ'{ecessary for entry into university-level

educatiorQ- s b-): %é'/
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Figure 4-6 Extract 3 Classroom observation

Extract no 3

Teacher: What is a business letter, can anyone tell me?

Student: It is a formal letter to apply for a job.

Teacher: Good, can it be written in any way?

Student: No.

Teacher :0k, look at these examples of letters all of them are examples of
business letters so to write a business letter you have to concentrate on ten
points, what do you think is the first point?

Student: Sender address, date and receiver address.

Teacher: Good, and what is the second point?

Teacher: Is the date important?

Student: Yes, of course.

Teacher: What is next?

Student: Greeting and then information about yourself.

Teacher: When you write a business letter you also include a closing and
signature.

Teacher: | will give you a writing task and you have to work on it by yourself
Student: Can we start writing teacher?

Student : Teacher, can two work together?

Teacher: No, each student does it by himself.

Student : Ok teacher.

Teacher: This is an advertisement and you have to write a business letter asking

for a job. You have ten minutes to do it. Start writing now.

4.3:4 Analysis of Teacher Rolés_
This Section presents the findings of research question four:
RQ4: What types of teacher roles are reflected in the Yemeni 12t grade EFL

writing curriculum and instruction?
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Based on a model developed by Richard and Rodgers (2001), teacher roles were
examined in terms of the functions they fulfil, the degree of control they have over
the learners’ learning process, and the interaction that develops between teacher

and the learner in the classroom. Thus, based on Richard and Rodgers’ (200 odel,

).

the teacher role was coded as a director and as a catalyst for the pu of analysis.

L.

The outcome of this analysis is presented in Table 4-6, which delineates the findings

&

on teacher roles as identified in the Yemeni Secondary 12 gWriting curriculum.

Table 4-6: Teacher roles reflected in the Yemeni Secondary 12 g'ad% @Iﬁng
&

Curriculum

a8 iy b

Documents / Types of Teacher as Dir Teac Ca@st
Teacher role ‘§ 3 X

Writing Tasks in the EFL @ \l <<17
Textbook O

Writing Tasks in the EFL c 67 )&\ 33

workbook
>
Classroom Observation \ ;_x\]

Overall Representation Q 29
W
N
Figure 4-7: Teacrwl re Iest& he"@ueni Secondary 12" grade writing

| <
A .\1(410

Curriculum

90%
80%
70%
60% -
50%
40%
30%
20% A
10% A
0%

B Classroom Observation

Teacher as Director Teacher as Catalyst




191

From Table 4-6, in the EFL textbook, the role of teacher as a director is
highly reflected at 83% while the role of catalyst is not reflected to the sa Q&tgt at
th;)

only 17%. Similar results are revealed in terms of the EFL workbook
is least reflected at 33% in comparison to the role of teacher a icector which
accounts for 67%. Out of the 56 writing activities that were rh@ring the 16
classroom observations, the activities in which the role of\the teacher was as a

catalyst constitutes 38%. .l\d
. ®
Here is an example from the EFL Textbo “A newspape e?orto;.az)”,
the writing statement as in the book “Now do aetivities ét E i the .\orkbook
NV

before writing your own report”. The teacher azs the }ﬂﬁs to wgrmndividually

to write their report. The teacher b owme me tructhn or teachers to
%\

check each students writing, corgecti h mlst\a&T

atalyst

(e._ckgrammar, structure,

vocabulary ,...etc.) where necess%I ene mpl ’ can he%en in this extract from
the classroom observation; N eporte iting ta ﬁhe role of the teacher is
dominant as the teacher chd he t ic' t@nt and asked the student to

write. They are then d to@ td" édents questions and to correct their

answers by elab@nd p@ examp:/lg. As such, the teacher centred strategy
N

sees the role% achersas i anb'g'ﬂwe learning environment. These examples

clearly @E rgle of the eeﬁé'}“as director”; however, the roles could be
re\/er&%ting ina ore’co%%'rative teaching / learning experience.

