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Abstract

The present work is an attempt to examine the mmgheation and the assessment of
analytical thinking skill in the Algerian secondasghool. Throughout the study, this issue
iIs examined with reference to the first year seaoypdchool textbook At the Crossroads
(Rich, B. 2014)and the teachers’ views about tleessment parts of the aforementioned
textbook. This research is based on the theorylodrB's Revised Taxonomy (2001) in
order to categorize the action verbs of the assessmarts in “Check your Progress”.
The research data are brought out from two mainreest a corpus of the tasks and
activities provided in the assessment parts offitlsé year secondary school textbook At
the Crossroadsind a questionnaire which was submitted to secgnsiehool teachers of
English at Makouda and Timizart in (Tiziouzou). Tlader helped us to evaluate the
textbook content from teachers’ perspective. Thbeagad data were analyzed by using a
computer program called Social Package for Soc@eikces (SPSS), and the qualitative
data were presented referring to content analySi&)( Using all these tools, results were
reached related to the questions asked in the Gémetroduction: the assessment parts of
the textbook At the Crossroagsovide activities targeting analytical thinkingh@ deal
with lower and higher order thinking skills. Howeyvéhe evaluation also demonstrates
that analytical thinking is not adequately covekeithin the textbook. That is, the findings
make it clear that the textbook is shallow and sfigial with respect to its assessment of
analytical thinking. As a result, secondary schoehchers of English hold negative
oppinions towards the assessment parts “Check fPoogress”.

Key words: Analytical thinking, Assessment, At @ressroads Higher Order Thinking
Skills, Lower Order Thinking Skills.
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General Introduction

» Statement of The Problem

The need to translate learning experiencés significant skills and transferable
competencies is one of the major goals of the Coempg-Based Approach (CBA). The
role of teachers as well as textbooks’ designec®mes more challenging since teaching
is no longer conceived as a matter of transmittimgwledge but rather to develop
competencies and implement cognitive and higheerottiinking skills such as analytical
thinking.

To have an analytic mind is to possess thbétyalbo analyze; that is to logically
compose and decompose information. Both the deteglas much important as the whole
in the process of analysis. Belonging to higheeotdinking, analytical thinking is seen as
one of the most crucial skills in both educaticsradl professional levels.

It is important to acknowledge that anahftittanking is necessary in both academic
and professional settings. Such skill helps leart@ibe self reliant and develop their own
learning strategies. It also prepares them to namatheir daily lives and be active doers.
Therefore, the role of teachers and educators dhioallonger be limited to providing
students with useful content knowledge but alsstiioe and help them in developing their
analytical thinking abilities in every field includy language learning.

Most educational approaches including (CBégvea that language learning is a process
of problem solving. Analytical thinking as the ayito separate the whole into parts and at
the same time establish connections between the @ad the whole is an effective skill in
problem solving situations. Such skill is thus, apficial importance in developing any
language learning efficiency.

In addition, one should know that analyticHills are taught using appropriate
materials and strategies. The school textbook earbeffective material to use for this

sake because it accompanies the students in teinihg process and provides both
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content knowledge and adequate assessment. Singeildge textbooks are often seen as
facilitators and sources for most language inphg Reform in Algerian educational
system following the Competency-Based Approachylted in the introduction of new
textbooks targeting the new objectives of CBA amatich encouraging students to think
and discover knowledge by them. The First year rsd@y school textbook At the
Crossroadss one of these and it is the subject of thisgtud

Analytical thinking has been widely investigd during the last two decades. Indeed,
many researchers investigated the issue from ddoneatand psychological perspectives.
The American psychologists Sternbgngss) and Heuer (1999) put stress on defining
analytical thinking as one type of intelligence h@&t researchers took a more practical
approach, dealing with its application in the figfiteaching such as Benjamin Bloom
(1956) and Anderson and Krathwohl (2001). In additio this, an academic research has
been conducted at the level of the English DepartrokeTizi Ouzou in Algeria about oral
assessment of analytical thinking skill in languadgssrooms at the level of MMUTO
(2016). As far as this study is concerned with Brgbducation, no investigation has been
conducted about this matter in the Algerian schedlication and more precisely the
implementation of analytical skills this skill diet level of school’'s textbooks which are
essential sources and guides in the teaching amdihg process. This current study, we

hope will bring some light into the matter.
* Aims and Significance of the Study

Many researchers agree on the assumptioratiadytical thinking can be implemented
in educational systems through practical assessnvbith is an effective strategy in
developing learners’ analytical thinking skiltgynalysts learn by doing'(Heuer, R. 1999:
02). Elder and Paul (2007) also stress the impogtaf practice in monitoring thinking

and developing analytic mind.
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The present study addresses the issue dfitgpanalytical thinking in the Algerian
educational system through examining the assessipars provided in one of its

secondary school textbooks namely the first yestbtmk At the Crossroad©ur main

concern is to assess whether the material proyiceice targeting the implementation of
analytical thinking skill, more precisely to expdohow analytical thinking strategies are
covered and assessed in the textbook. We have dptethis research because of the
importance of Analytical thinking in the teachingatning process as well as its
considerable contribution in daily and professiolifal We hope that this study will be

beneficial for the Secondary School textbook designo give more attention to analytical
thinking.

* Research Questions and Hypotheses

Our work addresses a practical gap by ingastig the implementation of analytical

thinking at the level of first year secondary sdheatbook At the Crossroadecusing on

the provided assessment parts. Our analysis istrteanswer the following questions:

Q1: Do the assessment parts of the textbookhAt Crossroadsnclude activities

targeting analytical thinking skill?

Q2: What kind of activities do the assessnpants provide?

Q3: What are the teachers’ attitudes towHrdse assessment parts?
To answer these questions we suggest the follolwpgtheses:

H1) The assessment parts provide activiiggeting analytical thinking skill.

H2) The assessment parts do not provide activdiggeting analytical thinking skill.

H3) The assessment parts provide activitieghvdeal with both lower and higher
order thinking skills.

H4) The teachers hold a positive attitude towahésassessment parts of the textbook.

H5) The teachers hold negative attitude towarda#isessment parts of the textbook.
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* Research Techniques and Methodology

This work adopts the mixed method approaudt, is both qualitative and quantitative
methods are to be used for data collection andatsbysis. The research data are brought
out from two main sources: a corpus of the taskkaativities provided in the assessment

parts of the first year secondary school textbobkh& Crossroadand a questionnaire for

secondary school teachers of English. The lattdir Ivelp us to evaluate the textbook
content from teachers’ perspective as its mainsuges for the theory and the approach to
follow in doing our research, we shall adopt BlosmRevised Taxonomy(2001) that we
judge relevant to our issue. Choosing the firstrysecondary school level is not done
randomly; it is selected taking into account thas ithe starting level from which students
are necessarily required to achieve some degréggbér order thinking skills preparing

them for higher education.
e Structure of The Dissertation

The present dissertation follows the tradiglecomplex model. It is divided into four
chapters, in addition to a General Introduction an&eneral conclusion. The General
Introduction states the general topic of the wditke first chapter is named Review of the
Literature and it deals with the definition of th&in concepts and key terms related to this
research from different theoretical approaches. $eeond chapter, Research Design
includes a description of the corpus as well asddia collection and data analysis tools
that are used in the study. The third chapter, taR®esults presents the research findings
following a descriptive statistical method. The tlahapter Discussion involves the
discussion and interpretation of the research ffigsli The General Conclusion provides a

summary of the main points and suggestions foh&irtesearch.
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Introduction

Investigations on analytical thinking skilhve gained the interest of many researchers
and educators. This chapter reviews the literatetated to this matter. It aims at
exploring, more precisely, analytical thinking ielation to education and its assessment
tools. It highlights some major key concepts alibatthinking skill as well as assessment.
This review is divided into three sections thetfgection deals with some definitions of
thinking and analytical thinking. The second onec@cerned with the definition of
assessment and its different types as well asdbesament tools for analytical thinking.
The third and last section is devoted to the dpson of Bloom’s Original Taxonomy
(1956) on the classification of educational objezsi and its revised version by Anderson

and Krathwohl (2001).

