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انًذخم انؼاو 

 

" انتٕخٛٓاخ انتشتٕٚح ٔانثشايح انخاصح تًٕاد انتؼهٛى انثإَ٘ الإػذاد٘"رٕذسط ٚص١مخ 
فٟ ئؿبس اعزىّبي اٌغٙٛد اٌٙبدفخ ئٌٝ اٌزغذ٠ذ ٚاٌزـ٠ٛش اٌّغزّش٠ٓ ٌٍّٕب٘ظ اٌزشث٠ٛخ ثبٌغٍه 

الإػذادٞ ِٓ اٌزؼ١ٍُ اٌضبٔٛٞ، ثّب ٠ّىٓ ِٓ رٛع١ٗ اٌّّبسعخ اٌزشث٠ٛخ ثٙزا اٌغٍه، ٔؾٛ رؾم١ك 
غب٠بد ٚ أ٘ذاف إٌظبَ اٌزشثٛٞ، ٚػّبْ اٌزٕغ١ك ٚاٌزفبػً ث١ٓ اٌّٛاد اٌذساع١خ، ٚالإعٙبَ فٟ 

. ر١غ١ش ا٤داء إٌّٟٙ ٌٍّذسع١ٓ ٚرـ٠ٛش وفب٠برُٙ ٚرؼض٠ض٘ب
- ٚرٕـٍك ٘زٖ اٌزٛع١ٙبد ِٓ اعزضّبس ِخزٍف اٌٛصبئك اٌّشعؼ١خ اٌّإؿشح  ٌٍؼ١ٍّخ اٌزؼ١ّ١ٍخ 

اٌزؼ١ٍّخ ثٙزا اٌغٍه، ؽغت اٌزخظظبد ِٚىٛٔبد اٌّٛاد اٌذساع١خ، ٚرٌه فٟ ارغبٖ ٠ٙذف ئٌٝ 
مبطذٖ ٌٍٚىفب٠بد اٌّغزٙذفخ  رٛؽ١ذ رّضلاد ِخزٍف اٌفبػ١ٍٓ اٌزشث١٠ٛٓ ٤عظ إٌّٙبط اٌزشثٛٞ ٌّٚ

ف١ٗ ِٓ عٙخ، ٚاٌٛػٟ ِٓ عٙخ صب١ٔخ، ثخظٛط١بد اٌغٍه اٌضبٔٛٞ الإػذادٞ، ٚثّب ٠غزٛعجٗ ِٓ 
. ػٕب٠خ خبطخ، ثؾىُ اٌّٛلغ اٌّفظٍٟ اٌزٞ ٠ؾزٍٗ فٟ ٔظبِٕب اٌزشثٛٞ

عضءا ِٓ اٌزؼ١ٍُ " رؼزجش اٌزؼ١ٍُ الإػذادٞ " انٕثٛقح الإطاس نلاختٛاساخ ٔانتٕخٓاخ انتشتٕٚح" ئْ 
، ٚ٘ٛ ثٙزا اٌّؼٕٝ، ٠ّضً ِشؽٍخ "اٌضبٔٛٞ ِٚشؽٍخ أزمب١ٌخ ث١ٓ اٌزؼ١ٍُ الاثزذائٟ ٚاٌغٍه اٌزأ١ٍٟ٘

ػجش  (ح)ٚعـٝ فٟ اٌّغبس اٌذساعٟ ٌٍّزؼٍُ، رزىْٛ ِٓ صلاس عٕٛاد رؼ١ّ١ٍخ ٠زذسط ف١ٙب اٌّزؼٍُ 
ٙبس٠خ  ِغبس رشثٛٞ رؼ١ٍّٟ ِٕغغُ ِغ ٚر١شح ّٖٔٛ اٌغغذٞ ٚإٌفغٟ، فٟ أثؼبدٖ اٌؼم١ٍخ ٚاٌّ

.   ٚاٌٛعذا١ٔخ

ٚرٙذف ٘زٖ اٌٛص١مخ ئٌٝ أْ رىْٛ أداح ػًّ ٚظ١ف١خ رّىٓ ١٘ئخ اٌزذس٠ظ ِٓ رؼشف ِٕـٍمبد 
إٌّٙبط اٌذساعٟ ٚػجؾ ِىٛٔبرٗ ٚرٕف١ز أٔشـزٗ، ثبٌشىً اٌزٞ ٠ؼّٓ اٌزٛظ١ف ا٤ِضً ٌٍىزبة 

ِٓ  ر١ّٕخ وفب٠بد اٌّزؼ١ٍّٓ – رجؼب ٌزٌه – اٌّذسعٟ فٟ ط١غزٗ اٌغذ٠ذح اٌّزغّخ ثبٌزؼذد، ٠ّٚىٓ 
وّب أْ اٌٛص١مخ رّضً، . ِٚٙبسارُٙ، ٚئوغبثُٙ اٌمذسح ػٍٝ رى١١فٙب ِغ ِخزٍف اٌّٛالف ٚاٌٛػؼ١بد

فؼلا ػّب عجك، ِٕـٍمب ِشعؼ١ب ١ٌٙئخ اٌزأؿ١ش اٌزشثٛٞ ٚٚص١مخ رٛع١ٙ١خ رؼشع اٌؼٕبطش 
ىٛٔبد اٌؼبِخ ٌّخزٍف اٌؼ١ٍّبد إٌّزظش ئٔغبص٘ب ِٓ لجً اٌّذسط بِ ٠شرجؾ ثزٍه (ح)ٚاٌّ ٚ ،

اٌؼ١ٍّبد ِٓ ٚعبئً ٚؿشائك ٚئعشاءاد، ِّب ٠غًٙ ٚػغ اٌشجىبد اٌّلائّخ  ٌٍزأؿ١ش ٚاٌزم٠ُٛ 
.  ٚاٌزٛع١ٗ

" انتٕخٛٓاخ انتشتٕٚح ٔانثشايح انخاصح تًٕاد انتؼهٛى انثإَ٘ الإػذاد٘"ٚلذ رُ رظ١ُّ ٚص١مخ 
فٟ ػٛء اخز١بس ِٕٙغٟ ٠ٛاوت اٌّغزغذاد اٌّشرجـخ ثزغذ٠ذ إٌّب٘ظ اٌزشث٠ٛخ فٟ ع١بق ئطلاػ 

بِ رٛطٍذ ئ١ٌٗ  ِٕظِٛخ اٌزشث١خ ٚاٌزى٠ٛٓ ثجلادٔب، ِٕـٍمب فٟ رٌه ِٓ الاعزضّبس اٌٛظ١فٟ ٤ثشص 
ِخزٍف اٌذساعبد فٟ ؽمً اٌزشث١خ خبطخ، ٚفٟ ؽمٛي اٌّؼشفخ الإٔغب١ٔخ ثظٛسح ػبِخ، ِغ 

اٌجؼذ الاعزّبػٟ )اػزّبد ِمبسثخ ش١ٌّٛخ ِٚزىبٍِخ رشاػٟ ِجذأ اٌزٛاصْ ث١ٓ ع١ّغ ا٤ثؼبد 

، ٚث١ٓ ِخزٍف ( اٌجؼذ اٌزغش٠جٟ ٚاٌزغش٠ذٞ، اٌجؼذ اٌّؼشفٟ، ثؼذ اٌّٙبساد ٚاٌىفب٠بد،اٌٛعذأٟ
ٔظشٞ، )، ٚ ث١ٓ ِخزٍف عٛأت اٌزى٠ٛٓ (فىشٞ، فٕٟ، عغذٞ)أٔٛاع اٌّؼبسف ٚأعب١ٌت اٌزؼج١ش 

وّب أْ اٌٛص١مخ رغزؾؼش ثظفخ خبطخ ؽبعبد اٌّزؼٍّبد ٚ اٌّزؼ١ٍّٓ فٟ . (رـج١مٟ ػٍّٟ
اٌّشؽٍخ اٌؼّش٠خ اٌزٟ ٠ّشْٚ ثٙب، ٚوزٌه خظٛط١بد اٌزذس٠ظ ثبٌـٛس اٌضبٔٛٞ الإػذادٞ 

ِٚزـٍجبد رٕف١ز ِٕٙبعٗ اٌذساعٟ، ِٓ ؽ١ش ػشع ا٤عظ اٌضمبف١خ ٚالاعزّبػ١خ ٚإٌفغ١خ 
ٕٙغ١خ اٌزٟ رإؿش أٔشـخ اٌزؼ١ٍُ ٚاٌزؼٍُ ثٙزا اٌـٛس، ٚرؾذ٠ذ اٌغب٠بد ٚاٌىفب٠بد  ٚاٌزشث٠ٛخ ٚاٌّ

ٕغغّخ ِغ عٍُ  اٌم١ُ اٌّغزٙذفخ فٟ ٘زا اٌغٍه،  اٌّغزٙذفخ ف١ٗ، ٚرمذ٠ُ اٌّؼب١ِٓ اٌّمشسح ف١ٗ ٚاٌّ
ٚرٌه وٍٗ ِٓ ِٕظٛس ٠شاػٟ ِٛاطفبد اٌّزؼٍّبد ٚ اٌّزؼ١ٍّٓ ٠ٚؼزجش اٌّذسعخ ِغبلا خظجب 

غزّغ، ٠ٚغّؼ ثزشع١خ اٌم١ُ ا٤خلال١خ، ٚل١ُ  ٠زؾمك ػّٕٗ اٌزفبػً الإ٠غبثٟ ث١ٓ اٌّذسعخ ٚاٌّ
 .اٌّٛاؿٕخ ٚؽمٛق الإٔغبْ ِّٚبسعخ اٌؾ١بح اٌذ٠ّمشاؿ١خ
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 : الاختٛاساخ ٔانتٕخٓاخ انؼايح– أٔلا 

 
ؽُذدد الاخز١بساد اٌؼبِخ لإطلاػ إٌظبَ اٌزشثٛٞ ِٚشاعؼخ إٌّب٘ظ أـلالب ِٓ اٌفٍغفخ 

شرىضاد ا٤عبع١خ اٌّزؼّٕخ فٟ ا١ٌّضبق اٌٛؿٕٟ ٌٍزشث١خ ٚاٌزى٠ٛٓ ، ٚوزا فٟ (1999)اٌزشث٠ٛخ ٚاٌّ

، ٚرزٛصع (2002)اٌّذاخً اٌٛاسدح فٟ اٌٛص١مخ الإؿبس اٌظبدسح ػٓ ٌغٕخ الاخز١بساد ٚاٌزٛعٙبد 
 .٘زٖ الاخز١بساد ػٍٝ صلاصخ ِغبلاد، ٟ٘ ِغبي اٌم١ُ، ِٚغبي اٌىفب٠بد، ِٚغبي اٌّؼب١ِٓ

 
 

 :يدال انقٛى - 1
: ر٠٢ٟؾذد ا١ٌّضبق اٌٛؿٕٟ ٌٍزشث١خ ٚ اٌزى٠ٛٓ اٌّشرىضاد اٌضبثزخ فٟ ٘زا اٌّغبي وب

 ل١ُ اٌؼم١ذح الإعلا١ِخ؛ 

 ل١ُ ا٠ٌٛٙخ اٌؾؼبس٠خ ٚ ِجبدئٙب ا٤خلال١خ ٚ اٌضمبف١خ؛ 

 ل١ُ اٌّٛاؿٕخ؛ 

 ل١ُ ؽمٛق الإٔغبْ ٚ ِجبدئٙب اٌى١ٔٛخ. 