\In the majority of thgjwriting activities, in the EFL textbook, the EFL

ook and in classroom observations, it is clear that teachers performed their

Oles as a director and did not adopt the role of catalyst to the same extent in

instructing their students in writing skills.
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Extract no 4
Teacher: Salaam everybody how are you today? Now open your book Page 49,
what is it about?
Student: It is about an article in a magazine
Teacher: Good. | want each one of you to think about how to write an article?
Who can tell me?
Teacher: Before you begin writing, it is important to consider: where is the
article going to appear - in a newspaper or magazine? Who are the intended
readers - a specific group such as students or teenagers, or adults in general?
what is the aim of the article - to advise, suggest, inform, compare and contrast,
describe, etc. Now read the article page 49 individually and try to answer this
three question

1. Where is the article going to appear?

2. Who are the intended readers?

3. What is the aim of the article?

Student: Teacher, can you correct my answer?

Teacher: The teacher writes the answer in the white board.

Teacher: In order to write a good article you need first to find the theme or topic
sentence, which summarises what you are going to write about, and then make a
plan. This strategy will enable you to write quickly and clearly.

Student: Can you give us example teacher to make it clearer.

Teacher: Ok, imagine you have been asked to write the following article: (Have
you studied abroad) First think about: « Where is the article going to appear? (In
a magazine.) * Who are the intended readers? (Probably a fairly wide age group.)
* What is the aim of the article? (To talk about your experiences, good and bad,
while studying abroad.) Then you need to decide: * which country have you
studied in? « How long were you there for? « What did you study? ¢ What

problems did you have while you were there?
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4.4 PART II: To examine how well the EFL writing curriculum in Yemeni 12t
grade secondary schools prepares students for the EFL writing requirements at

the university level.

4.4.1 Types of Writing Tasks 5 )

This section provides the results of the fifth research question, whi X

Y

RQ5: What types of writing tasks are reflected in the le EFL writing

curriculum and instruction? '\d

@
This research question is answered by eli the writi asks _@1 the

sig% itory, og narrative

resoTrch estio presented as

follows: \) é
NS
\
Table 4-7 Writing tasks re n the Yemeni Szi;@iary 12" grade writing
ion N
,E‘T R

selected documents and classroom observatio

writing tasks. The data obtained to ans thi

=

Curriculum and classroom inw

"9) S
Documents / Types ARR@{!'\./J'EAEBJ EXPOSITORY TASK
WRITING TAS (q"o N\ @) (%)
4 S £
1- Writing Taw | <~ 39
|
EFL Text E , 4 (JC’)
2% N
2- Wrr‘(T,sks inthay =7 Y%\ 63 37
&
E book N
vation classroom 80 20
verall presentation 68 32
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Figure 4-9: Writing tasks reflected in the Yemeni Secondary 12" grade writing

Curriculum
90% b
80%
70%
60% -
50% - M EFL Textbook
40% - EFL workbook
30% - H Classroom Observation
20% -
10% -
0% . "
Narrative Writing Tasks Expository Writing Task

expository tasks. It can be clearly seen Wxarr i

EFL text book accounts for 61% and in waorkbo

considerably more emphaS| I ed(’m}a’n e
e

N 2] 3

Table 4-7 shows that the types of writing skills \dw edi owarratwe and

reflected in the writing
ounts*for 63%. However,
&ﬂs in the classroom

re@ed by 80%. Less emphasis

observation category, in wh th%
is placed on expository wr g tasks/in th L ook which account for 39%,

*

w
and EFL workbook, Whla c 7% nversely, the level of expository

writing tasks re@ cI@mbserv n is only 20% based on the classroom
AN
observations ted fas part }hls :

NS
g g(FI 4\

Fi u and Extract @Te 4-10) give examples of narrative writing tasks

o

tﬂr the classroom ob@fvatlon As shown in the extract, the discussion in the

oom started with the teacher describing an object or “picture”; The teacher

oen requested the students write a short story about the picture they have seen and

then present their story to the class. It is obvious from this that the students are not
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required to apply any critical thinking or deeper analysis to the story activities. Other
examples from the EFL Textbook and EFL Workbook are shown below:

- Look at the pictures. Try to describe what you can see page 5 \z

- Re-order this paragraph to make a description going from nea@ge 10

- Describe a scene you know. It could be the view fro classroom
window, from your house, or a favourite place that you Jﬁr with.