I: Theoretical Considerations

1. Definitions of Thinking

Despite the fact that thinking is a fundanaémtuman activity which is familiar to
everyone, there is no generally accepted agreeasetd what this term exactly refers to.
Defining “thinking” was the subject of study ovehet decades. Many researchers
attempted to define “thinking” as a concept andhean@menon from different perspectives.
Aebli (cited in Frensch, P et al., 2005: 2) defitleimking as"bringing order into one's
doing”. This means that thinking is used for planning ardkring ones deeds. For Dewey
(2001: 152), thinking is a creative and clever station of our experiencesThinking is
thus equivalent to an explicit rendering of theelligent element in our experience”
Whenever we think whether to solve problems or nad@sions we always rely on our
previous experiences. The definitions are diffefaritthey all imply the idea that thinking

is active and it is a cognitive process that cakemegew connections and create meaning,
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as Cruickshank (1986: 82) argudhifiking enables us to know and understand objects,

events and ourselvés.

Because “thinking” is a natural process thappens simultaneously, there was a
considerable debate as to the possibility of tewrlininking using specific instructional
guidelines. The question is no longer what thinksdut rather whether thinking can be

taught and how can it be.
1.2. Teaching Thinking as a Skill

There was a considerable disagreement betwelolars as to the use of the term
‘skill when referring to thinking because of theental nature of the thinking process that
cannot be so limited to the word “skill”. One okthdvocators of teaching thinking skill is
Dr McGuinness, a cognitive psychologist and Piadesof Psychology at Queen’s
University who introduced an influential report ifletl ‘From Thinking Skills to Thinking
Classrooms’(1999), in which she acknowledged tbates people are skeptical about the
term skill being applied to thinking:

Some writers express reservations about using @l tskill' to refer to the
mental processes involved in thinking preferringctmfine the term to forms of
cognition such as perceptual-motor skills, readskdls or numeracy skills ...
Although there are theoretical distinctions betw#en meaning of these terms ...
the idea of thinking- as- a -skill continues to édoth theoretical and instructional
force (McGuinness, 1999: 04).

As the above quotation shows, McGuinnesebed that thinking is a skill in its own.
She further denounces the limited approach fortéhe “skill” that is centered only on
precise cognitive activities such as reading. Iditaeh, to support her position she argues
th+at many strategies to apply for skill learniramnde successfully applied for developing
thinking among whicHlearning by observation and modeling, the importarof practice,
feedback and transfer of learnin@id: 5). This is strictly McGuiness’ argument in

supporting teaching thinking as any other skill.alm attempt to make her vision clearer,
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she (1999) illustrates some skill criteria and rokaitheir applicability for Thinking.
Thinking can be learnt through observation beingosed for example to dialogues and
discussions with others as it can be developedigtrgractice implying problem solving
situations. Thus, thinking can be thaught and im@dathrough learning how to think more
effectively following a set of strategies.

Another advocator for teaching thinking isnienin Bloom through his work

Taxonomy of Educational Objectivgd956) in which he focuses on classifying and

assessing levels of thinking for educational obyest For him, students learn to think
more effectively following a range of hierarchigalbrganized cognitive levels namely:

knowledge, comprehension, application, analysisth®sis and evaluation.
2. Analytical Thinking Skill

Analytical skill is recognized as a crucikllisfor all students to master, as claimed by
Carol McGuiness (2014: 08T here is not any one type of thinking activity thee do that
counts as analysislt is defined in online Free Dictionary &be abstract separation of a
whole into its constituent parts in order to stuthg parts and their relations{2003).
Another definition is provided by the Oxford Advakt Learner’'s Dictionary:using a
logical method of thinking about something in ortteunderstand it, especially by looking
at all the parts separately(2017). Both definitions emphasize the decompasii@aspect
of analysis and they provide a close insight toeusthnding what analysis is in a very
simpler way.

2.1. Analytical Thinking as a Component of Criticalthinking

Analytical thinking is one essential compadnehcritical thinking. This is obviously
shown in the definition provided by Chance (1986:dted in Amer, A. 2005: 11)he
critical thinking is the ability to analyze factgienerate and organize ideas, defend

opinions, make comparisons, draw inferences, ewlaaguments and solve problems”
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Simply put, critical thinking is a process of majkijudgments and solving problems
following an analytic approach. For example, onencd make judgments about an article
or any piece of information without studying it depth, exploring its organization and

implications and comparing it to other articlesrdormation

Once again, analytical thinking is conceiadone component of critical thinking in

Scriven and Paul’s definition (1992)

It is the intellectually disciplined process ofigety and skillfully conceptualizing,
applying, analyzing, synthesizing, and /or evahginformation gathered from or
generate by observation, experience, reflecticmsaring, or communication, as a
guide to belief and action. (Cited in Snyder, Mak2008: 90).

This definition indicates that critical thinking qeires an interactive operation between
four thinking activities: conceptualizing, applyingnalyzing and evaluating. Hickey
(1990: 175) identifies analytical thinking as thesibaand purely fundamental skill in
critical thinking that he defines d$nvolving analytical thinking for the purpose of

evaluating what is read.”

Basing on theses references, it is logicatdoclude that analytical thinking is one
important component and a necessary skill in @litikinking process. This skill in its own
has received much attention from scholars in dfferdomains. Researchers adopt

different perspectives and suggest different diédins for this skill.

2.2. Analytical Thinking from Philosophical Perspetive

According to Beaney (2016), the term analyss conceived differently throughout
the history of philosophy. For him, this fact isosm through a close study of some
philosophers’ works. Beaney (ibid) distinguisheseéh main conceptions for analysis
which are the basic cognitive activity in analytitanking. Analysis as a decompositional

activity, analysis as a regressive activity, andlgsis as a transformative activity.
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2.2.1. The Decompositional Conception of Analysis

It is the modern conception based on thecypia of breaking down something into its
simpler parts as defined by the Oxford DictionafyPbilosophy‘the process of breaking
a concept down into simpler parts so that its lagistructure is displayed” Blachburn,
S.1996: 17). Descartes believed analysis is decsitig@al in its core nature as did John
Lockg(1836: 189)who emphasized the decompositional aspect of asaieting that all
our complex ideas are ultimately resolvable intongie ideas, of which they are

compounded...”
2.2.2. The Regressive Conception of Analysis

It is also calledsolution backwards’, and refers to the process @fdrking back to
first principles by means of which something cailen be demonstrated(Beaney, M.
2003: 56). The enquiry, thus starts from the firedults of an issue or conclusions and
goes deeper seeking for basic fundamentals whigHirst in order. This type is widely

conducted in mathematics and held by the ancies¢kar(ibid).

2.2.3. The Transformative or Interpretive Conceptiam of Analysis

Before the process of decomposition couke fplace, the statements to be analyzed
had first to be translated into their ‘correct’ icg) form. The best illustration of this type is
geometry, where the geometrical problem is firsinstated or transformed into the

language of algebra and arithmetic in order toesdlwmore easily ( Beaney, 2003).