بِ ِغ ٘زٖ اٌم١ُ، ٚاػزجبسا ٌٍؾبعبد اٌّزغذدح ٌٍّغزّغ اٌّغشثٟ ػٍٝ اٌّغزٜٛ الالزظبدٞ  ٚأغغب
زؼٍّبد ِٓ  ٚالاعزّبػٟ ٚاٌضمبفٟ ِٓ عٙخ، ٌٍٚؾبعبد اٌشخظ١خ اٌذ١ٕ٠خ ٚاٌشٚؽ١خ ٌٍّزؼ١ٍّٓ ٚاٌّ

بِ ٠أرٟ : عٙخ أخشٜ، فاْ ٔظبَ اٌزشث١خ ٚاٌزى٠ٛٓ ٠زٛخٝ  رؾم١ك 
 

 (ج)ػهٗ انًغتٕٖ انشخصٙ نهًتؼهى ػهٗ انًغتٕٖ انًدتًؼٙ انؼاو 

  ٟرشع١خ ا٠ٌٛٙخ اٌّغشث١خ اٌؾؼبس٠خ ٚاٌٛػ

ثزٕٛع ٚرفبػً ٚرىبًِ سٚافذ٘ب؛ 
  اٌزفزؼ ػٍٝ ِىبعت ِٕٚغضاد اٌؾؼبسح

الإٔغب١ٔخ اٌّؼبطشح؛ 
  رىش٠ظ ؽت اٌٛؿٓ ٚرؼض٠ض اٌشغجخ فٟ خذِزٗ؛

  رىش٠ظ ؽت اٌّؼشفخ ٚؿٍت اٌؼٍُ ٚاٌجؾش
ٚالاوزشبف؛ 

  اٌّغبّ٘خ فٟ رـ٠ٛش اٌؼٍَٛ ٚاٌزىٌٕٛٛع١ب
اٌغذ٠ذح؛ 

  ر١ّٕخ اٌٛػٟ ثبٌٛاعجـبد ٚاٌؾمٛق؛
  اٌزشث١خ ػٍٝ اٌّٛاؿٕخ ِّٚبسعخ اٌذ٠ّٛلشاؿ١خ؛
  اٌزشجغ ثشٚػ اٌؾٛاس ٚاٌزغبِؼ ٚلجٛي

الاخزلاف؛ 
  رشع١خ ل١ُ اٌّؼبطشح ٚاٌؾذاصخ؛

  اٌزّىٓ ِٓ اٌزٛاطً ثّخزٍف أشىبٌٗ ٚأعب١ٌجٗ؛
  اٌزفزؼ ػٍٝ اٌزى٠ٛٓ إٌّٟٙ اٌّغزّش؛

  ٓر١ّٕخ اٌزٚق اٌغّبٌٟ ٚالإٔزبط اٌفٕٟ ٚاٌزى٠ٛ
اٌؾشفٟ فٟ ِغبلاد اٌفْٕٛ ٚاٌزم١ٕبد؛ 

  ْر١ّٕـخ اٌمذسح ػٍٝ اٌّشبسوخ الإ٠غبث١خ فٟ اٌشأ
اٌّؾٍٟ ٚاٌٛؿٕٟ 

  زٌفزؼ ػٍٝ اٌغ١ش؛ ضٌمخ ثبٌٕفظ ٚا ا

  ّبسعخ؛ زٌفى١ش ٚاٌّ الاعزملا١ٌخ فٟ ا

  ٟؾ١ؾ الاعزّبػ زٌفبػً الإ٠غبثٟ ِغ اٌّ ا

ػٍٝ اخزلاف ِغز٠ٛبرٗ؛ 

  غإ١ٌٚخ ٚالأؼجبؽ؛ زٌؾٍٟ ثشٚػ اٌّ ا

  ٛاؿٕخ ٚاٌذ٠ّٛلشاؿ١خ؛ ِّبسعخ اٌّ

  ٌٕمذٞ؛ ئػّبي اٌؼمً ٚاػزّبد اٌفىش ا

  شدٚد٠خ؛ الإٔزبع١خ ٚاٌّ

  ضبثشح؛ رض١ّٓ اٌؼًّ ٚالاعزٙبد ٚاٌّ

  جبدسح ٚالاثزىبس ٚالإثذاع؛ اٌّ

  زٌٕبفغ١خ الإ٠غبث١خ؛ ا

  لذ وم١ّخ أعبع١خ ػٟ ثبٌضِٓ ٚاٌٛ اٌٛ

ذسعخ ٚفٟ اٌؾ١بح؛  فٟ اٌّ

  ًِزٌؼب ج١ؼ١خ ٚا ج١ٌئخ اٌـ َ ا اؽزشا

ٛسٚس  ضٌمبفخ اٌشؼج١خ ٚاٌّ الإ٠غبثٟ ِغ ا

غشثٟ ٞ اٌّ ضٌمبفٟ ٚاٌؾؼبس . ا
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: أْ ٠غزؾؼش اٌم١ُ اٌّشبس ئ١ٌٙب أػلاٖ  (ح)ػٍٝ ا٤عزبر 
  ػٕذ ئػذاد اٌذسط ٚفٟ ثٕبء أٔشـخ اٌزؼٍُ ٚوزا اخز١بس اٌّٛاسد اٌذ٠ذاوز١ى١خ ٚثٕبء

 ٚػؼ١بد اٌزم٠ُٛ؛
  ٍُؾ١ؾ ؽزٝ رغبػذ ػٍٝ اٌزؼ إعغخ ٚاٌّ فٟ اٌغٍٛن اٌؼبَ داخً اٌفظً ٚاٌّ

بِ رمزؼ١ٗ ؿج١ؼخ اٌٛػؼ١بد  ثبٌمذٚح ٚرشع١خ ٘زٖ اٌم١ُ ٌذٜ إٌبشئخ ٚرٌه ؽغت 

بِدح دساع١خ  .اٌّشرجـخ  ثىً 
 

 : يدال انكفاٚاخ-  2 -

 
 اٌزٞ ٠ٍظ ِشؽٍخ اٌزؼ١ٍُ الإػذادٞ ٠ىْٛ ِجذئ١ب ِىزغجب ٌشط١ذ ٌغٛٞ ِٚؼشفٟ  (ج)ئْ اٌّزؼٍُ  

ِٚٙبسٞ ٠إٍ٘ٗ لاعز١ؼبة ِخزٍف اٌظٛا٘ش الاعزّبػ١خ ٚاٌضمبف١خ، ٚارخبر ِٛالف ِٕٙب، 

ٚاٌزفبػً الإ٠غبثٟ ِغ ِؾ١ـٗ اٌّؾٍٟ ٚاٌغٙٛٞ ٚاٌٛؿٕٟ ٚاٌؼبٌّٟ، فؼلا ػٓ اوزغبثٗ وفب٠بد 
رٛاط١ٍخ أعبع١خ، ِغ اٌمذسح ػٍٝ رٛظ١فٙب فٟ ٚػؼ١بد ِجغـخ، وّب أٔٗ ٠ّزٍه اٌمذسح ػٍٝ 

بِط ا٤ٌٟٚ ٌم١ُ اٌّجبدسح، ٚاٌزٕبفظ الإ٠غبثٟ، ٚاٌؼًّ اٌغّبػٟ، ٚالاػزّبد ػٍٝ إٌفظ،  الاعزذ
بِط ف١ٗ ثى١ف١خ  ٚئدسان اٌؾمٛق ٚاٌٛاعجبد، ٚاٌزٛاطً ِغ اٌّؾ١ؾ، ٚاٌٛػٟ ثّزـٍجبد الأذ

 .ٚاػ١خ
 

فٙ انتؼهٛى  (ج)ٔتأتٙ انًشحهح الإػذادٚح يُذسخح فٙ عٛشٔسج انحفاظ ػهٗ يكتغثاخ انًتؼهى 
. الاتتذائٙ ٔتحصُٛٓا، خاصح تانُغثح نًٍ تهغٕا عٍ َٓاٚح انتؼهٛى الإخثاس٘

 ٔخلال ْزِ انًشحهح انٕعطٗ ٚغتًش انتشكٛض ػهٗ اندٕاَة انتٕاصهٛح فٙ يغتٕٖ يتقذو يٍ 
ٔتؼطٗ اندٕاَة انتكُٕنٕخٛح . انتًكٍ، ٔػهٗ اندٕاَة انًُٓدٛح ٔالاعتشاتٛدٛح ٔانثقافٛح

أًْٛح أكثش يٍ ر٘ قثم نلإػذاد نهتؼهٛى انتأْٛهٙ، أٔ نًؤعغاخ انتكٍٕٚ انًُٓٙ، أٔ نٕنٕج 
انحٛاج انؼايح نًٍ عُٛقطؼٌٕ ػٍ انذساعح يٍ  انًتؼهًاخ ٔانًتؼهًٍٛ فٙ َٓاٚح انغهك 

 .الإػذاد٘
 

 ، ٠غزٛعت ِمبسثزٙب ثشىً  (ج)ئْ رـ٠ٛش اٌىفب٠بد ٚر١ّٕزٙب ػٍٝ اٌٛعٗ اٌلائك ٌذٜ اٌّزؼٍُ 

ِٚٓ . شٌّٟٛ، ِغ ِشاػبح اٌزذسط اٌج١ذاغٛعٟ فٟ ثشِغزٙب، ٚٚػغ اعزشار١غ١بد اوزغبثٙب
بِ ٠أرٟ  : اٌىفب٠بد اٌّّىٓ ثٕبؤ٘ب فٟ ئؿبس رٕف١ز ِٕب٘ظ اٌزشث١خ ٚاٌزى٠ٛٓ ٔزوش 

 
 ٚاٌزٟ رغزٙذف ر١ّٕخ شخظ١خ اٌّزؼٍُ ثبػزجبسٖ غب٠خ فٟ انكفاٚاخ انًشتثطح تتًُٛح انزاخ ،

رارٗ، ٚفبػلا ئ٠غبث١ب ٠ٕزظش ِٕٗ الإعٙبَ اٌفبػً فٟ الاسرمبء ثّغزّؼٗ فٟ وً اٌّغبلاد؛ 
 ٙٚاٌزٟ رغؼً ٔظبَ اٌزشث١خ ٚاٌزى٠ٛٓ انكفاٚاخ انقاتهح نلاعتثًاس فٙ انتحٕل الاختًاػ ،

بد٠خ؛  ٠غزغ١ت ٌؾبعبد اٌز١ّٕخ اٌّغزّؼ١خ ثىً أثؼبد٘ب اٌشٚؽ١خ ٚاٌفىش٠خ ٚاٌّ
 ٚاٌزٟ رغؼً ٔظبَ انكفاٚاخ انقاتهح نهتصشٚف فٙ انقطاػاخ الاقتصادٚح ٔالاختًاػٛح ،

زـٍجبد اٌز١ّٕخ  بِط فٟ اٌمـبػبد إٌّزغخ ٌّٚ اٌزشث١خ ٚاٌزى٠ٛٓ ٠غزغ١ت ٌؾبعبد الأذ
 .الالزظبد٠خ ٚالاعزّبػ١خ
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،  ٔتكُٕنٕخٛايُٓدٛا، ٔثقافٛا، ٔتٕاصهٛا، ٔ إعتشاتٛدٛا،٠ّٚىٓ أْ رزخز اٌىفب٠بد اٌزشث٠ٛخ ؿبثؼب
 : وّب ٘ٛ ِج١ٓ فٟ اٌغذٚي ا٢رٟ

 

انؼُاصش انًكَٕح نٓا انكفاٚاخ 

 
 

انكفاٚاخ 
 الإعتشاتٛدٛح

 ِؼشفخ اٌزاد ٚاٌزؼج١ش ػٕٙب؛ 
  ىبْ؛ بِْ ٚاٌّ اٌزّٛلغ فٟ اٌض

  ا٤عشح، )اٌزّٛلغ ثبٌٕغجخ ٣ٌخش ٚثبٌٕغجخ ٌٍّإعغبد اٌّغزّؼ١خ
، ٚاٌزى١ف ِؼٙب ِٚغ اٌج١ئخ ثظفخ (اٌّإعغخ اٌزؼ١ّ١ٍخ، اٌّغزّغ

ػبِخ؛ 
  ٗبِ ٠فشػ رؼذ٠ً إٌّزظشاد ٚالارغب٘بد ٚاٌغٍٛوبد اٌفشد٠خ ٚفك 

غزّغ  .رـٛس اٌّؼشفخ ٚاٌؼم١ٍبد ٚاٌّ
 

 

انكفاٚاخ 
 انتٕاصهٛح

  بِص٠غ١خ ئرمبْ اٌٍغخ اٌؼشث١خ ٚرخظ١ض اٌؾ١ض إٌّبعت ٌٍغخ ا٤

ٚاٌزّىٓ ِٓ اٌٍغبد ا٤عٕج١خ؛ 
  اٌزّىٓ ِٓ ِخزٍف أٔٛاع اٌزٛاطً داخً اٌّإعغخ اٌزؼ١ّ١ٍخ