- Remember to write your description in a particul ow??ou can begin with

what is in the distance and finish with what i t yOK'OF? can do it
the other way around. I . C§'
- In your copybooks, use your notes @ivit‘y t sum@ze the
N
Y.

advertisements q
- Write the ending of the story %\, &

\e-%\,ls&\

These examples show that st)f tR r s~from the curriculum or

—X

q
implemented in the cl settl e re to describing personal

NS

experiences, objects or évents, sur"mari idsécmd narrating events or stories.
, 4 &
N QO
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Figure 4-10 Extract 5 Classroom observation

Extract no 5

Teacher: We talked about the Mary seller story yesterday. Today we will talk
about tracks in the sand. We have characters Hamam Faysal Tompery and this
two boys work for a national oil company, one day in the afternoon, what did
they see?

Student: They saw a car.

Teacher: What is the problem with a car, is it the patroller, oil ...etc. so what is
the problem from this picture.

Student: From the picture the problem is unclear.

Teacher: Now write in groups a small story talking about this picture. You can
write it as a story and try to make it interesting in ten minutes starting with this
begging of story.

Hamid Faisal and Tim Brook work for the National Oil Company. They often

fly across the desert to the oil-fields. Each group will present the story to class.

4.

NSNS NN

N ). i 5
%) %

4.2 Gogpi Level.of ‘;itingé\;sks

o

Thi ion presents the fin@or the sixth research question, which asks:

N

O

6: What is the level of cognitive demand in the writing tasks of the grade 12

FL writing curriculum and instruction?
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To analyse the cognitive levels of the writing tasks in the 12" grade EFL writing

curriculum, and the writing classroom instruction, two steps were conducted. First,

x

the writing exercises and tasks of the curriculum were codified accordi& si

o

categories of revised Blooms’ taxonomy of cognitive domain (Krathwo %2), an
the frequencies of occurrence of writing skills used to achieve l?w outcomes
were calculated. Results of the cognitive demands of writing tasks as reflected in the

Yemeni Secondary 12" grade are presented in Table 4-8 T

Table 4-8 Cognitive demands of writing tasks reflected in'the Yemeni ndary 12

grade curriculum and classroom observations. é l 3
P 4 h i

Documents / Low Cognitive Y'Hi Co ve D%_wénd
Cognitive gi\
%

Demand Demand %} W é

Remember | Unde Apply | Analyses_|/Evaluate | Create

o (\Cm . ﬁ\* §§~\ 0 | o)

,}}"‘3"
i X

Writing Tasks in 61 ,17 0 0 0
EFL Textbook % '
N7

Writing Tasks in 29 | 42 B3 5 1 0

1O

EFL workbook N @
7

[ ]
Classroom 32 69 21 7 0 0
observatiQ, @
» d -
Over 40 \} 33 22 4 1 0
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Figure 4-11 Cognitive demands of writing tasks reflected in the Yemeni secondary
12" grade

A V.and

70%

60%

50%

40% -
M cognative demand

30% -
cognative demand

20%
B cognative demand

10% A

o -

Table 4-8 conveys that that the itin Qriculum integrates

se ndart
both low and high cognitive df%ats wn%g’k ;a %roach that is endorsed
S

q
by Krathwohl (2002). Find\ m %}tex@- and the EFL workbook
N
indicate that 78 % of &itiw place a lte$e'é7 of stress on the low cognitive

demand, including remembering, wHi coﬁanor 61%, and understanding, which
NN @)

accounts for 17 an i'e, i ms assroom observation, low cognitive

in
AN
demand is cm #72% y’clu@@gf 32% for remembering and 40% for
understaer &
&) f

S
contrast, the high @‘Aive demand reflected in the EFL textbook accounts

(7]

-

.

Y-v

o while the high cognitive demand for the EFL workbook accounts for 29%,
comprising 23% for apply, 5% for analysis and 1% for evaluate. In comparison, in
terms of classroom observation, high cognitive demand is reflected by 28%,

comprising 21% for apply and 7% for analyses. In the high cognitive demand
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category, less emphasis is given to both documents and classroom observation. This
is an example from classroom observation showing how the emphasis given to low

cognitive demand.

Figure 4-12 Extract 6 Classroom observation

Extract no 6

Teacher: What do you know about Arab science, yes any one?

Student: Ibn Hayan, Al khwarizmi, and so on.