In fact, analytical thinking went through feifent stages throughout philosophy’s
history. These conceptions are different, howethgy all emphasize analysis as a problem
solving activity that is guided by rules and logksychology instead takes a less rigid view

to analytical thinking and relates it to intelligenrather than systematic logic.
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2.3. Analytical Thinking as a Style

Analytical thinking is considered as beingtgle as critical and creative styles. As
Amer (2005 21) argues: There are general styles of behavior common toviddals, and
understanding them maximizes the ability to achregelts with others. One such style is
that of approaching the world with an analyticabst’. In fact, many researchers and
scholars try to determine the characteristics @lydital thinking as well as analytical
persons. For instance, Amer (ibid) stdtasalytical persons approach problems based on
facts and logic rather than emotionsThis quotation illustrates one characteristic of
analytical persons as they are logical and realisti

It is worth pointing at the fact that anatgii thinking as a sign of intelligence or as a
style is very important for self development. Th tformer scholars offer quite similar
approaches for analysis and their works seem teeadgrofessional analysts at first place

rather than school learners.
2.4. Analytical Thinking from an Educational Perspetive

Integrating higher order thinking skills idweational curriculum became the concern
of many educational committees, commissions, andadrs. As argued by Williams’s
et.al (1994 cited in Kang, S. 1999: 33 lot of language educators recently suggested to
shift our focus to the upper half of the hierar¢byrovide more classroom time for higher
—level thinking skills

Elder and Paul are two main advocators ef tkaching of critical thinking and
analytical thinking. This is clearly reflected iheir collaborative work The Thinker’s

Guide to Analytic Thinkingpublished in (2007). They claimed thaAralysis and

evaluation are recognized as crucial skills for silidents to mastér(Elder, L. and Paul,
R. 2007: 04). They support their view by providitigs argument‘These skills are

required in learning any significant body of cortten a non-trivial way (ibid). This

10
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quotation shows clearly the importance of incorpogahigher level thinking skills in
language classrooms.

Bloom is another advocator of teaching ctwgmiskills whose main concern is to
develop and enhance students’ higher order thingkiltgs. This led him to the elaboration

of his influential work entitled Taxonomy of Edumatal Objectives(1956) which was

intended to provide a classification of the godlshe educational system. He divided the
cognitive domain into six major categories. The egaties were Knowledge,
comprehension, Application, Analysis, Synthesig] &valuation and each of these was
broken into sub-categories. The categories werereddfrom simple to more complex and
from concrete to abstract to facilitate the leagnpnocess.

In addition, many educators go beyond thehieg of higher order thinking skills to
the assessment of these skills and they critigiadittonal tests as they neglect these
crucial skills. Wiggins(1992) agrees thaypical tests, even demanding-ones, tend to over
assess students ‘knowledge’ and under assess stuleaw-how with knowledge’ this is,

intellectual performancgcited in Bell, et al. 2001: 27).
2.4.1. Levels of Analytical Thinking

Bloom (1956) distinguishes between three levelsarmdlysis which are analysis of
elements, analysis of relationships, and analyfsisganizational principles.

1- Analysis of Elements:that is to recognize and identify both implicitdaexplicit
components of a communication (Bloom, 1956: 14&arkples about this type include
distinguishing facts from hypotheses and recoggizinstated assumptions.

2- Analysis of Relationship: which is concerned with determining the relatiopsh
among different elements in a communication asughiolg for example the relationship
between ideas)Much of analysis of relationships may deal witrethonsistency of

part to part, or element to element; or the relesaf elements or parts to the central

11
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idea or thesis in the communicatigBloom: 147). This includes for example checking
the consistency of a hypothesis with given infoioraind assumption or the ability to
understand interrelationship among the ideas iasaqge.

3- Analysis of Organizational Principles: which deals with the analysis of the structure
and organization of a communication for the purpafseomprehension and evaluation
of the latter (ibid: 148). For example the abilibyrecognize the organization of a given
text in terms of form and pattern in order to iptet it or to recognize the techniques
that are used in texts which are meant to perswaqghdgin, describe, etc.

Though teaching analytical thinking is import in education, valid assessment of
teaching and learning outcomes is of crucial imgaee as well. Many types of assessment
can be used for this sake and analytical thinkiegnss to have its specific assessment

requirements.

II: ASSESSMENT

1. Definition of Assessment

The term assessment has been defined diffgreom agreement has been made upon
its meaning as claimed by Cizek (1997: 08here is certainly no standard usage of the
term: it is used in so many different ways, in smyndifferent contexts, and for so many
different purposes”This means that there is a disagreement amondesshas to what the
term “assessment” refers to. In this respect,ttis is used in so many fields and refers to
different meanings such as: “methods and procetiwssd by teachers for gathering
information about students’ performance. It cam akfer to a “medical instrument” used

by physicians to diagnose patients’ situations.

In education, the term assessment refers woda variety of methods or tools that

educators use to evaluate, measure, and documenadhdemic readiness, learning,

12
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progress, skill acquisition, or educational neefisstadents. This clearly reflected by

Brown.

Assessment is an ongoing process that encompassesch wider domain,
whenever a student responds to a question, offemyament, or tries out a new
word or structure; the teacher subconsciously makesssessment of the student’s
performance. (Brown, D. 2004: 04)

According to the Assessment Reform Group (AR&ssessment is the process of
seeking and interpreting evidence for use by learaad teachers, to identify where the
learners are in their learning, where they needytband how best to get there(ARG,
2002, cited in Gardner, 2006: 02). In other worglseasment is a two side process that is
used by both teachers and students. It helps tesatthdetermine their methods of teaching
and students to evaluate their learning progressnRhese definitions we may infer that

assessment is both a process and a tool for eialuat

2. Types of Assessment

A distinction should be made between the diffetigpes of assessment, Formative and

Summative assessment:
2.1. Formative Assessment

The concept of formative assessment or dedchly Bloom “Formative Evaluation”
attained a great interest when it was popularizgdhin and his associates in his book
entitted The Handbook of Formative and Summativaléation of Students Learning
(Bloom, et al. 1971). Bloom confirms (Bloom et 4871: 118)“Although that volume is

perhaps most well known for its elaboration of ediomal objectives introduced
previously by Bloom (1956), its explication of tdistinction between two concepts-

Formative and Summative evaluations-is considesaddational”.

Bloom and his colleagues defined FormativseAsment a%he use of systematic
evaluation in the process of curriculum construcfideaching and learning for the

purpose of improving any of these three processgshid: 118). Formative assessment

13
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aims at checking the student’s understanding orreleyant time i.e. during the teaching

and learning process which allows teachers to theeftandard of good instruction.
2.2. Summative Assessment

According to Cizek (2010: 03) Summative asggent is:

Any test or other system of gathering informatitwowat the student’s achievements
if it meet two criteria (1)it is administered atetlend of some unit of instruction
(e.g. :unit, semester, school year); and (2) itppse is primarily to categorize the
performance of a student system.

Summative assessments are used to evaluakens learning at the conclusion of a
specific instructional period, they are typicallgosed and used to determine whether
learners have learned what they are expected o tkaing a precise instructional period.
As claimed by Brown (2004: 85summative assessment aims to measure, or summarize
what a student has grasped, and typically occurghat end of a course or unit of

instruction”.

According to Bloom (1971: 118pummative assessment is the type of evaluatioth use
at the end of a term, course or program for purgosegrading, certification, evaluation
of progress, or research in the effectiveness otuariculum, course of study, or
educational plan...” Summative assessments are typically scored aadedr tests,

assignments, or projects therefore they are retatethrks and grades.

3. Assessing Higher Order Thinking Skill (HOTS)

Many educators go beyond the teaching of B@Ithe assessment of these skills and
they criticize traditional tests as they negleetsthcrucial skills. Wiggins(1992) has argued
that “Typical tests, even demanding-ones, tend to owsess students ‘knowledge’ and

under assess students ‘know-how with knowledgg’ishiintellectual performandecited

14
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in Bell, E. et al. 2001: 27 ). So, it is importaatdevelop higher order thinking skills but it

Is even more important to know how to appropriategess these acquired skills.

Valid assessment of higher order thinking skillquires that students be
unfamiliar with the questions or tasks they areedso answer or perform and that
they have sufficient prior knowledge to enable themuse their higher order
thinking skills in answering questions or performitasks. (King, F.J. et al. 1998:
02).

The above quotation best illustrate the criteria giood assessment as questions should be
worth asking and challenging and students showe paior knowledge that enables them

to answer the questions.