ٚخبسعٙب فٟ ِخزٍف ِغبلاد رؼٍُ اٌّٛاد اٌذساع١خ؛ 
  (...ا٤دثٟ، ٚاٌؼٍّٟ، ٚاٌفٕٟ)اٌزّىٓ ِٓ ِخزٍف أٔٛاع اٌخـبة 

. اٌّزذاٌٚخ فٟ اٌّإعغخ اٌزؼ١ّ١ٍخ ٚفٟ ِؾ١ؾ اٌّغزّغ ٚاٌج١ئخ

 
انكفاٚاخ 

 انًُٓدٛح

  ِٕٙغ١خ ٌٍزفى١ش ٚرـ٠ٛش ِذاسعٗ اٌؼم١ٍخ؛
  ِٕٙغ١خ ٌٍؼًّ فٟ اٌفظً ٚخبسعٗ؛

  ِٕٗٙغ١خ ٌزٕظ١ُ رارٗ ٚشإٚٔٗ ٚٚلزٗ ٚرذث١ش رى٠ٕٛٗ اٌزارٟ ِٚشبس٠ؼ
. اٌشخظ١خ

 

 انكفاٚاخ انثقافٛح

  ٍُ(ح)اٌغبٔت اٌشِضٞ اٌّشرجؾ ثز١ّٕخ اٌشط١ذ اٌضمبفٟ ٌٍّزؼ  ، 

ٚرٛع١غ دائشح ئؽغبعبرٗ ٚرظٛسارٗ ٚسؤ٠زٗ ٌٍؼبٌُ ٌٍٚؾؼبسح 
اٌجشش٠خ ثزٕبغُ ِغ رفزؼ شخظ١زٗ ثىً ِىٛٔبرٙب، ٚثزشع١خ ٠ٛ٘زٗ 

وّٛاؿٓ ِغشثٟ ٚوأغبْ ِٕغغُ ِغ رارٗ ِٚغ ث١ئزٗ ِٚغ اٌؼبٌُ؛ 
  اٌّٛعٛػٟ اٌّشرجؾ ثبٌّؼشفخ ثظفخ ػبِخاٌغبٔت .

 

انكفاٚاخ 
 انتكُٕنٕخٛح

  اٌمذسح ػٍٝ رظٛس ٚسعُ ٚئثذاع ٚئٔزبط إٌّزغبد اٌزم١ٕخ؛

  ؼب٠شح ٚاٌم١بط، ٚرم١ٕبد اٌزّىٓ ِٓ رم١ٕبد اٌزؾ١ًٍ ٚاٌزمذ٠ش ٚاٌّ
ِٚؼب١٠ش ِشالجخ اٌغٛدح، ٚاٌزم١ٕبد اٌّشرجـخ ثبٌزٛلؼبد 

ٚالاعزششاف؛ 
  اٌزّىٓ ِٓ ٚعبئً اٌؼًّ اٌلاصِخ ٌزـ٠ٛش رٍه إٌّزغبد ٚرى١١فٙب ِغ

زـٍجبد اٌّزغذدح؛  اٌؾبع١بد اٌغذ٠ذح ٚاٌّ

 بِط  أخلال١بد اٌّٙٓ ٚاٌؾشف ٚا٤خلال١بد اٌّشرجـخ ثبٌزـٛس اعزذ
اٌؼٍّٟ ٚاٌزىٌٕٛٛعٟ ثبسرجبؽ ِغ ِٕظِٛخ اٌم١ُ اٌذ١ٕ٠خ ٚاٌؾؼبس٠خ 

 .ٚل١ُ اٌّٛاؿٕخ ٚل١ُ ؽمٛق الإٔغبْ ِٚجبدئٙب اٌى١ٔٛخ

 
 

اْ ٠غزؾؼش ؿج١ؼخ اٌىفب٠بد ٚأٔٛاػٙب ٚاٌؼٕبطش اٌّىٛٔخ ٌىً ٔٛع لظذ اٌزؾىُ  (ح)ػٍٝ ا٤عزبر 
 . ف١ٙب 
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 : يدال انًضايٍٛ- 3

 

  فٟ  (ج)رٕزظُ اٌّؼب١ِٓ داخً اٌغٍه اٌضبٔٛٞ الإػذادٞ ثّب ٠خذَ اٌّٛاطفبد اٌّؾذدح ٌٍّزؼٍُ 

بِ ٠أرٟ : ٔٙب٠خ ٘زا اٌغٍه، ِٓ خلاي 
  الأـلاق ِٓ اػزجبس اٌّؼشفخ ئٔزبعب ِٚٛسٚصب ثشش٠ب ِشزشوـب؛
  اػزجبس اٌّؼشفخ اٌخظٛط١خ عضءا لا ٠زغضأ ِٓ اٌّؼشفخ اٌى١ٔٛخ؛

  اػزّبد ِمبسثخ ش١ٌّٛخ ػٕذ رٕبٚي الإٔزبعبد اٌّؼشف١خ اٌٛؿ١ٕخ، فٟ ػلالزٙب ثبلإٔزبعبد
اٌى١ٔٛخ ِغ اٌؾفبف ػٍٝ صٛاثزٕب ا٤عبع١خ؛ 

  اػزجبس غٕٝ ٚرٕٛع اٌضمبفخ اٌٛؿ١ٕخ ٚاٌضمبفبد اٌّؾ١ٍخ ٚاٌشؼج١خ وشٚافذ ٌٍّؼشفخ؛
  الا٘زّبَ ثبٌجؼذ اٌّؾٍٟ ٚاٌجؼذ اٌٛؿٕٟ ٌٍّؼب١ِٓ ٚثّخزٍف اٌزؼبث١ش اٌف١ٕخ ٚاٌضمبف١خ؛

  اػزّبد ِجذأ اٌزىبًِ ٚاٌزٕغ١ك ث١ٓ ِخزٍف أٔٛاع اٌّؼبسف ٚأشىبي اٌزؼج١ش؛
  ٤علان اٌزؼ١ّ١ٍخ؛ ااػزّبد ِجذأ الاعزّشاس٠خ ٚاٌزذسط فٟ ػشع اٌّؼبسف ا٤عبع١خ ػجش

  رغبٚص اٌزشاوُ اٌىّٟ ٌٍّؼب١ِٓ اٌّؼشف١خ اٌّخزٍفخ ػجش اٌّٛاد اٌزؼ١ّ١ٍخ؛
  اعزؾؼبس اٌجؼذ إٌّٙغٟ ٚاٌشٚػ إٌمذ٠خ فٟ رمذ٠ُ ِؾز٠ٛبد اٌّٛاد؛

  اٌؼًّ ػٍٝ اعزضّبس ػـبء اٌفىش الإٔغبٟٔ ػبِخ ٌخذِخ اٌزىبًِ ث١ٓ اٌّغبلاد اٌّؼشف١خ؛
  ٟاٌؾشص ػٍٝ رٛف١ش ؽذ أدٔٝ ِٓ اٌّؼب١ِٓ ا٤عبع١خ اٌّشزشوخ ٌغ١ّغ اٌّزؼ١ٍّٓ ف

ِخزٍف ا٤علان ٚاٌشؼت؛ 
  الا٘زّبَ ثبٌّؼب١ِٓ اٌف١ٕخ؛
  ر٠ٕٛغ اٌّمبسثبد ٚؿشق رٕبٚي اٌّؼبسف؛

 ؼشفخ اٌٛظ١ف١خ  .ئؽذاس اٌزٛاصْ ث١ٓ اٌّؼشفخ فٟ ؽذ رارٙب ٚاٌّ
 

 
 (ح)اعزؾؼبس وً رٌه ػٕذ أزمبء اٌّؼب١ِٓ وؾظ١ٍخ ِؼشف١خ ٠ضٚد ثٙب اٌّزؼٍُ  (ح) ٚػٍٝ ا٤عزبر 

. ػٕذ ٔٙب٠خ وً ٚؽذح دساع١خ
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 فٙ َٓاٚح انغهك الإػذاد٘   (ج)يٕاصفاخ انًتؼهى - ثاَٛا 

 
يٕاصفاخ يٍ حٛث انقٛى ٔانًقاٚٛظ 

 الاختًاػٛح
 يٕاصفاخ يشتثطح تانكفاٚاخ ٔانًضايٍٛ

اوزغبة اٌمذس اٌىبفٟ ِٓ ِفب١ُ٘ - 

بِ ٠لائُ  اٌؼم١ذح الإعلا١ِخ، ؽغت 
ِغزٛاٖ اٌؼّشٞ، ِٚزؾ١ٍب ثب٤خلاق 

ٚا٢داة الإعلا١ِخ فٟ ؽ١برٗ ا١ِٛ١ٌخ؛ 
اٌزشجغ ثم١ُ اٌؾؼبسح اٌّغشث١خ ثىً - 

ِىٛٔبرٙب ٚاٌٛػٟ ثزٕٛع ٚرىبًِ 
سٚافذ٘ب؛ 

 اٌزشجغ ثؾت ٚؿٕٗ ٚخذِزٗ؛- 
الأفزبػ ػٍٝ ل١ُ اٌؾؼبسح اٌّؼبطشح - 

 ٚ ئٔغبصارٙب؛
اٌزشجغ ثم١ُ ؽمٛق الإٔغبْ ٚؽمٛق - 

 اٌّٛاؿٓ اٌّغشثٟ ٚٚاعجبرٗ؛
 - ٞ اٌذسا٠خ ثبٌزٕظ١ُ الاعزّبػٟ ٚالإداس

ِؾ١ٍب ٚع٠ٛٙب ٚٚؿ١ٕب، ٚ ٚاٌزشجغ ثم١ُ 

 اٌّشبسوخ الإ٠غبث١خ ٚرؾًّ اٌّغإ١ٌٚخ؛
الأفزبػ ػٍٝ اٌزى٠ٛٓ إٌّٟٙ - 

 ٚاٌمـبػبد الإٔزبع١خ ٚاٌؾشف١خ؛
رزٚق اٌفْٕٛ ٚاٌٛػٟ ثب٤صش الإ٠غبثٟ - 

ٌٍٕشبؽ اٌش٠بػٟ اٌّغزذ٠ُ ػٍٝ 
 اٌظؾخ؛

اٌزشجغ ثم١ُ اٌّشبسوخ الإ٠غبث١خ فٟ - 
اٌشأْ اٌّؾٍٟ ٚاٌٛؿٕٟ ٚل١ُ رؾًّ 

 .اٌّغإ١ٌٚخ
 

اٌزّىٓ ِٓ اٌٍغخ اٌؼشث١خ ٚاعزؼّبٌٙب اٌغ١ٍُ  - 

فٟ رؼٍُ ِخزٍف اٌّٛاد؛ 
اٌزّىٓ ِٓ رذاٚي اٌٍغبد ا٤عٕج١خ - 

 ٚاٌزٛاطً ثٙب؛
اٌزّىٓ ِٓ ِخزٍف أٔٛاع اٌخـبة اٌّزذاٌٚخ - 

 فٟ اٌّإعغخ اٌزؼ١ّ١ٍخ؛
اٌمذسح ػٍٝ اٌزغش٠ذ ٚؿشػ اٌّشىلاد - 

 اٌش٠بػ١خ ٚؽٍٙب؛
بَ ثبٌّجبدب ا١ٌٚ٤خ ٌٍؼٍَٛ اٌف١ض٠بئ١خ -  الإٌّ

 ٚاٌـج١ؼ١خ ٚاٌج١ئ١خ؛
اٌزّىٓ ِٓ ِٕٙغ١خ ٌٍزفى١ش ٚاٌؼًّ داخً - 

 اٌفظً ٚخبسعٗ؛
١ٕٙخ ٚ  -  اٌزّىٓ ِٓ اٌّٙبساد اٌزم١ٕخ ٚاٌّ

اٌش٠بػ١خ ٚاٌف١ٕخ ا٤عبع١خ راد اٌظٍخ 

 ثّؾ١ؾ اٌّذسعخ ِؾ١ٍب ٚع٠ٛٙب ؛
اٌمذسح ػٍٝ رى١١ف اٌّشبس٠غ اٌشخظ١خ - 

١ٕٙخ؛  راد اٌظٍخ ثبٌؾ١بح اٌّذسع١خ ٚاٌّ
اِزلان اٌّٙبساد اٌزٟ رغبػذٖ ػٍٝ رؼذ٠ً - 

 اٌغٍٛوبد ٚئثذاء اٌشأٞ؛
اٌزّىٓ ِٓ سط١ذ صمبفٟ ٠ّٕٟ ئؽغبعٗ - 

 ٚسؤ٠زٗ ٌزارٗ ٣ٌٚخش؛
اٌمذسح ػٍٝ اعزؼّبي اٌزىٌٕٛٛع١بد اٌغذ٠ذح - 

فٟ ِخزٍف ِغبلاد دساعزٗ ٚفٟ رجبدي 
. اٌّؼـ١بد

     