Teacher: The west tern try to forget about great people from Arab, one saying
of Nutain said foams Phrases: if | have seen father is by standing in the shoulder
of gaunt. What does this mean?

Student: I don’t know, teacher what do we mean by gaunt?

Teacher: Great.

Teacher: Explains this phrase: that’s mean. He cannot develop without the Arab
science. He also says if | develop a new idea is because a presses which mean
Arab science. Look at this photo in the board who is he?

Student: Ibn Al-Nafees.

Teacher: Good, today | am going to teach you how to write an easy. Now we
will write about each scantest four things, we will focuses in four things about
him. About his major, the second his works, the third invention. What do you

know about Ibn al-Nafees?
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Figure 4-12 Extract 6 Classroom observation (Continued)

Extract no 6

Student: His major is medicine.

Teacher: Good he is a physician, so what about works?

Student: He discover the blood circulation, how lungs works and he lived in
mascot college.

Teacher: Who is the second one?

Student: Al Khwarizmi.

Teacher: What did you know about him?

Student: He was a mathematician.

Teacher: When we come to write about some scientist we concentrated on
certain main points e.g., his specialization, works, and so on. Who can come
here and write about one of the scientists?

Teacher: Start writing about Ibn al-Nafese.

Teacher: In-group choose one Arab scientist. Write an essay about him while

you are writing take care of the sentence structure and spelling.

The extract shows, thatvthere"are more IQW ‘éognitive demand writing tasks in the
classroom. The teagcher ‘asked‘ stlidents direct questions “What do you know about
Arab sciéntists? From this’, the studgnfs are expected to provide answer related to
remembering and récélling some'i.nformation about the scientists. In addition, when
Fhe teacher requested essay writing, there were three things mentioned to focus the
_writing. The teacher proposed a main focus on major works and invention without

giving students the opportunity to carry out any critical deep thinking. There was
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also no request to link what they know about these popular scientists to their own
4.4.3 Curriculum Emphasis on EFL Writing Skills 3 : ,

This section presents the findings for research question seven, Whim%(&
achieve the

RQ7: How often are writing skills used as the primary means

personal experience of today’s revolution and development.

listed learning outcomes in the grade 12 EFL secondary cvy m?

l

This question was investigated in order to%ine aWtigate the
"X

degree of emphasis that is placed on EFL writing s in the EFL x')o din
the EFL workbook. The analysis was bas n the frequencys of @English

language tasks (listening, speaking, reading,and Writi

and EFL writing workbook. The re@is anal
and Figure 4-13, which prov@sn ove \V\Wf
\
aforementioned tasks is perfor, o 4 Q::)
N i"
N
Table 4-9 English Ieguge secongdary ills\ﬁﬁysis reflected in the Yemeni

secondary 12'" grade writing curriculli ' g &

\

e EFL writing textbook

reg‘fﬁted in Table 4-9

Ee]

often each of the

o

Document / La@e )" Speaking | Reading Writing
(\ ; (%) (%) (%)
<br N
Writi sinEFL® " | ¥ 7 40 33 20
TIN
T P
itiNg Tasks in EFL 14 21 21 44
kbook
verall percentage 10.5 30.5 27 32
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Figure 4-13 English Language secondary skills analysis reflected in the Yemeni

"

Secondary 12" grade writing curriculum

50%
45%
40% —
35% —

30% ——  EEMPHASIS ON EFL writing
25% | skills EFL Textbook
20% — EMPHASIS ON EFL writing

skills EFL workbook

15% -
10% —

.. -
0% -

listening speaking reading writing
\ ’ | ] \,Y-
Table 4-9 shows that speaking skills segs \e~most prominent English

to
language skill at 40% and is the os ntI uld I toqchleve the listed

learning outcomes as reflected in the EF X k d adlng skills carry a
weightage of 33% while writi kidls qgc‘}Vr 209 \Followmg these skills,
listening represents approxi ‘%% of ire &%{enl secondary curriculum.
Unlike the emphasis d on speakin @EFL textbook, writing is most
significantly used a:%edlu ﬁ-n;h to achieve the listed learning
outcomes in the rk ‘Jk S, WI‘@SKI"S account for 44% while reading

AN
and speaking a t f 24% 9'ISt(D§T§ skills account for only 14%.
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