3.1. Assessing Analytical Thinking

Appropriate assessment of analytical thinkingpne major factor in developing this
intellectual skill. Many techniques can be usedet@aluate learners’ analytical thinking
abilities among which we can distinguish questignstirategies. According to Bloom
(1956), asking questions to students activate aoase their analytical abilities as they
allow them to analyse information, establish cotioes, and express their thoughts. In
this case their answers are the final product whale analytical process and the primary
one in the process of assessment. Indeed, theapgeshould be significant, worth asking,
and stimulate students’ deeper thinking. Bloom sstgya series of questions that can help
in stimulating and thus assessing students’ amalytihinking while performing tasks.
Hence, as analysis is the basic level in higheemtfiinking, Bloom specifies the following

guestions:

*  Which events could not have happened?
» If...happened, what might the ending have been?
* How is...similar to...?

* What do you see as other possible outcomes?

15
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* Why did...changes occur?

* Explain what must have happened when...
* What are some or the problems of...?

» Distinguish between...

* What were some of the motives behind..?
* What was the turning point?

* What was the problem with...?
(Bloonited in Pohl, 2000: 13)

The action verbs that can be used in insboat questions are: analyse, compare,
probe, inquire, examine, contrast, categorize,edbfitiate, investigate, detect, survey,
classify, deduce, experiment, scrutinize, discovaspect, dissect, discriminate, and

separate. (Bloom, 1956 cited in Wilson, O. L. 2016)

lll: Bloom’s Revised Taxonomy

1. Bloom’s Original Taxonomy (OT)

The American educational psychologist Benfai@amuel Bloom and his colleagues
made a significant contribution to the field of edtion through the work Taxonomy of

Educational Objectives: The Classification of Edigreal Goalspublished in (1956). The

taxonomy is meant to guide the teaching and legriprocesses towards clearer and
selected objectives and assessment targets, Bld@%6( 02) confirm®Curriculum
builders should find the taxonomy helps them tei§pebjectives so that it becomes easier
to plan learning experiences and prepare evaluatienices” Clearly this Taxonomy is
meant to help educators in selecting most appr@ptesarning objectives right from the

beginning in order to be able to design suitabd¢ruttions and assessment tools.

16
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The taxonomy basically addresses three ntgjorains: the cognitive, the affective and
the psychomotor domains, also known as KSA whiderréo Knowledge, Skills and
Abilities (Bloom, 1956), but focuses more on th@mitive level which is also our concern
in this study. The cognitive domain as the firsti@dsed domain in Bloom’s taxonomy is
defined by him as‘the recall or recognition of knowledge and the dmpment of
intellectual abilities and skills”(1956: 7) that is the ability to identify, use, pess and
measure information in a meaningful way. The seatmdain called the affective domain,
is defined as includingobjectives which describe changes in interestjtadies and
values, and the development of appreciations aredjaate adjustment(ibid: 07); in other
words; the attitudes and feelings related to thenieg process. The third and last domain,
psychomotor domain, i&he manipulative or motor-skill areaibid: 07) which is related

thus to manual and physical skills. Each domadhvgled into further sub-domains.
1.1. The Cognitive Domain in Bloom’s Taxonomy

Bloom classifies thinking into six cognitidevels ranging from simpler levels of
thinking: (knowledge, comprehension, and applicgtim more complex levels (analysis,
synthesis, and evaluation). In order for studemfgrogress from one level to another they
should be able to perform at the preceding leved ith students cannot evaluate or analyze
information unless they comprehend it and apply ithe Cognitive Taxonomy is

illustrated in the figure below:
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Bloom’s Taxonomy
(Old Version)

(Munzenmaier, C. and Rubin, N2013: 18)
Figurel: Bloom’s Taxonomy of the Cognitive Domain1956)

The lowest and basic level in the taxonom¥Ki®wledge at this level learners are
able to remember, identify and acquire knowledgde Thext cognitive level is
Comprehension in which students can understand, define, andgrde the acquired
knowledge. The third and last lower order thinkileyel is Application which is
concerned with the use or application of knowledgeew situations in which it was
taught. At this level, there is a transition froomver order thinking to higher order thinking
initiated with analysisAnalysis as the first basic higher order thinking leveluiegs the
possession of a certain ability to relate, organaenpose and decompose information.
The fifth level isSynthesisthat is the ability to manipulate information inway that
results in building up new patterns or knowledgde Tsixth and sum level in the
Taxonomy isEvaluation which implies a quantitative or a qualitative judgmh of ideas,

works, materials, etc. by following some critema & given purpose (Bloom, 1956).
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2. Anderson and Krathwohl’'s Revision of Bloom’s Tawnomy (RT)

Following the development of learning thesria group of researchers among which
Anderson and Krathwohl provided a revised version Bloom‘'s Taxonomy (2001).
According to Anderson the revision was needed tatg the framework in terms of the
advances in cognitive psychology since its ediaod to use a more “common language”
with more “realistic examples” (Anderson, 2001 diten Marzano, R. 2004: 09).
According to Forehand, M (2005) this revised vardmrgets a broader audience (teachers,
educators and textbook designers). It further Isrimpme changes at the level of

terminology and structure.
a) Changes at the Level of Terminology

The changes in terminology between the twsigas are probably the most obvious
differences. Bloom’s six major categories are clea@ndrom noun to verb forms. In
addition the lowest and basic cognitive level ie triginal taxonomy “knowledge” is
renamed to become “remembering”’, the second levamprehension” becomes

“understanding” and the fifth level synthesis isamed “creating”.
b) Changes at the Level of Structure

Bloom’s original cognitive taxonomy is a “edanensional” while the revised version
adopts a “two-dimensional structure”; the first dmsion is The Knowledge Dimension
which identifies the kind of knowledge to be leatn&his dimension is divided into four
categories of knowledge namely (Factual, ConceptBabcedural and Meta-Cognitive
knowledge). The second dimension is the Cognitirec@&ss Dimension that includes the
process to follow in learning this knowledge; itdided also into six cognitive levels

following a hierarchical order: remembering, untkmding, applying, analyzing,
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evaluating, and creating. Furthermore each categoryevel in both dimensions is
subdivided into further subcategories. Another afezhange affects the order of cognitive
levels in which the two final levels in the origitaxonomy, synthesis and evaluation, are
reversed in their order allowing “synthesis” renamiereating” to be the sum level of the

revised cognitive taxonomy.

The figure below illustrates some of the basic d¢esnin the Cognitive Revised

Taxonomy:

1956 2001

Synthesis

Analysis

Application

£ Knowledge | / Remember \;

Noun ——— to Verb Form

(Wilson, L. O. 2001)

Figure 2: Bloom’s Original and Revised Taxonomies
2.1. The Cognitive Domain in the Revised Taxonomy(01)

The Bloom’s Revised Taxonomy by Andersonl eisamaintained as closer as possible
from the tradition of the original version althougbme elaborative changes are operated.

Apart from The Knowledge Dimension which is moreedtetical in its nature The
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Cognitive Process Dimension of the Revised Taxon@mather practical. It consists of
six cognitive categories namely Remembering, Undeding, Applying, which are

labeled under the category of lower order thinkskdls that require students to reproduce
and Analyzing, Evaluating, Creating that fall irethigher order thinking category that

requires students to produce. (Krathwohl, 2002)213

2.1.1. The Reproductive Skills

A. Remembering

Remembering is the first and basic cognitategory in the Revised Taxonomy. It is
defined by Anderson and Krathwohl &etrieving relevant knowledge from long-term
memory”. (Krathwohl, 2002: 215). In other words remembgii;iwhen memory is used to
retrieve knowledge like definitions, facts, etcdagcite or reproduce this knowledge when
necessary. This skill involves activities that negquecognizing and recalling. For instance,
answering true or false or multiple choice question

B. Understanding

The second cognitive category is understandihis defined as‘determining the
meaning of instructional messages, including ovaiften, and graphic”(ibid: 215); that
is constructing meaning from different types of ssgges such as oral, written or graphic
messages. This may involve activities such as pnééing, exemplifying, classifying,
summarizing, inferring, comparing, or explaining.s Aan example, answering

comprehension questions.