فٟ ٔٙب٠خ اٌغٍه اٌضبٔٛٞ الإػذادٞ ِٓ اعً  (ح)أْ ٠ؼٟ ِٛاطفبد اٌّزؼٍُ  (ح)   ػٍٝ ا٤عزبر 
 .اٌزؾىُ فٟ ِخشعبد اٌزؼٍُ ثـش٠مخ اعزجبل١خ
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PREFACE 

 

These guidelines are designed to provide a pedagogic „roadmap‟ to help you 

teach English more effectively in Middle schools.  They have been drawn up in 

accordance with the principles set forth in the National Charter for Education 

and Training and outlines a competency-based approach to the teaching of 

English as a Foreign Language. Their main aims are: 

 to provide further insights into the principles upon which EFL is taught 

at this level; 

 to outline the approach adopted; 

 to sketch out practical tips to further enhance your teaching skills; 

 to encourage reflection about ways of maximizing learning in your 

English classes; 

There are two parts to these guidelines.  The first part offers an overview of the 

National Curriculum including a statement of values and aims, the 

characteristics of the curriculum highlighting the syllabus that is to be taught 

and learnt and the types and modes of assessment to be adopted. The second 

part shifts focus and considers (i) young learners‟ characteristics, young 

learner's multiple intelligences and strategies for implementing them, (ii) the 

nature of project work and the benefits accruing from it such as making  the 

best of the textbook in-use and responding to learners‟ needs and individual 

wants and finally (iii) classroom language.   

The appendices include valuable documents: (i) a table including the types and 

number of tests to be administered during the course, (ii) a set of tips for 

teachers and a table of test specifications and (iii) 3 sample tests. 

I hope that these guidelines will serve as a source of clear and useful roadmap 

towards best practices for teaching English in our Middle Schools.  

Many thanks are due to all the members of the drafting committee.  

Ahmed Chaibi 

Central Specialist Coordination of English 
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STATEMENT OF VALUES AND AIMS  

OF THE CURRICULUM 
 

The aims of the curriculum is in conformity with the four sets of values 

outlined in the National Charter for Education and Training; namely, the 
values of Islam, the values of the Moroccan identity, its cultural and ethical 
principles, the values of citizenship, and the values of human rights and their 

universal principles. In fact, the educational system in general, and the 
curriculum in particular, are geared towards meeting the ever-changing 

economic, social and cultural needs of Morocco, and those of the learners. To 
this end, the national curriculum sets out to achieve the following goals: 

 to promote the Islamic / Moroccan identity and awareness of its 

diverse, interactive and complementary components; 

 to enable learners to become acquainted with both the 

contributions and benefits of  human civilizations;  

 to promote patriotism;  

 to enable learners to make contributions to modern science and 

technology; 

 to promote their  desire of  knowledge, research, and enquiry;    

 to enhance their awareness of  their obligations  and rights;  

 to initiate them into citizenship and democratic practices; 

 to initiate them into negotiation, tolerance, and acceptance of 

different views ;  

  to initiate them into modernity values; 

 to enable them to acquire the ability to communicate effectively in 

different settings; 

 to help them develop appreciation of beauty in the arts and crafts; 

 to develop their knowledge, understanding and appreciation of 

their own cultures and other people‟s cultures, and how these 
influence  individuals and societies; 

 to enhance their understanding of the values, principles and 
practices of democracy; 

 to raise their awareness of  time as an asset both at school and in 

life; 

 to help them develop  their ability to think rationally and critically;  

 to help them develop the competencies and attitudes to be 

productive members of  society. 
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To the same end, the educational system will stress the learners‟  

 self-confidence; 

 self-respect; 

 respect and concern for others, especially those from different 
social, cultural, ethnic and religious backgrounds; 

 responsibility; 

 diligence; 

 compassion; 

 integrity; 

 self-discipline; 

 courtesy; and   

 wholesome relations with others.  

 
The educational system focuses on both civic and character development, 

as can be seen from the list above. These values
1
 are reflected explicitly 

or implicitly in the English curriculum in middle schools. 
 

                                                 
1
 The ordering of these values does not imply any priority or preference. The issues of character, 

civility and citizenship are not an add-on to the curriculum. They are central to our mission and to our 

very survival as a nation.     
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AIMS OF THE ENGLISH CURRICULUM 

 

The third year EFL curriculum we are concerned with in these guidelines 
draws on the general aims set forth for the four-year EFL curriculum 

listed below : 
 

1. To develop the communication competencies necessary 

for a variety of real-life purposes : 
 
 Listen, understand and respond appropriately to others 

 Speak effectively and participate in group discussions in 
different situations 

 Read, understand and reflect critically upon what is read 
 Write accurately and fluently 

 Exchange information, ideas, and experiences 
 

2. To develop knowledge and sub-skills necessary for a 

variety of real-life :  
Purposes : 

 to acquire a deep understanding of the language system 

 to understand and use the functions of language of every day 

life 

 to express oneself using a range of vocabulary 

 to acquire semantic and discourse knowledge 

 to understand the way language adapts to context  
  

3. To develop study skills leading to learner autonomy: 

 
 work individually on assignments; 
 negotiate, plan their work over a certain time span and learn 

how to set 
realistic objectives and how to devise the means to attain 

them; 
 to search out information for themselves from different 

sources appropriately and effectively; 
 to monitor and evaluate their own learning process in an 

appropriate way; 
 to develop their  own  independence in learning and using 

English; 

 to manage projects effectively;   
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4. To develop the intellectual abilities of the learner: 

 
 to develop high-thinking and meta-cognitive skills ( critical 

thinking, logical reasoning, decision-making, problem-

solving, enquiry and evaluation skills); 
 to elicit rules from language in use and discuss their 

hypotheses with others; 
 imaginatively. 

 

5. To develop cross-cultural communication competency: 

 
 to attain an understanding and appreciation of people‟s 

attitudes and values of other cultures; 
 to use their knowledge of the language creatively and  

 to consider other cultures and compare them to their own; 
 to develop an interest in cross-cultural aspects and other 

ways of doing things; 

 to convey their cultural concerns to other users of English.  
 

6. To enhance  the learner’s awareness of , and reflection 

upon, global issues: 

 
 to get acquainted with, and reflect upon, international issues 

and relations (e.g., international organizations, world 
conflicts); 

 to develop an understanding of economic issues (e.g., 
business and financial news; 

 to get acquainted with, and reflect upon, current issues ( e.g., 
human rights, women‟s rights, health, education, science and 

technology). 
 

7. To reinforce values pertaining to character, civility, 

and citizenship: 

 
 to reflect on the consequences of their own actions and 

develop self-discipline,  a sense of responsibility and self-
respect; 

 to value cooperation and sharing, respect and care for others; 
 to understand their rights and responsibilities as citizens and 

gain awareness of  active contribution to democratic 
processes; 

 to value integrity, honesty and truth; 

 to respect nature and the environment.
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NATURE OF THE ENGLISH CURRICULUM 
 

Characteristics 
 

The EFL curriculum in Morocco adheres to the competency-based 
approach

2
. The distinctive characteristics of this approach are generally 

stated as follows: 
 

1. It is organized around a set of learning tasks and/or activities that are: 

(i) based on language knowledge, skills, strategies and abilities that 
learners have to demonstrate; and (ii) directed towards the likeliest 

uses learners will have to make of English in their future studies and 
professions; 

2. Specific themes and situations are used as means to develop 
competencies and improve performances;  

3. It is learner-centered;  
4. It is task-based;

3
  

5. It assesses learner behavior/ performance in relation to the 
competencies focused upon; 

6. It capitalizes on the  performances that the learners should expect to 
attain, not just content to be covered;  

7. It the present status of the learners‟ competencies in reference to what 

the curriculum expects them to attain (i.e. terminal performance). 
 

 Methodology  
 

The assumptions underlying the methodology
4
 that this curriculum 

subscribes to are as follows: 

 Language acquisition is fostered by engaging learners in real tasks; 

 Language learning is a problem-solving activity; 

 All learners  can learn and experience success in a foreign  language;  

 Learners learn in different ways which implies catering for different 

learning styles; 

 Learners achieve proficiency at different rates; 

                                                 
2 A competency -based approach focuses on the outcomes of learning and addresses what the learners are 

expected to do rather than on what they are expected to learn about. A competency; can therefore, be 

defined as a „statement of learn ing outcomes for a piece of knowledge or skill .‟ When students demonstrate 

a"competency," they are demonstrating their ability to do something. They are showing the o utcome of the 

learning process. 
3
 A curricu lum is said to be task-based if it focuses on the use of authentic language, and on learners doing 

meaningful tasks using English; for example, describing a process, doing an interview, etc. 
4
 While we advocate this methodology which can be defined as communicat ive or even competency-based, 

we are aware that no methodology can cover all the possible ways. 
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 Learners are involved in interdisciplinary connections when learning 

English;  

 Learners express themselves freely in low-anxiety situations; 

 Learners acquire language better in rich learning environments in 

which they receive „comprehensible input‟
5
. 

 Language tasks and /or activities must focus on both content and 

form; 
 

Therefore, this methodology translates into:  
 

 Listening/speaking/reading and writing tasks/ activities
6
 whereby the 

learners  demonstrate competencies (language knowledge skills, 
strategies and abilities)  in a variety of  modes and within a wide range 
of  contexts; 

 Realistic learning experiences based on solving problems, which 

maximizes effective learning. 
 

The teacher’s roles are  

 to manage the classroom event; 

 to monitor language output / competencies development; 

 to create the conditions that are conducive to the development of 

communication competencies;  

 to provide the learners with effective learning opportunities;  

 to adopt approaches that are responsive to the specificity of the 

teaching/learning context; 

 to provide immediate feedback; 

 to put into practice principles of good language teaching  and testing. 

 
The learner’s roles are 

 to learn cooperatively;  

 to be more self-directed and responsible for his/her own learning; that 

is to plan, monitor and evaluate his/her learning; 

 to be on the outlook for  effective skills and strategies; 

 to be actively involved in the process of language learning.  
 

The roles to be played by the teacher and learners can be complementary and 
interdependent as is the case in activities such as projects.  

 

                                                 
5
 „Comprehensible input‟ refers to  input that is slightly above learners‟ language level ( Krashen 1981) 

6
 . These learn ing tasks/ activities must be embedded in authentic, real-life contexts. 
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ASSESSMENT 
 

This curriculum requires performance assessment; that is, the process 
of measuring the learner‟s performances. Continuous assessment

7
; therefore, 

is an integral part of teaching and learning. It can occur whenever the 
teacher or the learner needs information about the adequacy of the learner‟s 

present learning state for subsequent instruction. Because of the nature of 
this curriculum, criterion-referenced standards must be applied when 
interpreting test scores. Criterion- referenced standards describe the precise 

amount of end-of level or end-of – unit or end-of-course competencies the 
learner is expected to attain. The learner‟s achievement determines whether 

s/he can proceed to the next unit or course of instruction. Tests using these 
standards provide explicit information about what the learner can or cannot 

do.  
 

General considerations  
 

 Criterion-referenced standards require the explicit definition of 
terminal behavior, in reference to the entry behaviors necessary for 

the next level or unit of instruction.   

 The standard of acceptability specified in the teaching objectives is 

what all learners need to meet. The meeting of this standard is the 

prerequisite for the introduction of new instructional objectives; 

 All learners must meet the standard of acceptability not in a single 

objective but in all objectives; 

 Tests should relate to the principles of validity, reliability, practicality, 

and efficiency; 

 The nature of the test must reflect the approximate proportion of 
emphasis of the course; 

 Tests should have a beneficial backwash effect  on teaching and 

learning; 

 The test format must  allow for a good sampling of the content of the 

unit(s) or the course; 

 The final test must be a proficiency test that measures what learners 

can do in English.   