C. Applying
It is defined asCarrying out or using a procedure in a given sitiem” (ibid: 215).
Applying relates or refers to the translation o&rfeed materials into their appropriate

usage that are limited and governed by a spedtfiatson. It is used through products like
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models, presentations, interviews or simulationsatTis, learners use their previously
learned rules in a specific situation. For instamg@mmar tasks in which learners are

asked to practise previously studied rules.

2.1.2. The Productive Skills

D. Analyzing

Analyzing is‘breaking material into its constituent parts aneétdcting how the parts
relate to one another and to an overall structureparposeKrathwohl, 2002: 215);that
is logically dividing or selecting parts from wheleand determining the relationship
between them. Mental actions included in this fiomcare differentiating, organizing, and
attributing. For instance, using sequencers td#skacoherence or listing items according

to their appropriate categories.
E. Evaluating

Evaluating is“Making judgments based on criteria and standard@bid: 215).
Making judgments based on criteria and standamdsi¢jin checking and critiquing.
“Critiques, recommendations, and reports are sorhthe products that can be created to
demonstrate the processes of evaluatigahderson, et al. cited in Wilson, L. 2016). In
RT, creating is largely based on evaluating. Aseaample, to self assess and evaluate
learners’ drafts.

F. Creating

Creating is'Putting elements together to form a novel, cohérahole or make an
original product” (ibid: 215)); this means recognizing elements way that permits the
production of a new pattern or product. This ineslvgenerating, planning, and producing.
This process is the most complex cognitive actithit is why it is placed at the sum level

of HOTS in RT. As an example, to write a compositfparagraph essay).
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Example about the application of Bloom’s Revised T@nomy in education

A very simple example about the applicatidrBmom’s revised version is adapted
from the Omaha Public Schools Teacher's Cornerdesits are presented to a lesson
objective based upon the story of Goldilocks amdTthree Bears.
Remember. describe where Goldilocks lived.
Understand: summarize what Goldilocks story was about.
Apply: construct a theory as to why Goldilocks went ithi® house.
Analyze: differentiate between how Goldilocks reacted and lgou react in each event.
Evaluate: assess whether or not you think this really hapge¢a Goldilocks
Create: compose a song, skit, poem, or rap to convey tidilGcks story in a new form.

(Cited inreband, M. 2011: 06)
3. Analytical Thinking in the RT

The first higher order cognitive category ‘@ysis” maintained its original order in the
hierarchical organization of the Revised Cognitiva@xonomy. Although, just as all the
other cognitive categories of Bloom’s Taxonomyh#és been revised by Anderson and
Krathwohl (2001) by reversing its name from noutoinerb form “Analyzing”. This
thinking level involves three major cognitive preses namely “Differentiating,
Organizing, and Attributing” (Krathwohk, 2002: 215Analyzing” category is the main
focus of the present study, official textbooks expected to use appropriate activities and
tasks in order to implement and assess learneasytaral skill.

Differentiating implies discriminating, distinguishing, focusinghda selecting. For
instance, to distinguish between correct (approgyitorms from incorrect (inappropriate)
forms of verbs, sentences, etc.

Organizing includes finding coherence, integrating, outlinipgrsing and structuring. As

an example, to supply a text with logical connextmd sequencers.
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Attributing involves deconstructing. For instance, to pickiatdrmation and use them in

completing a diagram.
Conclusion

This chapter has reviewed the important maticelated to our research. It consists of
three sections. The first section has dealt with definition of thinking as well as
analytical thinking from different views and perspees. The second section has reviewed
the concept of assessment, its different typesyels as assessment requirements and
strategies for analytical thinking. The third ar last section has provided a detailed

presentation of our theoretical framework: Bloofm&vised Taxonomy (2001).
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Introduction

This chapter is devoted to the research dedicgclarifies the methodology which is
used to investigate issues related to teaching/aeell thinking in the Algerian secondary

school English textbook At the Crossroadkis chapter deals with two main procedures,

namely procedures for data collection and procedfoedata analysis. Data collection is

devoted to the description of the corpus that estéxtbook At the Crossroa@s well as

the questionnaire designed for secondary schooché&a. Data analysis explains the mixed
method approach that is adopted in the investigatmphasizing both qualitative and

quantitative methods.

1. Data Collection Methods

The data are collected relying on a quamtgagind qualitative evaluation of the

textbook At the Crossroadsihe evaluation focuses mainly on the assessmaris p

provided in the textbook and which are meant fac&mg learning progress.

Another tool for data collection is a questiaime designed for nine secondary school
teachers of English at Makouda and Timizart. Thestjonnaire is divided into three
sections. The first section relates to collectioghe demographic information about the
participants and the second section is meant twodes the secondary school teachers’
attitudes towards analytical thinking. The thirccteen is devoted to teachers’ attitudes

towards the textbook assessment parts in relatiamalytical skill development.

1.2. Description of the Textbook At the Crossroads

“At the Crossroads” (SE1) is the official teaok designed to teach English for first
year secondary school pupils in Algeria. It is dasd by the National Committee of the

Ministry of National Education for learners agedvienl5 to 16, who have already four
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years’ tuition in English at Middle School levet.i$ the first part of a series of three

textbooks including Getting throudISE2) and New ProspedtSE3). At the Crossroads

emphasizes three main principles. First, the Comeatime Language Teaching (CLT)
that targets learners’ use of language fluently aoclurately in authentic communicative
situations. Second, the Competency- Based Apprd@8A) which stresses learners’
communicative competencies. Third, the Learner €edt Approach, which encourages

learners to develop their own learning strategresl@ecome independent in their learning.

The textbook contains five themes which aeessfied into five units. Each unit
comprises four sequences and includes, seriesidélqes for the realization of a project

calledProject Workshop and an evaluation section entitlelieck your Progress.

By analyzing the organization of the unigsch one of them follows the same
organization. The first two sequences aistening and Speakingand Reading and
Writing ; these sequences follow the same pattern eachidimgdo its own specificity.
They aim to encourage students to anticipate beistening and reading, check out their
predictions, stress, intonation, and practice laggu functions before producing a
reasonable stretch of oral or written discoursee Tird sequence is callddeveloping
Skills; it aims to get the students to combine the faurglage skills. Thé&top and
Consider section that follows provides training in the usk English based on the
implementation of rules of grammar, syntax, andnahagy that illuminate aspects of the
language which the learners have come across ditltiee unit under study or even in the
Middle School curriculum. The fourth sequence whiomes is calle€onsolidation and
Extension it consists of two rubrics, Write it out and Watkout. Its aim is to elaborate
and expand on the functions, language, and sddll acquired earlier. At the end of each
unit there are thd’roject Workshop and Check your Progresssections. The former

assigns to the students to use their acquiredsdkiltomplete projects. The latter provides
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the students with the opportunity to assess tlesrning progress through a series of

exercises.

At the crossroads contains two assessmerttosec The first section is called
“Developing Skills” which aims at getting the stmtle to perform with a purpose, to
mention: writing a letter of application, makinggeoup presentation, telephoning...etc.
The second section which is the concern of ourysisidalled “Check your Progress”; this
section provides a series of tasks about the thematl didactic components of the unit as

a whole.

/ ! I \.

Sequencel Sequence2 Sequence3 Sequence4

—

Reading Grammar Portfolio Glossary Testing word

Comprehension Review Progress Power
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1.3. Questionnaire

The questionnaire is one of the most common methodsatd collection in second
language research. It is defined by Collins dicign(2014) as'a research instrument
consisting of a series of questions and other ptenfpr the purpose of gathering
information from respondentsMany researchers try to define what the questioanaj
among them Brown 2001: 06 cited in Dornyei, Z. 2010: 0dlaims that fuestionnaires are
any written instrument that present respondentb witseries of questions or statements to
which they are to react either by writing out th@inswers or selecting from existing

answers”.