 Besides tests, performance assessment requires other forms of 
assessment such as project work, portfolio, class participation, 

homework assignment, etc.         

                                                 
7
 Continuous assessment is applied for motivational, diagnosis, evaluation, intrinsic /extrinsic feedback 

purposes.  
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ENGLISH CURRICULUM FOR MIDDLE SCHOOLS
8
 

 

General aims  
 

In conformity with the principles outlined in the National Charter for 
Education and Training, the general aims of the middle school curriculum 

can be summarized as follows:  

 to contribute to the achievement of the aims related to education in 

general and the teaching of languages in particular
9
; 

 to develop competencies as demonstrable application of  knowledge, 

skills, strategies, abilities and study-skills acquired by individual 

learners; 

 to  raise learners‟ awareness of  the gains of learning a  foreign 

language; 

 to give them the opportunity to develop cross-cultural communication 

competency;  

 to enable learners to discover the learning strategies that suit them 
best, so that they can learn more effectively, and by extension, take 

over more responsibility for their own learning; 

 to give them a sense of confidence in the use of English for 

communication. 

 
Specific aims 
 

The specific aims for each of the four skills (reading, listening, speaking and 
writing) are outlined below: 

1. Reading  
Learners will demonstrate the ability to  

 read a text quickly to understand the main idea(s) [ skimming]; 

 scan a text for a specific information [ scanning]; 

 use linguistic information in a text to infer word meanings 

[structural analysis, contextual clues]; 

 use information in a text to recognize referents; 
 

 
 

 
 

                                                 
8
. Schools that are referred to as “Collèges” in French.    

9
. See the National Charter, particu larly the articles related to the teaching of  foreign languages;   
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2. Listening and Speaking 

 
Learners will demonstrate the ability to 

 identify the general idea (s) of spoken text [ Listening for gist]; 

 listen to a whole spoken text very carefully for specific 

information [ Listening for detail]; 

 listen and respond thoughtfully and respectfully to others; 

 speak clearly and expressively, using correct pronunciation and 

intonation; 

 understand and use spoken language appropriate to the topic, 

purpose, and audience; 

 

3. Writing  

 
Learners will demonstrate the ability to  

 write a single paragraph
10

 with a topic sentence that expresses a 
basic idea, with several sentences that  develop or support the 

main idea; 

 write a single paragraph describing a person, a place, or a thing 

 write a letter or an email to give information; 

 write a simple conversation or dialogue. 

 
Topics  

Teachers must cover at least the following topics according to their 
appearance in the textbooks in use. These topics are sensitive to students‟ 

cognitive, social and psychological: 
1. Hello/greetings 

2. At school 
3. Family  

4. Home 
5. Clothes 
6. Food and drinks 

7. Transport 
8. Sports  

9. Hobbies 
10. Health 

 
 

 

                                                 
10

. We use the word „paragraph‟ to refer to a short text. It could be an e-mail text, for example. 
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Teachers must also cover five units each semester with the average of 6 

hours a unit. Four hours are to be devoted to assessment. Time permitting, 
teachers might present all or some of the topics /units left in the textbooks in 

use. 
 

Functions 
Teachers are also advised to present the following language functions 
according to their appearance in the textbooks in use: 

 Greetings and introducing                                                                                                         

 Asking for and giving information              

 Describing (i) people, (ii)things and (iii) places 

 Expressing likes and dislikes  

 Asking for and telling the time                                

 Asking for and giving permission 

 Making and responding to suggestions 

 Expressing ability 

 Accepting and refusing offer 

 Asking for and giving advice 

 Expressing obligation 

 Apologizing 

 
Grammar 

By the end of the course, learners will be able to (i) recognize the forms, (ii) 
understand the meanings, (iii) and uses of the structures listed below.  

 Imperative;  

 To be (affirmative/negative/ interrogative) 

 Possessive adjectives/ genitive 

 Demonstratives 

 Indefinite/ definite articles 

 Simple present simple affirmative/ negative/ interrogative; 

 Count /non-count nouns; 

 Have got / has got 

 There is / there are: some/ any 

 use adverbs of frequency with the present simple: always, often, 
sometimes,  occasionally, rarely , never, usually, seldom. 

 present continuous/ affirmative / negative/ interrogative  

 Can/ can‟t / may/ may not/ must/ mustn‟t/ should / shouldn‟t  

 to make and respond to suggestions using :   Let‟s/Let‟s not. 

 Prepositions of place and time.  
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The structures above are to be covered according to their appearance in the 

textbooks in use. In addition, students should be helped to meet these 
structures in real-life contexts and teachers are required to provide them with 

the necessary time to practice and use them meaningfully and appropriately.  
 

Vocabulary 
By the end of the third year, students should be able to understand and use 
vocabulary items related to the topics listed above. 
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Teaching English to EFL young learners 

 in Morocco 
 

There has been a recent revival of interest in the teaching of foreign 

languages to young learners due to the growing need to communicate with 
people from other countries, in a world which has witnessed dramatic 

changes in its political, economic, cultural, geographical and communication 
aspects. Learning foreign languages, especially English, is a key element in 

the relentless and uncompromising endeavor to access the newly globalised 
world. Foreign languages play a significant role in strengthening the cultural and 

economic links between nations all over the world.  
 
The introduction of English into Moroccan middle schools was a 

promising venture to respond to professionals‟ plea to help learners
11

 learn this 
language at early age (Charter

12
 1999, article 117). English in middle schools has 

been of considerable interest to teachers, learners, parents and all the people 
concerned with education in Morocco. The National charter suggests that the 

curriculum in general, and the teaching of foreign languages in particular, should 
be geared towards meeting the ever-changing economic, social and cultural needs 

of Morocco, and those of the learners. The White paper has also set a basis  for 
the teaching of English and other foreign languages through the description of 

the premises of the curriculum, its characteristics and contents. New textbooks 
were later published to suit this level. Teachers, accordingly, are required to 

comply with, and work hard to put into practice the principles set forth in the 
charter, white paper, and various ministerial documents in order to achieve the 
goals of teaching English at this level. Regardless of the reasons for teaching 

EFL in Morocco, a teacher needs to appreciate how young learners at this level 
grow, develop, and learn. In other words, he or she needs to provide learning 

opportunities that support their multi-dimensional characteristics; the latter being 
physical, social, emotional, and intellectual.  

 
Characteristics of middle school learners

13
 

              The young learners‟ characteristics
14

 are assets teachers should rely on 
to offer quality-based teaching and considerably engaging learning and learning 

opportunities. It is commonly accepted that young learners differ from adults 
(and children too) as they have special characteristics. Though middle school 

                                                 
11

 „learners‟ and „students‟ are used  interchangeably in these guidelines. 
12

 National Charter for Education and Training (1999), online in www.men.org.ma. 
13

 We refer to midd le schoollearners as „young learners‟. 
14

 “The most remarkable features of the young mind – its adventurousness, its generativity, its 

resourcefulness and its flashes of flexibility and creativity.” (Gardner, 1993 )  

 

http://www.men.org.ma/
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learners (12-14 years) start developing abstract thinking, they still need a lot of 
scaffolding and support through concrete experiences, realia and visual aids. 

They are; however, actively involved in their learning and use various strategies 
such as questioning, exploring, investigating, analyzing, innovating, sharing and 

interacting. Young learners‟ characteristics might be epitomized as follows:  
 

1. Young learners are active and physically involved: they like to take 
part in activities that involve them physically; they like to act out, 
imitate, move around, etc. 

2. They are able to learn by doing/through hands-on activities and 
experiences. They are eager to use the target language to play games, 

converse with the teacher and peers, and to express personal meanings 
or tell stories. They are also fascinated by language activities which 

involve arts and crafts (i.e. drawing or making things). 
3. They are great imitators: they find the pleasure in imitating the 

teacher, reading aloud (texts, poems, etc.), repeating utterances or 
words for reinforcement, etc. 

4. They are outgoing and outspoken and look less inhibited and less 
reserved than grown-ups.  

5. They are highly linked to their teachers: they are very open to new 
ideas and; by extension, bank on their teachers‟ savoir and savoir-
faire. Some of them might; however, challenge rules, routines, and 

authority, or resist certain new conceptual and practical 
considerations. 

6. They are motivated and interested in exploration: reinforcing such 
motivation, selecting suitable materials and accepting to relinquish 

some of their power to learners themselves is a rewarding behavior of 
teachers. 

7. They are inquisitive: even at lower levels, learners tend to take risks 
and act in a highly inquisitive way.  

8. They are of very limited attention span, though. Therefore the 
materials, techniques and activities presented have to be of suitable 

size (load), short, varied, motivating and interesting. 
 

Nowadays young learners are generally interested in becoming rapidly 
experts at applying new technologies as powerful learning tools within and 
outside their classrooms to look for information and engage in 

communication locally and globally. Young learners exploit all learning 
opportunities available to (i) quench their curiosity, (ii) practice language 

and (iii) assert themselves as active members of the group. Teachers, then, 
need to help them have a say in the management of learning as a whole. 

They also need to be aware of the potential discrepancy that might exist 
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between their goals and expectations and those of their learners. Responding 
to learners‟ needs and multiple intelligences, and turning their resistance and 

attempts to self-assertion, require being able to design and implement a wide 
range of motivating tasks and materials. Well-designed tasks and materials 

prevent learners from getting bored and; therefore, stay on-task as long as 
possible.  

 
Young learners’ personalities: a sketch 

The table below captures some of the young learners‟ characteristics 

as aforementioned, and also suggests dealing with learners, aged between 12 
and 14, not only as thinkers, but also as individuals who are emotionally, 

socially and cognitively involved
i
. Of course, these are generalizations with 

exceptions taking place in each group of learners, but teachers may want to 

keep these general characteristics in mind. 
 

Age As a thinker As a learner Strategies he/she 

uses 

12
-1

4
 y

e
a

r
s

15
 

- hypothesizes, puts forward 

propositions, and evaluates.  

- builds concepts 

- deals with abstract 

concepts, 

-understands probability.  

-begins to understand 

multiple causation.  

- develops understanding of 

ethical principles and values 

. 

-is more teacher-oriented than 
an adult.  
-Is emotional,  
-Can’t be on task during  for 
long (max.30 mns), 
-starts to be interested in the 

opposite sex, 
- likes small-group/not solitary 
activ ities,  
- vulnerable, very  self-
conscious and concerned with 
how he/she is perceived by  
others, 

-challenges authority at times.  
 

- tests hy potheses.  
- recognizes and 
predicts patterns,  
- develops rules, 
- develops models to 
use, 

- seeks independent 
learning, 
-involve their 
parents’ in their own 
learning, 
- takes risks. 
 

 

The table above recommends at least five strategies conducive to the 

satisfaction of young learners‟ needs; implying the type of materials, tasks 
and activities to be designed to suit such learners. It also draws teachers‟ 

attention to the importance of using evidence-based teaching methods and 
implies the importance of establishing a good rapport with parents to 
alleviate problems impeding their children‟s learning. Teaching practices 

that encourage learners to view themselves as self-confident maximize 
strong and durable learning.  

 
 

                                                 
15

 early adolescence 
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 As regards assessment, highly standardized tests are reported to have 
a negative impact on young learners‟ self-esteem, particularly on whether 

they perceive themselves as „successful‟ or not. Early adolescence (12-14 
years) is a critical period for confirming a positive self-esteem and a clear 

self-concept, and; therefore, self-assessment
16

 which taps individual 
progress, is most desirable to help learners, as individuals, discern their 

strengths, weaknesses, interests and personality traits. Learner self-
assessment is vital for developing personal and realistic means to boost up 
one‟s potentials. 

 
Teaching young learners: tasks and activities 

 
Teachers of young learners need to create a secure and stimulating 

learning environment. They should also provide multiple sources of 
language input and ample opportunities for the reinforcement, internalization 

and use of English. The tasks and activities should; by the same token, be 
geared toward ensuring effective learning.  Tasks and activities should tap 

learners‟ multi-intelligences and accommodate their various learning 
preferences – designing projects, playing games, singing, listening to stories, 

acting out, solving puzzles, arts and crafts, etc. Through these activities 
learners learn by doing, by being cognitively involved and by taking risks. 
The learning content should similarly be contextualized, communicative and 

meaningful and reflect cross-cultural perspectives. Also, being aware of the 
importance of „learning how to learn‟ is another guarantee for their lifelong 

learning. Here is a list of highly desirable EFL activities
17

:  
 TPR activities 

 Listen and do things, 

  listen and repeat, 

  listen and draw, 

 Read and act out, 

 Problem solving, 

 Find the odd-one out  

 Pair work/ group work 

 Project work 

 Find someone who is ... 

 Drawing, making things, 

                                                 
16

 The section on assessment describes ways conducive to practicing self-assessment even in its very simple 

forms. References to pen-and-pencil quizzes and tests are also made.  
17

 Activities for young learners should target communication, interaction and negotiation. Learners should 

also be encouraged to take risks when using English; error correct ion should not a priority at this level. 
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 Simple conversations, 

 Cued cards, 

 Role plays, 

 Simple simulations,  

 Drama, 

 Tongue-twisters, etc. 
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Young Learners’ Multiple Intelligences: Theoretical  

and Practical Considerations 

 

Theoretical considerations  

 

It has long been surmised that we teach classes. We do not.  We teach 

individual learners who do not learn only in different ways
18

, but they also 
have „multiple intelligences‟ as is expounded by Gardner and others.  

According to the theory of multiple intelligences, (i) the human mind is not 
a tabula rasa

19
; (ii) there is not a single intelligence

20
; and (iii) different 

individuals have different „intelligences”(Gardner)
21

.  At the heart of this 
theory is the notion that each individual‟s intelligence consists of multiple 

intelligences (Blythe and Gardner)
22

, each of which has its independent 
operating system with the brain (Gardner). These intelligences

23
 include: 

verbal-linguistic, logical-mathematical, spatial, bodily-kinesthetic, musical, 
interpersonal, and intrapersonal (Gardner), and naturalist (Checkley

24
; 

Meyer
25

). The theory of multiple intelligences can serve as a template in 
building strategies for students‟ success in school and in life. Learners with 
a particular intelligence exhibit common characteristics as is  

                                                 
18

 . There is more than one way to learn.  

19.The human mind was thought by behaviorists to be a "tabula  rasa" that could be crammed, educated and 

trained to learn anything if taught appropriately.   

20.Gardner‟s theory draws a clear distinction between the traditional notion of „intelligence and „multiple 

intelligence
20

’. Gardner
:
 contends that there is „a multitude of intelligences which are quite independent of 

each other‟, and  that „ the mind is far from being unencumbered at birth‟. (Gardner 1993: xxiii)
20

  

21 . Gardner, H. (1983). Frames of mind: The theory of mult iple intelligences. New York: Basic Books.  

22 . Blythe, T, & Gardner, H. (1990).  A school for all intelligences. Educational Leadership, 47 (7), 33-37 

23 Gardner also talks about „existentialist intelligence‟ which involves the appreciation of context of 

where humankind stands in the "big picture" of existence.  This intelligence is seen in the discipline of 

philosophy. 

24. Checkley, K. (1997). The first seven ... and the eighth: A conversation  with Howard Gardner. 

Expanded Academic ASAP [on-line database]. Original Publication: Education, 116.  

25. Meyer,  M. (1997). The GREENing of learning: using the eighth intelligence. Wilson Select [on -line 

database]. Original Publication: Educational Leadership, 55. 
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Linguistically 

intelligent  
learners  

 Understand/ use  the meanings  of  words in 

different  contexts, have Good oral and written 

communication skills;  know the different uses 
for language, such as persuading suggesting a 
course of action and asking for and giving 

information.  

logical-

mathematically 
intelligent learners 

 Can do math mentally; enjoy science 

experiments; organize things by category; think 
abstractly; look for a rational explanations; 

wonder how things work.  

Musically 
intelligent  

learners  

 Can easily memorize tunes and  songs; notice 

and enjoy different tunes;  play musical 
instruments or sing beautifully;  notice an  off-

key note; hare their passion for music with 
everyone. 

Bodily-

kinesthetically  
intelligent learners  

 Learn by "doing" ; would rather touch than just 

look; love activity, movement (Can't sit still for 

too long);  like  figuring out how things work; 
enjoy outdoor activities like camping, hiking or 
fishing; use objects skillfully; enjoy  sports and 

exhilarating experiences.  

Spatially  

intelligent learners  
 Good at solving visual puzzles; enjoy  geometry 

in school; good at drawing; can visualize 
pictures mentally; notice colors and shapes; 

enjoy  photography; have a sense of  directions; 
can remember places vividly; like  books with 

illustrations/ graphs/ pictures.   

 

Interpersonally 
intelligent learners  

 Empathetic  

 Extroverted ; enjoy social events;  love groups 

and crowds; enjoy teaching others;  are friendly, 

nice and helpful; enjoy team sports; like to 
counsel others; cooperative in groups; sensitive 

to other people's moods.   

Intra-personally  
intelligent learners  

 Introverted; prefer working alone at their own 
pace ; philosophical about life; self-aware; 

extreme perfectionists; intuitive; independent; 

http://www.mypersonality.info/personality-types/extraverted-introverted/
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shown in the table opposite:  

 

spend time reflecting; like learning about self  

Naturalistically  
intelligent learners  

 bothered by air pollution-related odors; enjoy 

having domestic pets ; like to learn about nature 
; appreciate scenery  ; feel alive when in touch  

with nature ; like to camp, hike, walk and climb 
; are weather conscious.    
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Practical considerations  

   

Adhering to this theory has implications for teachers in terms of English 
instruction.  We should view all intelligences as being equally important.  We 

should recognize and cater to a broader range of talents and skills. Another 
implication is that we should create opportunities whereby students become 

actively involved in learning experiences that are anxiety-free. And yet another 
implication is that teachers should punctuate each English lesson with activities 

/tasks that tap most or all of the intelligences.  An anatomy of a multiple 
intelligence lesson would look something like this:   

As is clear from the structure above, „multiple intelligences‟ hardly ever 
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operate separately
26

. They are used simultaneously and tend to match up each 

other as long as learners develop skills or solve problems. When planning a 
similar multiple intelligence lesson, a number of questions help teachers explore 

the possibilities of tapping into as many intelligences as possible:  

 Linguistic: How can I help students develop their 
communicative competencies

27
?  

Logical-Mathematical: How can I help them enhance 
their logical and critical thinking? 

Spatial:  How can I use visual aids, art, or visual 

organizers? 

Musical: How can I use tunes/ songs as a source of an 
excellent comprehensible input?   

Bodily-Kinesthetic: How can I involve the whole body 

or hands-on experiences?  (Will I use TPR?)  

Interpersonal: How can I involve students in 
cooperative learning?  How can use teambuilding 

activities?  

Intrapersonal:  How can I evoke students‟ personal 

opinions/ views/ feelings or memories, or give them 
choices? 

Naturalistic:  How can I use the natural environment to 

stimulate learning?  

The theory of multiple intelligences has had many educational 
implications; among these we can cite the following: (i) teachers need to 

individualize teaching as much as possible; (ii) they need to teach topics in a 
variety of ways; (iii) they have to develop as many human cognitive capacities 

as proves practicable. The theory of multiple intelligences has also had an 

                                                 
26

 The lesson might not attend to all intelligences as is the case above. „Naturalistic intelligence‟ might be 

focused on in similar tasks. 
27

 Communicative Competence (CC) has been defined in  various terms. Canale and Swain‟s defin ition is the 

most popular in applied linguistics. CC encompasses four components: 

1. grammatical competence: words and rules ; 

2. sociolinguistic competence: appropriateness ; 

3. discourse competence: cohesion (form) and coherence (meaning);  

4. strategic competence: appropriate use of communication strategies  to repair communicat ion 

breakdowns and / improve communication effect iveness. 

 

http://en.wikipedia.org/wiki/Sociolinguistic
http://en.wikipedia.org/wiki/Cohesion
http://en.wikipedia.org/wiki/Coherence


 

 
33 

impact on assessment: since all learners do not learn in the same way, they 

cannot be assessed in the same way. It is therefore crucial that teachers create an 
“intelligence profile” for each student. Knowing how each student learns will 

allow the teacher to properly assess the students‟ progress (Lazear)
28

. Through 
including assessment methods such as student portfolios, independent projects, 

student journals in „continuous assessment‟, you will assess your students‟ 
multiple intelligences. For this change to take place at a sound and smooth way; 

teachers need to be trained to present their lessons ( and assess impact) in a wide 
variety of ways using music, the net, reading, writing, conversing, cooperative 

learning, art activities, role play, field trips, inner reflection, portfolio, project 
work, and much more. 
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Project Work 

 
A classroom project is an activity during which learners, either individually or 

in groups, gather information from a variety of sources, process it in order to achieve 
an agreed goal and finally present it before the whole class

29
.  Projects are multi-skill 

activities
30

 addressing topics or themes rather than specific language elements. They 
provide students with the chance to (i) recycle known language components and skills 

in a relatively genuine context
31

, and (ii) exercise their multiple intelligences.  The 
overall end – product of a project is a presentation that could take the form of an oral 

presentation through a PowerPoint display, written report, a poster, a file, an audio or 
a video cassette or CD. Project work, which is a common feature of English language 

textbooks currently in use in Morocco, draws upon the tenets of problem-based 
learning

32
.  

 
Project work gains 

In the context of language learning, project work is, to reiterate, a methodology that 

improves learners‟ skills and multiple intelligences, and is carried out in a coherent, 
meaningful, and a relatively natural context. Project-work improves learners‟ 

knowledge and boosts up their skills in collaboration, leadership and communication. 
It also fosters learners‟ independent and lifelong learning

33
. Project-work provides 

learners with opportunities to: 

 

1.  use English in both inside and beyond the classroom; 
2. function in a wider communicative context where they are able to gather data, 

share views and assert themselves fully; 
3. relate what they learn in class to what happens in their immediate and/ or  

wider milieu; 
4. discover relevant information through the use of various skills, including the 

ability to sort, sift and select pertinent and reliable data;  

5. train learners on the translation of data and information into knowledge, 
insights and understanding of themselves and the world around them;  

                                                 
29

 . Moss & Van Duzer, for instance, define  problem- based  learning   as:  “an instructional approach that contextualizes 

learning by presenting learners with problems to solve or products to develop” (1998, p. 2   )   
30

 They  require from learners reading, writing, speaking and listening. Drawing is also desirable in p roject work.  
31

 .  Simon Haines.  1989. (ed it) . Projects :for the EFL Classroom : resource material for teachers. Walton-on-

Thames : Nelson,. 
32

 .  It is a learner- centered strategy that fosters content knowledge, communicat ion skills, problem-solving, and 

self-directed learning abilit ies. EFL professionals in Morocco and elsewhere contend that the inclusion of  

project  work  in  curricula motivates  learners and maximizes  learning,  increases  teacher rigor and enthusiasm  

for teaching.   
33

 „By its very nature, project work places the responsibility on the students, both as individuals and as members 

of a cooperative learning group. Autonomy becomes a fact of life”(in the fo reword to Fried-Booth, cited in  

Tudor, 1996,219). 
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6. convince  themselves  that knowledge they learn has no substantial value if 

they do not manage to convert it into personal presentations, dialogues, charts 
or tables likely to resolve problems;  

7. become more autonomous learners and be able to carry on learning even after 
they leave school;  

8. work to deadlines while enhancing their collaborative skills;  
9. develop curiosity, interest and enjoyment in and through English. 

 
 

Group-work  
 

The success of a project requires organization, cooperation, teamwork, 
willingness and drive to attain the targeted goals. Influenced by Vygotsky

34
, 

educational practices in the EFL classrooms tend to focus on group work and 
convergent tasks. The cooperation of learners at the same level or even with slightly 
higher level of competence than the other learners (as experts35) is a necessary tool for 

effective learning. Vygotsky argues that all learning is the result of social interaction. 
Within this pedagogical framework, the learner becomes both a problem-solver and a 

knowledge-builder who clarifies, shares and expresses knowledge verbally and, by 
implication, tunes and monitors language in terms of both use and usage. 

  
The need for planning and celebration 

Practitioners explicitly acknowledge that engaging learners in, and motivating them 
for project work might be challenging. Therefore, to properly scaffold learners 

throughout the required tasks and procedures of project work, teachers may want to 
follow the steps

36
 suggested by Stoller

37
.   