Burns and Grove (1993: 426) agree that questionnaire is among the best
instruments that best fit a descriptive method beeat is easy to carry on and analyze”.
Dornyei (2010: 4) agrees and he confirms tt@uestionnaires are certainly the most
often employed data collection devices in statstieork”, he addsthe main strength of
guestionnaires is the ease of their constructioBbth researchers have a similar view
about the questionnaire as it fits the descripstegtistical method and as it is easy to

construct.

A questionnaire in one hand could be opeatednformat question in which the
participants are asked to answer the questiondneeaway using their own words. In the
other hand it could be close-ended question whadled the form of a multiple-choice
question where the teachers are expected to clmuwsef the responses that have been

suggested.

In this study, we have used a questionnaheehwis divided into three sections. The
first section relates to collecting background mmation about the participants and the

second section is meant to discover the secondzrgos teachers’ attitudes towards
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analytical thinking. The third section is devotedéachers’ attitudes towards the textbook
assessment parts in relation to analytical skilvettgpment. The questionnaire was
submitted to nine (09) EnglisAnguage teachers in secondary school, four in @iolMed

Said (Makouda) and five in At Bata (Timizart).

2. Data Analysis Methods

The present work relies basically on a mixegthod approach for data analysis that is;
it involves both quantitative and qualitative arsidyof the research data. There are two
main procedures to account for in data analysisiaecThe first procedure involves a
descriptive statistical method of the corpus urddedy as well as the questionnaire’s data.
The second, accounts for a content analysis arefpretation of research data with

reference to the relevant theoretical framework.
2.1. The Descriptive Statistical Method and Contenfnalysis

In order to analyze the data obtained frone torpus and the questionnaire
administered to Secondary school teachers of Hnghie have opted for the choice of the
descriptive statistical method to deal with thergitative data and content analysis for the

gualitative data.

2.1.1. Descriptive statistical Method

This choice of methodology is affected by sndactors. A descriptive method is
considered to be the easiest way of gatheringwlaéa time is not sufficient. According to
Polit et al. (2001: 223)the research methodology refers to the differeathiniques and
procedures used to gain data by describing a diw&t A descriptive methodology is
defined by Burns and Grove as the way that helpdetatify problems of certain situations

and obtain data from them.
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A Descriptive Statistical Method is used #dcalate the frequency of distribution of
action verbs in the six categories. Trochim (200B) claims that Descriptive Statistics
are used to describe the basic features of the data study; they provide summaries
about the sample and measuremeifhis operation is made using a computer program
called (SPSS): Statistical Package for Social ®eenlin this respect, the results are

presented in percentage and they are expressegjthtables, pie charts, and histograms.

2.1.2. Content Analysis

Holsti offers a broad definition of contemtadysis as any technique for making
inferences by objectively and systematically idmati specified characteristics of
messages’(1969: 14). So, according to him this technique lba used by researchers to
analyze the content of different messages by itjemg their durable features. A similar
definition is offered by a group of other researshéey defined content analysis as being
“a systematic, replicable technique for compressimgny words of text into fewer content
categories based on explicit rules of codin@erelson, 1941: 02 et. al cited in Berelson,
1952: 14). That is content analysis allows reseascto sift through large volumes of data
to small ones on the basis of selected categ®@@stent analysis is defined as a replicable

technique; researchers must get the same resulid@ame message content.

Many researchers in this domain offer differdefinitions, these definitions may be
classified according to two approaches. The quessovhether content analysis can be
quantitative or qualitative and some others trystst out similarities and differences
between the two as Berelson did. He (1952: 114)ntamis ‘let us inquire into the
similarities and differences between such “qualitat studies and the quantitative

analyse&
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However, other researchers as Mayring anthKIL1952) suggest a mixed method as a
solution. The former argued for a triangulationqufalitative and quantitative research,
where each approach follows its own “method-appat@rcriteria” (P.175 cited in Myring,

1952: 8).

Our investigation adopts this analytical tolhl accounts for both quantitative and
gualitative approaches. Mayring define it“d#se model starts from traditional research
processes of quantitative approaches and reforraudatd expands them for qualitative

approaches”(Mayring, 2001: 10).
a. Units and Categories of (CA)

In content analysis, researchers examin&eidi of social communication. Typically,
these are written documents or transcription ofoméed verbal communication.
Researchers when opting for the choice of contealyais strategy to assess written
documents, they must first decide what units oflyais will be counted. Seven major
elements in written messages can be counted: wordserms, themes, characters,
paragraphs, items, concepts, and semantics (Berel€%2; Berg, 1983; Merton, 1968;

Sellitz et al., 1959). Then, content analysis ineslalso the aspect of categories.

Berelson confirm§Content analysis should employ the categories muesaningful for the
particular problem at hand; and relatively speciiad concrete categories are often the

most meaningful”’(1952: 148). Moreover, the categories should leeifip for each topic.

In this investigation, the textbook At theoSsroadsncludes a set of tasks. Each task

involves at least one or two action verbs thatlaskners to interact in some way. In our
research the different action verbs will be clasdifand categorized following the Bloom’s

Revised Taxonomy (2001).
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Conclusion

This chapter has focused on the methodological sx@¥eour research work. It has
first introduced the procedures for data collectithmat is the tools used to gather data
needed for conducting this research. Indeed, itpgnagided a description of the corpus
under investigation. At last, it has presenteddata analysis procedures that are adopted

to fulfill this research.
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Results

Introduction

This chapter is devoted to the practical side ef $kudy. It is concerned with the
findings of our investigation about the assessméanalytical thinking in the textbook At
the CrossroadsThis chapter accounts for the results obtaineohfthe analysis of “Check
your Progress” which is an assessment sectiondridktbook mentioned above. It also
presents the data collected from the questionnthigsvere administered to nine teachers

of English at the level of secondary school.

This chapter is divided into two sectionseTirst section covers the presentation of
the results obtained from the analysis of the carfine second one comprises the results
obtained from the questionnaires. The descriptiaistical method is adopted and the data
are calculated using SPSS. The final outcomesrasepted in a form of tables, pie charts,

and bar charts.

I: Presentation of the Results from the Analysis o “Check your

Progress”

The current analysis takes into account the assdssections “Check your

Progress” included at the end of each unit of stadiye textbook At the Crossroads

The core of this study is to deal with the analysighe assessment tasks that are
provided in “Check your Progress” and the use oioacverbs within the latter. The
data are generated with reference to the six cegnitategories in Bloom's RT,

however; the emphasis will be on the fourth catgganalyzing”.
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1. The Number of Tasks Contained in “Check Your Progres”

Unit Number of tasks in ‘Check your progress’ Pecentage
Unit 1 16 25%
Unit 2 12 19%
Unit 3 10 16%
Unit 4 13 21%
Unit 5 12 19%
Total 63 100%

Table 1: The Number of tasks in “Check Your Pogress”

Table 1 reveals that the whole assessmetd @heck your Progress” contain 63
assessment tasks. The first unit includes 16 tablks;is the majority of tasks with the
percentage of 25%. The fourth unit comes in th@msegosition with 13 tasks which is
also a considerable percentage (21%) compared ththother units. The latter posses

almost the same numbers of tasks as it appearsti@,b, and 3.