 
Step 1: Learners and teacher negotiate and 
agree on topics/ themes. 

Step 2: Learners and teacher identify the final 
outcome/ tracking management and the various 

project-related issues. 
Step 3: Teacher, as a leader and manager, 

makes sure the outcome is of acceptable quality 
and helps learners organize their projects. 

                                                 
34

 .  Lev Vygotsky‟s sociocultural  theory and his concept of the zone of proximal development (ZPD) results in 

Scaffo lding instruction as a teaching strategy.  
35

 The expert can be a teacher or peer(s). He or she can act as a mediato r between the learner and the content 

she/he is trying to understand. This interaction between the learner and the mediato r (expert) allows learners 

to reach the limits of their " zone of proximal development" (ZPD); that is, what they can do without guidance.  
36

 .  Some pro jects may not necessarily require the ten steps.  
37

 . Adapted from Stoller, 1997 , after Matthew Apple, et. Al. In 
http://www.jaltcall.org/journal/articles/3_1&2_Apple.pdf)    
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Step 4: Teacher, as an expert and tutor, coaches 

learners and helps them with the necessary 
language components and strategies. 

Step 5: Teacher ensures that learners‟ projects 
are well-designed, manageable and beneficial.  

Step 6: Learners gather information, and the 
teacher ensures learners‟ are collecting 

appropriate data. 
Step 7: Teacher checks that learners analyze 

information appropriately and are moving 
towards the deadline. 

Step 8: Teacher provides the right feedback and 
helps learners progress while working on their 

presentations. 
Step 9: Learners present the final project either 
individually or as member of a group. 

Step 10: Learners evaluate each others‟ projects 
and choose the ones to be celebrated through 

displaying them within the classroom/ school.  
The teacher monitors and praises the outcomes. 

Learners‟ knowledge of the language they will use is essential to the successful 
achievement of the projects. With sufficient language preparation, for instance, 
learners will not have recourse to use their first language.  

Teachers’ questions 

When determining project work goals, teachers might want to consider the questions 
below

38
:    

1. What language components do I want my students to recycle or further 

develop? (e.g. to recycle / learn grammar, vocabulary, functions.);  
2. What important skills do I want my students to develop? (e.g., to read 

effectively, to write persuasively, to speak fluently, to listen effectively, etc...);  
3. What social and affective skills do I want my students to develop? (e.g., team-

work skills); 
4. What meta-cognitive skills do I want my students to develop? (e.g., reflect on 

their own  learning, evaluate effectiveness, and identify means necessary for 

improvement);  
5. What problems do I want my students to be able to solve during project work? 

(e.g. know how to do research appropriately);   
6. Do the students have access to the appropriate research resources?  

                                                 
38

 .  Adapted from http://www.nwrel.org/request/2002aug/implementing.html  
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7. Do the students know how to use them?  

8. How am going   to support/ scaffold them?  
9. Are my students aware of their roles within the group? 

Topics  
Project work can be on the themes covered in the textbook or on themes related to 

the learning context itself (i.e. classroom or community). Learners may extend their 

work in any direction they wish to illustrate their understanding of ideas and questions/ 
queries related to these themes. They can research, describe, analyze and compare 

social, environmental, health or other issues. They can also evaluate and react to 
effects or impacts and find out about ways to improve the quality of life

39
 . The choice 

of the topics conducive to good and doable projects is boundless. At the middle school, 
the following topics might be used effectively: clothes, food, sport, transport, pollution, 

art and painting, etc. Here are some examples: 
 

 Clothes related projects might involve: old/old-fashioned/traditional clothes/ 
buying clothes/ clothes bargain/ favorite clothes/ clothes of different seasons/ 

infants and children‟s clothes, etc. 
 Family related projects might include: family trees/ children, parents, 

grandparents, grand-children/ ideal parents/ family values, etc.  
  Home related projects might include: dream flat/ house, safe home, etc. 
 Sport related projects might include: healthy sport/ how to keep fit/ sport and 

food/ dangerous sports/ football in Morocco, etc. 
 Food related projects might include: healthy food/ unhealthy/ junk/ fast food/ 

local food/ regional food/ national and international food/ food and sports/ diets/ 
food and obesity/, etc.  

  
These topics might be adapted to suit students‟ context and interests, and can be 

narrowed or broken down further to be more manageable. Teachers might give 
students guiding questions to make their task easier. 

 
Conclusion 

Projects help learners learn independently through self-reflection and evaluation of 
their own work processes. They are also linked to the concern for the learning process, 

which has been one of the main stimuli for the shift towards learner-centeredness and 
learner autonomy. Through projects, learners show (i) what they know; (ii) what they 

can actually do with what they know (language); and (iii) their confidence and 
motivation in carrying out these projects. Similarly, projects provide learners with the 

opportunity to connect what they learn in content-areas such as Arabic, French, history 

                                                 
39 For more details  English Language Teaching Guidelines for Second Year Baccalaureate, [Level Four],      

Ministry of National Education,  Rabat, Nadia Edition  
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and geography with English and vice versa. They can also be used as an alternative/ 

authentic assessment.  Finally, project work, as a „negotiated methodology‟ between 
learner and teacher, entices teachers to relinquish some of their power.  
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Classroom Language 

Classroom language is a set of words and phrases used for establishing 
interaction among the teacher and students, from “Let‟s call the roll. Is everybody 

here?” to "Open your books to page fifteen" to "May I use the chalk?" For 
emphasis to be principally put on the target language, classroom language is a 

very useful way to upgrade English for real communication. Classroom 
language is also useful for students‟ engagement and active participation in 

learning language and language skills. Students need to be equipped with such 
classroom language to be able to interact with the teacher and their peers 

effectively within and beyond the classroom.  Various simple questions and 
transactional phrases are required for the management of such interaction. 

Though practitioners contend that classroom language is usually learned 
unexpectedly, it seems that it can also be taught and practiced explicitly. The 

questions, phrases or chunks in the table below are among the most commonly 
used classroom language. These examples of classroom language can be 

downloaded, printed out, photocopied, and distributed to the students
40

. They 
can also be reproduced in A3 papers and stuck in the classroom as a visual 
support and a memory tool to refer to whenever it is required. 

 

Asking for 

something 

Asking about words Asking to repeat 

Can I have a pen, 
please? 

Do you have a 
pen for me? 

May I have a pen, 
please? 

What's "(the word)" in English? 
What's the English word for ……..? 

What does "(the word)" mean? 
How do you say "(the word in your language)" in 

English? 
How do you spell "(the word)"? 

How do you pronounce "(the word)"? 
Where's the stress in "(the word)"? 

Could / Can you repeat 
that, please? 

Could / can you say that 
again, please? 
Pardon me? 

Apologizing Asking for help Saying Hello and 

Goodbye 

Excuse me, 
please. 

I'm sorry. 
Sorry about that. 

Sorry I'm late. 
 

I don't understand. 
Can you help me, please? 

Is this right / wrong? 
Could you say the word again? 

I beg your pardon, could you spell it? 
Would you mind helping me? 

Good morning / 
afternoon / evening! 

Hello / Hi 
How are you? 

Goodbye 
Have a good weekend / 

day / evening / time! 

 

                                                 
40

 Adapted from:  http://esl.about.com/library/beginner/bl_commonphrases.htm 
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Teachers can get hundreds of these phrases and expressions from various 

sources and / or construct their own, present them, and encourage students to use 

them instead of their native language ( Arabic or Amazigh) or other foreign 

languages. 
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 خذٔل تُظٛى انًشاقثح انًغتًشج تانتؼهٛى انثإَ٘ الإػذاد٘ 

  نًادج انهغح الأخُثٛح انثاَٛح

 
 عُٕٚا ؛ أ٘   ٔحذاخ10)ٚتؼٍٛ ػهٗ الأعاتزج تغطٛح انثشَايح كًا ْٕ يحذد فٙ اندضء انخاص تانًُٓاج  

حٕٚح ٔانٕظائف انهغٕٚح ٔانثُٕد  (خًظ ٔحذاخ كم دٔسج يشكضٍٚ فٙ رنك ػهٗ انًٕضٕػاخ ٔانثُٛاخ انُ

انًؼدًٛح انًثثتح فٙ انثشَايح انز٘ تتضًُّ ْزِ انتٕخٛٓاخ، ٔحغة ٔسٔدْا فٙ انكتاب انًذسعٙ قٛذ 

ٔٚتؼٍٛ ػهٗ الأعاتزج أٚضا تطثٛق الإخشاءاخ انخاصح تانتقٕٚى انتٙ . الاعتؼًال تانثإَٚح الإػذادٚح

. ٚتضًُٓا اندذٔل أعفهّ

 

 انذٔسج انًغتٕٖ
َٕع انفشٔض 

 ٔػذدْا
انُقطح  فتشج الإَداص يذج الإَداصيكَٕاخ انفشض 

ٞ
اد

ػذ
 ئ
ضخ

بٌ
اٌض

خ 
غٕ

اٌ
 

خ 
غج

بٌٕ
 ث
ش
ث١
ذا

اٌز
 ٖ

٘ز
ذ 

زّ
رؼ

١خ
ع

سا
 د

سح
دٚ

 ً
ٌى

 
 

 ٠ٓ فش٠غ2
وزبث١١ٓ 
لظ١ش٠ٓ 

 ِؾشٚع١ٓ

ٔض لشائٟ أٚ عّؼٟ ِشفٛق 
فٌُٙ أٚرشاو١ت، ٔؾٛ  ثأٔشـخ ا

ٚ طشف، ِؼغُ، ٚظبئف 

ٌغ٠ٛخ 

 ئٌٝ 15ِٓ 
  دل١مخ30

فشع ػٕذ ٔٙب٠خ 
وً ٚؽذر١ٓ 

 دساع١ز١ٓ

 20ػٍٝ 
وً فشع )

( 10ػٍٝ 

 فشض 1

كتاتٙ إخًانٙ 

 يحشٔط

ٔض لشائٟ أٚ عّؼٟ . 1
فٌُٙ  ِشفٛق ثأٔشـخ ا

رشاو١ت، ٔؾٛ ٚ طشف، . 2
ِؼغُ، ٚظبئف ٌغ٠ٛخ 

ٛعٗ أٚ . 3 اٌزؼج١ش اٌىزبثٟ اٌّ

اٌؾش 

ِٓ عبػخ ئٌٝ 
 عبػخ ٚٔظف

فشع ػٕذ ٔٙب٠خ 

وً دٚسح دساع١خ 
ػٍٝ طؼ١ذ )

إعغخ أٚ  اٌّ

فٌظً  (ا

 20ػٍٝ 

الأَشطح 

انشفٓٛح 

ٔانٕاخثاخ 

 انًُضنٛح

 ذٌسط شبسوخ فٟ ا  اٌّ

  ِششٚع اٌز١ٍّز

  ٌؼت ا٤دٚاس أٚ اٌؾٛاساد

  مٌبء ػشٚع لظ١شح عذا ئ
ِٕٚبلشزٙب 

  ٚٚطف طٛس أٚ سعَٛ أ
ث١بٔبد 

  ٕض١ٌخ ئٔغبص اٌزّبس٠ٓ اٌّ

  شبس٠غ ئٔغبص اٌجؾٛس أٚ اٌّ

فٌشد٠خ ٚاٌغّبػ١خ  ا

  ذٌفزش الإػزٕبء ثزٕظ١ُ ا

ٚاٌٛصبئك اٌزشث٠ٛخ 

  ٜأٔشـخ ِزٕٛػخ أخش

رؾذد ِٓ 

 ؿشف ا٤عزبر
ذٌٚسح  20ػٍٝ  ؿ١ٍخ ا

 

قط انًحصم ػهٛٓا حغة اندذٔل أػلاِ ٔقغًتٓا  ٓائٛح نكم دٔسج دساعٛح تدًغ انُ قطح انُ ٔتحتغة انُ

  . 20ػهٗ ثلاثح نهحصٕل ػهٗ َقطح ػهٗ 
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Effective Assessment: tips for teachers 

 
Teachers need to keep the following guidelines and tips in mind while designing 

or scoring students‟ performance.  
- Effective assessment should use various methods and techniques to seek a 

more complete and accurate picture of learners‟ language competence; 
e.g. short quizzes, global tests, project work, group work, homework, 

class participation (see table above). 
- Teach as you test and test as you teach.  