2. The Number of Action Verbs Provided in the Assessnm¢ Parts

“Check your Progress”

Units Number of action verbs, in ‘check Percentage
your progress

Unit 1 22 27%
Unit 2 21 26%
Unit 3 11 13%
Unit 4 19 23%
Unit 5 9 11 %
Total 82 100%

Table 2: Action Verbs in “Check your Progress”.
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Table 2 above shows that the number of acterbs included in the assessment parts
is 82. Unit 1 and unit 2 contain the highest numtifeaction verbs with the percentages
27% and 26%. The other units namely unit 3 andvelue only few action verbs with

reference to these percentages: 13% and 11% raesbect

3. The classification of Action Verbs in “Check your Rogress”

Cognitive categories Number of action verbg Percéage
Remembering 11 13%
Understanding 25 30%
Applying 14 16%
Analyzing 16 19%
Evaluating 8 099
Creating 8 099
Total 82 100%

Table 3: The Cognitive Categories in “Check your Pogress”

The total number of action verbs in “Check yourd?ess” can be categorized into the
six cognitive levels. Table 3 above reveals théibacverbs related to the “understanding”
category occupies the highest percentage 30%. Ainglycomes in the second position
with 14 action verbs that represents the percenbdad®%. The least percentage (9%) is

devoted to “creating” and “evaluating”.
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3.1. The Classification of Action Verbs into the Cognitve Category

“Remembering”

Remembering action verbs | The number of action verd | Percentage

Recognizing 6 51%
Recalling 5 49%
Total 11 100%

Table 4: Remembering in “Check your Progress”

The first category “remembering”

involves two cagre processes namely

“recognizing” and “recalling”. As it is highlighteoh table 4, the two cognitive processes

share approximately the same percentage 51% fagneang and 49% for recalling.

Some verbs which are used are fill, supply, pud, fard.

3.2. The Classification of Action Verbs into the Cognitve Category

“Understanding”

Understanding category| Number of action verbs | Percentage
Interpreting 10 40%
Exemplifying 2 8%
Classifying 4 16%
Summarizing 1 4%
Inferring 2 8%
Comparing 1 4%
Explaining 5 20%
Total 25 100%

Table 5: Understanding in “Check your Progress”

36



Results

Table (5) illustrates the seven cognitive proces$bat constitute the cognitive category
“understanding”. The results reveal that intermigigot the highest number of action verbs
10 that refer to the percentage of 40%. Explaimoges in the second position with 20%
of action verbs that are present in the assesspmtd “Check your Progress”. The least

percentage is devoted to comparing with only 4%.

3.3. The Classification of Action Verbs into the Cognitve

Category “Applying”

Applying category Number of action Percentage
verbs
Executing 8 519
Implementing 6 49%
Total 14 100%

Table 6: Applying in “Check your Progress”

Applying involves two main cognitive processes: @ikeng and implementing. As the
table shows both of them have approximately theesanmber of action verbs in the
assessment section “Check your Progress”. Execuéfegs to the percentage 51% and

implementing occupies 49%.
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3.4. The Classification of Action Verbs into the Cognitive Category

“Analyzing”

Analyzing category in "check
your progress”

EDifferentiating
E]Drganizing
Bl Attributing

\

'

Diagram 1. Analyzing In "Check your Progress.

Analyzing implies three cognitive processes nanwfferentiating, orgarzing, and
attributing. Dagram (1)shows that differentiating owns 8 action verbs wtik highes
percentage of 50% while organizing represents alconsiderable percentage.25%.

The least number of actionrbs is devoted to attributing witB.75%.

3.5. The Classification of Action Verbs into the Cognitve Category

“Evaluating”

Evaluating category Number of action verbs Percentage
Checking 8 100%
Critiquing 0 0%
Total 8 100%

Table 7 Evaluating in “Check your Progress”
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This table highlights the two cognitive procesdes aire involved in “Evaluating” thi
are. checking and critiquing. The results revedlat tall the action verbrelated in
evaluating are related to checking which is labeleder the percentage 100%. In cont

no action verb relating to critiquing is included“CCheck your Progres:

II: Presentations of the Results of the Teachers’ Quéstnaire

lI. 1. The Results of Section One: Background Informatio

The first section of the questionnaire deals witle information concerning tt
respondents. The first quest is about the teachers’ work atite second one is concerr

with the teachergrofessionl training.
1.1. Teaching Experienc

The work experience of those teachers varies froeteacher to another startinith
teachers experience from less than five years years of work experience in teachi
English language in secondary sch That is to say, one (1) teacher representing (1L
has less than five years experience, two teacRer2%) have between five and ten ye

experiencand finally six teacher66.7%) have more than ten years experic

How long have you been
teaching English in the
Secondary School?

W\ ess than S Years
B Between 5 and 10 Years
[CIMore than 10 Years

DiagranD2: Teaching Experience
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1.2. Teachers’ Professional Trainin in English Language Teachin

Have you ever received any professional training in English language teaching?

Wves
Ero

i 2%

Diagram 03 Professional Training in Teaching

Thepie chart indicates that four teachers (44.4%) haeeived training in Englisl

whereas five teachers (55.5%) have

lI. 2. The Result of Section Two: Teache’ Opinions about Analytical

Thinking

Q3: According to you, what is analytical thinkir

This question is an op-ended gestion which aims at collecti teachers’ knowledge
about analytical thinking. It reveals that the nmé&yoof our participants have an idea ab
its meaning. Most of them have given a correct @edr definition o analytical thinking
that corresponds to Anderson and Krathwohl's didini of this cognitive skill. Fo
instanceone of teacher’s definitions i“analytical thinking is a cognitive activity whic

involves the analysis of data or information inchgdccmparing, selecting, and rejectin
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Q4. Do you think that analytical thinking is:

Important very important not important
Options Number of teachersPercentages
Important 1 11.1%

Very important 8 88.9%
Not important 0 0%
Total 9 100%

Table 08: The Importance of Analytical Thinking

Most of teachers (8) representing (88.9%)ehanswered that analytical thinking is
very important while 11.1% consider it as being amant. In contrast, no teacher chooses
the option (not important). No doubt, all the tearshare aware about the importance of

analytical thinking.

Q5: Do you think that pupils should be taught how ¢éogood analysts?

Option Number of teachers Percentage
Yes, certainly 9 1009
No, not necessarily 0 09
Total 9 100%

Table 09: Teaching Analytical Thinking

It is not surprising that all teachers (9 &or the teaching of analytical thinking in
secondary school level. No teacher accounts fooft®n (no, not necessarily§)6: In

your opinion, what kind of practice stimulates psipanalytical thinking?

a- Recognize and recall.

b- Differentiate, organize, and attribute.
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c- Generate, plan, and prodt

d- Others, please spec

In your opinion, what kind of practice stimulates pupils’ analytical thinking

60,0%] 60,0%
50,0%] 50,0%
40,0% 40,0%
30,0% 30,0%

20,0%] -20,0%

10,0% -10,0%

T 0%
Recognize and recall Differentiate, organize, and  Generate, plan, and produce Others
attribute

Diagram 04 Practices tha stmulate Analytical ?hinking

The results show th four (4) teachers representing (44. . claim that the activities
that stimulate analytical thinking involve diffet@ting, organizing, and attributing. Tv
(2) teachers representing (22.2%) have chosenitsegiconcerned with recognizing a
recalling. Finally,two (2) teachers representin@2.2%) for generating, planning, a

producing. In contrast, only one teacher has ofetethe option (other.
lll. Section 3:

Q7: Do you use the textbook assessr parts to evaluate your puf’ learning progress?

Options Number of teachers Percentage
Yes 8 88.9%
No 1 11.1%
Total 9 100%

Table 10: Teachers’ Use of the Assessmenarts “Check your progress”.
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In accordance with table (10) 88.9% of thactkers use the textbook assessment
section to assess their learners’ progress whieXih 1% of them do not use it. These
results reflect that the textbook is the most ussmthing material since teachers

depend on it for teaching and assessing their éegirachievements

Q8: How often do you rely on these assessment parts?

Always Often Somatis Rarely visie
Options Number of teachers Percentages
Always 0 0%
Often 6 66.7%
Sometimes 3 33.3%
Rarely 0 0%
Never 0 0%
Total 9 100%

Table 11: Degree of Frequency in the Use of “Cheglour Progress” Sections

It seems from table (11) that most of teasl{é) representing (66. 7%) have claimed
that they often use the assessment parts of thigo@k and only 3 of them (33.3%) have

asserted that they use it sometimes.