- Assessment should first and foremost be designed to measure the 
students‟ acquisition of the required learning outcomes. 

- Make use of the data you draw from assessment to improve your teaching 
as well as learners‟ learning.  

- Your assessment should be mainly criterion-referenced; that is, scores 
should provide information about what testees know and can do with 
English. 

- Inform students about how you assess and about your assessment methods 
and when. 

- Provide your students with specific training to help them be familiar with 
your test content and format. 

- Rubrics in each section must include a variety of receptive and productive 
items. 

- Test items should not be tricky as it should not require skills beyond 
learners‟ level. 

- Arrange items in an appropriate sequential order (e.g. according to levels 
of difficulty or learning sequence). This may help you reduce learners‟ 

anxiety and increase their self-confidence. 
- The test paper must include easy as well as challenging items to ensure 

discrimination for pedagogical purposes. 

- Test items should be of appropriate length.  
- A variety of test techniques should be included in a test. The overuse of 

some of these techniques at the expense of others must be avoided. 
- Better ask your colleagues to review, edit and try out your test. 

- Mark and process tests promptly based on a clear transparent marking 
scheme. 

The three samples at the end of this section are by no means models, they are 
meant to give you a framework adapted according to your situation and learners‟ 

level. The distribution and weighting of the paper sections are as follows: 
 

Comprehension Language  Writing 

7 points 8 points:  

-(3 pts for grammar,  

         -3 pts for Vocabulary and  

- 2pts  for functions) 

5 points 
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SAMPLE GLOBAL TEST 1  
 

  Jane :   Hi ! You‟re a new student, aren‟t you? 
  Tom :   Yes, I am. 

  Jane :   I‟m Miss Jane Simpson, your English teacher.    
What‟s your name? 

  Tom :   Tom, Tom Williamson. 
  Jane :   How old are you ? 
  Tom :   I‟m sixteen. 

  Jane :   Are you Irish ? 
  Tom :   No, I‟m American. 

  Jane :   Where are you from ? 
  Tom :   New York. 

 

I. COMPREHENSION                 (7 POINTS)    

(Base your answers on the text) 

 

A. CHOOSE THE RIGHT ANSWER. Tick  the correct answer. (1 pt) 
 

Tom is talking to  

   his friend                 his teacher           the headmaster 

 
B. ARE THESE SENTENCES TRUE OR FALSE? CORRECT THE FALSE ONES. (3 

pts, 1pt each) 
 

1. Tom is from New York. 

. . . . . . . . . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . 

2. Jane is a student. 

. . . . . . . . . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . 
3. Tom is sixteen years old 

. . . . . . . . . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . 
 

C. ANSWER THESE QUESTIONS. (3pts, 1pt each) 

 
1. What nationality is Tom? . . . . . . .. . . . . . .. . . . . . . . . . . . .. . . . . . .. . . . . . . . . . . . . . . . .. . 

. . . .  
2. What is his family name? . . . . . . .. . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . 

. . . . 
3. Is Jane married? . . . . . . .. . . . . . .. . . . . . . . . . . . . . . . . . .. . . . . . . . . . . .. . . . . . .. . . . . .. . . 
. . . . 

II. LANGUAGE (8 POINTS) 

 

A. FILL IN THE GAP WITH AN APPROPRIATE WORD FROM THE LIST. (1.5 pts, 

0.5 each) 

a -  an 

  Jan‟s friend is …… restaurant manager. He is also …… actor. He lives in …… big 
house in the town center.  
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B. PUT THE VERB ( to be ) IN THE CORRECT FORM . (1.5 pts, 0.5 each) 

 
Nadia: …… you from France? 

Carmen: No, I …… from Spain. 

Nadia: Is Olivia your teacher? 

Carmen: No, she ………… 

 
C. COMPLETE THE FOLLOWING SENTENCES AS IN THE EXAMPLE. (1.5 pts, 

0.5 each) 

 
Example: I‟m from France, I speak French. 
 

1. I‟m from Italy, I speak . . . . . . . . . . .  

2. I‟m from England, I speak . . . . . . . . . . . .  

3. My teacher is from Morocco, he speaks . . . . . . . . . . . . . .  

 
D. FILL IN THE GAP WITH AN APPROPRIATE WORD. (1.5 pts, 0.5 pt each) 

 
1. My favourite subject is . . . . . . . . . . .  

2. My favourite day is . . . . . . . . . . . . . .  

3. My favourite food is . . . . . . . . . . . . . 

 

E. WRITE AN APPROPRIATE QUESTION. (2 pts) 
 

Liz: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ? 

You: It‟s half past seven. 

Liz: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ? 

You: I go to school on foot. 

 

III. WRITING. (5 POINTS) 

 
Complete the following dialogue between Omar and Danny.  

 
Omar: Hi! I‟m Omar. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .?  

Danny: I‟m Danny. 

Omar: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . .? 

Danny: No, I‟m from the USA. . . . . . . . . . . . . . . . . . . . . . .  . ?  

Omar: I‟m from Morocco. . . . . . . . . . . . . . . . . . . . . . . . . . . . ?  

Danny: I‟m a nurse.  . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . ? 

Omar: I‟m a student. 
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SAMPLE GLOBAL TEST 2 

Two Americans, Bob and Janet, are visiting Morocco for the first time. They are staying at 

Hotel Toubkal in Marrakech for a week. Rachid is their tourist guide; he‟s got an email from an 

American friend about Bob and Janet: 

"Bob is thirty five years old. He is very pleasant. He teaches History at a high school in New 

York. Bob is interested in the history of your country. He likes sightseeing very much. He would 

like to meet the local people to see how they live and work. Bob loves all kinds of food, so don't 

worry about that. He doesn't like shopping.  

Janet is two years younger than Bob. They are married for six years now. She doesn't work, 

she is a housewife. Janet is very helpful and full of life. One thing she hates is sport. She never 

watches it on TV".  

I. COMPREHENSION .     (7 POINTS) 

(Base your answers on the text) 

 

A. ARE THESE SENTENCES TRUE OR FALSE? JUSTIFY. (2 pts, 1pt each) 

1. Bob and Janet know Morocco very well. 

2. Bob is a teacher. 

B. ANSWER THESE QUESTIONS. (3pts, 1pt each) 

1. Where are the two Americans staying? 

2. Who is guiding them in Morocco? 

3. How old is Janet? 

   C. WHAT DO THE UNDERLINED WORDS IN THE TEXT REFER TO? (2 pts,1 pt, 

each) 

          1. their:  . . . . . . . . . . . . . . . . . . . . .         
2. it: . . . . . . . . . . . . . . . . . . . . . . . . .  

 

II. LANGUAGE           (8 POINTS) 
 

A. PUT THE WORDS BETWEEN BRACKETS IN THE CORRECT PLACE. (1.5 

pts, 0.5 each) 

1. Bob is late from school. (never) 

2. Bob and Janet meet their friends on Sundays. (sometimes) 

3. Janet is helpful. (always)  

B. WRITE QUESTIONS USING THE WORDS BETWEEN BRACKETS. (1.5 pts, 0.5 

each) 

 
Example : (when/father/free/?)  When is your father free? 

1. (mother/ home/?)  . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
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2. (why/you/late/?)  . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  

3. (what/brother‟s /name?)  . . . . . . . . . . . . . . . . . . . . . . . . .  

 
C. NAME FOLLOWING CLOTHES ITEMS. (1.5 pts, 0.5 each) 

                                       
                         . . . . . . . . . . . .                  . . . . . . . . . . .              . . . . . . . . . . . . 

 

D. CROSS OUT (X) THE ODD WORD FROM EACH LIST. (1.5 pts, 0.5 pt each) 

 
1. apple, pencil, orange, banana, grape  

2. car, train, boat, bicycle, computer 

3. hat, skirt, shirt, mouse, blouse 

 
E. WHAT DO YOU SAY IN THE FOLLOWING SITUATION? (2 pts) 

 
At home you want to turn on the TV. Ask for permission from your father.  

You: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  

Your father:  . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  

 

III. WRITING. (5 Points) 

 
Write a paragraph about a person you know. 

His/her name, job, age, personality, likes and dislikes,…. 
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SAMPLE GLOBAL TEST 3 

 
     

I. COMPREHENSION (7 points) 

    
(Base your answers on the text) 

 
A. ARE THESE SENTENCES TRUE OR FALSE? JUSTIFY. (2 pts, 1pt each) 

 

1. Janny is spending his holidays in Essaouira.  

3. His cousins‟ hobby is fishing. 

B. ANSWER THESE QUESTIONS. (3pts, 1pt each) 
 

1. What can Janny see from his bedroom? 

3. What is Janny doing now? 

4. Where is he going tomorrow? 

 

   C. COMPLETE THESE SENTENCES. (2 pts, 1 each) 

 

         1. Janny‟s uncles have a house near the beach where. . . . . . . . . . . . . . . . . . . . . . . . . . . . .            

2. Janny wants Anass to . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . . . . . . . . . . . . . . . . . . .  

 

 
 

Dear Anass, 
Every summer we spend a week at our cousins’ near the beach. They invite all the family to 

their summer house.  My cousins  have a nice house near the beach in Essaouira. These days, I’m 

staying with my family and our two cousins in their house. From my bedroom, I can see the sea; it is a 
great view. We usually get up late and I go to the shop to buy bread and milk for breakfast. We have 
breakfast together and then go to the beach for a swim. The beach is always full of tourists who like to 

swim and sunbathe.  
At the moment, I’m sitting under a beach umbrella and writing this message to you. I’m also 

eating a delicious ice-cream. My father is listening to the radio and watching the scene in front of him.  

My sister is taking photographs of all the family while my mother is playing volley ball with our 
neighbours.  

My cousins like fishing during summer. They spend most of their time near the beach and 

they sometimes bring a lot of fish to the house. Tomorrow, we are going with them to the seaside. We 
are going to spend all the day there and have fish for lunch. I love fish! It is going to be a fantastic day!  
I hope you are also having a nice holiday. Where are you now? What are you doing? Tell me more 

about your holidays.                                                     Cheers.               Janny.  



 

 
50 

II. LANGUAGE (8 points) 

 
A. PUT THE VERBS BETWEEN BRACKETS IN THE CORRECT TENSE. (1.5 pts, 

0.5 each) 
 

1. Please be quiet; I (work) . . . . . . . . . . . . . . . . . . . . . . . . . .  

2. Noura (travel) . . . . . . . . . . . . . . . to many places every summer.  

3. She never (watch) . . . . . . . . . . . . . TV when she is busy. 

 

B. CHOOSE THE RIGHT ANSWER FROM THE LIST GIVEN. (1.5 pts, 0.5 each) 
 

1. Excuse me, . . . . . . . . . .  a train station in this area? 

a. there is             b. is there          c. there was 

2. Good bye. See you . . . . . . . . . . . . . . . 

a. in Friday         b. at Friday        c. on Friday 

3. Cairo is very big. I think it is . . . . . . . . . . .  than Casablanca.  

a. bigger.            B. big            c. biggest 

 

C. WRITE A NAME UNDER EACH PICTURE. (1.5 pts, 0.5 each) 
 

                                 

 
             . . . . . . . . . . . . . .                              . . . . . . . . . . . . . .                               . . . . . . . . . . 

. . . . 
 

D. CROSS (X) THE ODD WORD FROM EACH LIST. (1.5 pts, 0.5 pt each) 
 

1. doctor, clothes, fever, health, illness, pills 

2. wedding, birthday, ceremony, basketball, guests, Christmas 

3. cinema, guitar, sport, chat, work, television 

 

E. WHAT DO YOU SAY IN THE FOLLOWING SITUATION? (2 pts) 

 
1. My father says that skiing is a dangerous sport. 

You: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . (Agree or disagree) 
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2. I have a terrible headache.  

You: . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .(Suggest  a solution) 

 

III. WRITING. (5 Points) 

 
Write a reply to Janny. Answer his questions and tell him about your holidays.  
 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

                                                 

i  http://pumas.jpl.nasa.gov/benchmarks/TL_char.html  (14/6/2008) 

Dear Janny, 
Thank you for your email. I . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
 . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .  

Cheers. 

 

http://pumas.jpl.nasa.gov/benchmarks/TL_char.html