Q9: The assessment parts of the textbook evaluatsttiteents’ higher- order thinking

skills.
Agree Stghy agree
Disagree Strondisagree
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Options Number of teachers Percentage
Agree 7 77.8%
Strongly agree 1 11.1%
Disagree 1 11.1%
Strongly disagree 0 0%
Total 9 100%

Table 12: Assessing HO'S in “Check Your Progress”

The outcomeshsw that the high percentage 8 % is devotedo (agree) with seven

(7) answers and onlgne (1) teacher (11%) disagree with the statemeThe assessment

parts of the textbook evaluate the students’ h- order thinking skills”.

Q10: The activities of the assessment section “Check Yoagress” are

a- Reproductive (remembering, understanding, appl

b- Productive (analyzing, evaluatingreating)

c- Both

The activities of the assessment section ‘Check your Progress’ are:

60,0%

50,0%

40,0%

30,0%

20,0%

10,0%—

0%

—60,0%

—50,0%

—40,0%

—320,0%

—20,0%

—10,0%

T
Reproductive Froductive Eoth

(remembering, (analyzing,
understanding, evaluating,
applying) creating)

0%

Diagram O%: Check your Progress Activities
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As diagram (5) shows, that half teachers (6) repsg (55.5%) consider the tasks

included in “Check your Progress” as being reprdiglacwhile only two (2) teachers

representing (22.2%) judge them as being productivmally, two (2) teachers

representing (22.2%) claims that the activities “@heck your Progress” are both

productive and reproductive.

Q12: How appropriate are these activities for assedsegers’ analytical thinking?

Appropriate Less aypiate Not appropriate
Options Number of teachers Percentages
Appropriate 3 33.3%
Less appropriate 6 66.7%
Not appropriate 0 0%
Total 9 100%

Table 13: Teachers’ Opinions about the Activitiesn “Check Your Progress”

As table (13) shows the majority of teaclsxsrepresenting (66.7%) believe that the

activities of “Check your Progress” are less appetp for assessing analytical thinking

and the rest three teachers representing (33. 8f&\vb that they are appropriate.

Q13: Do you find obstacles while using the textbookeasment parts to evaluate pupils’

analytical thinking abilities?

Options Number of teachers Percentages
Yes 77.8%
No 22.2%
Total 100%

Table 14: Obstacles faced in Evaluating Pupils’ Anlgtical Thinking Abilities
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According to the results recorded in table (14)}iayp(no) is the least chosen since
only two teachers representing (22.2%) do not falostacles while using the textbook
assessment parts to evaluate pupils’ analyticakihg abilities. However, the majority of

respondents (seven) representing (77.8%) do fastadbs.

Q14: What do you suggest in order to improve the textlessessment parts?

In this open ended question each teaches diieesuggestions in order to improve the

assessment parts of the textbook At the Crossrdsatsh teacher wrote what he thinks as

being appropriate.

Conclusion

This chapter has dealt with the presentation @& tésults. The findings are

conducted through the evaluation of first year sdeoy school textbook At the Crossroads

and also a questionnaire to secondary school teadfi€english. The presentation of the
results is in form of (tables, pie charts, histogs® The results provided in this chapter are

going to be discussed in the next chapter.
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Discussion

Introduction

This chapter is devoted to the practical saflehe study. It is concerned with the

discussion of the research findings about the assa® of analytical thinking skill in the

first year secondary school textbook At the Crasds@nd the questionnaire designed for
teachers of English. A qualitative content analyisisused with reference to Bloom’s

Revised Taxonomy in order to explain and interfitetresearch results.

This chapter involves two parts. The first paccounts for the characteristics of the
assessment parts “check your progress” in relatiorthe number of tasks and their
classification into the cognitive categories. Theand part deals with the discussion of the

questionnaire findings.

I: Discussion of the Finding of “Check Your Progress”

II.1. The Characteristics of the Assessment PartCheck Your Progress’

Check Your Progress is an assessment sestiarh is included at the end of every

unit in the textbook At the Crossroadss its name indicates, it is meant to assess the

learners’ progress or attainment; that is, to measioe learning outcomes of the whole
unit. A series of tasks is provided in order toiaeh this purpose among which we can
distinguish both tasks and activities. The taskd #re contained in this section can be
divided in terms of their assessment objectives fiour basic types. The first type is
related to reading comprehension tasks; thatasnés are introduced to a sample of a text
or reading passage that have been already encedritethe unit’s lessons then followed
by a number of questions about the text. The setgulis related to grammar review, this
type involves tasks that are intended to test fasvthe learners have understood language

points and can apply most appropriately the granwalatules that have been already
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studied all along the unit. The third type is rethto vocabulary review and development,
this objective is presented in one activity caltes$t your word power’ at the very end of
this assessment section. This activity is precedgda glossary containing English
vocabulary items related to the unit of study ameirtequivalents in the Arabic language.
The learners are asked to use the glossary in toddl in the blanks. The fourth type is
presented in a form of a portfolio progress tabk tontains the whole unit's objectives
illustrated in very simple active expressions. beas are asked to self-assess their
learning process by ticking on what they can do ko well they can do it. This self-
assessment table is a valuable opportunity for lbedlners and teachers to check the
effectiveness of the learning styles and the tewmctachniques. In addition to that, it serves
as well to find out whether the learners have aeguiand developed the skills and
competencies targeted by the unit’'s lessons asagdlbcating the areas of weaknesses in

order to improve the learning process and achieselésired outcomes.

1.2. The Number of Tasks and Action Verbs in “Check yourProgress”

As table 1 (see chapter 3) shows, the asmggssection in unit one is the most
developed in terms of the number of assessmens;tamiound (25%) in the whole
assessment parts’ content. However, the least a@s@lunit in terms of assessment tasks
is unit five with only (16%) which is a very smalimber compared to the other units. This
difference in the number of tasks from one unitatiwother is probably due to the
differences in units’ contents; for instance theeasment of each unit depends on the

amount of content that the unit covers.

The distribution of action verbs follows the saarder with that of tasks. For instance,
the number of action verbs is higher in unit on&2khile unit five has the least number

of action verbs with only 11%. This is obviouslyated to the number of assessment tasks

49



Discussion

that constitutes the section of “Check your Progjr@s each unit. As we have mentioned
before unit one possesses the larger number o$siesat tasks thus it is logical that it

includes the highest number of action verbs.

Generally, we can say that “Check your Pregjreprovides an opportunity for
formative assessment with a considerable numbetagsks (63) the process used by
teacher and students to recognize and responduiests learning in order to enhance
that learning during the learnindCowie, et al. 1996 cited in Loughran, J. 1999:)198
Regarding the characteristics of formative assessaraong which we can distinguish this
characteristic:“requires students to take responsibility for thewn learning” (Cizek,
2010: 08). We deduce that Check your Progresslsarba considered as a self assessment
section, since it contains “learning log” that elealdearners to self assesses their progress.
In addition, one task may contain more than on®@aeterb. For instance, we can mention
task 1 in unit five!'completethe pie chart that follows with information frofmettext. Give
a title to your pie chaft(At the Crossroads, 162n this task, learners are required to pick
out information from a given text in order to comeigl a diagram. This involves
deconstructing in the sense that, learners arengavéext which can be considered as a
whole piece of information and they are requiredhteak it into its parts (deconstructing)
in order to complete the diagram. The second astévh “give” may be classified into the
cognitive category understanding. This explains difeerence between the number of
tasks and the number of action verbs (82). It$e anportant to note that the action verbs
that we come to identify in the aforementioned sss®nt parts are not explicitly related
to the RT cognitive classification of action verfi$is made difficult the categorization of

the tasks into their equivalent cognitive levethe RT.
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1.3. The Classification of Action Verbs in ‘Check Your Rogress’ into

the Cognitive Categories

Understanding category with (25%) is the most dgwedl cognitive category in the
whole assessments sections of the textbook. IlRtheunderstanding is classified as the
second reproductive skill in the hierarchical onigation of the cognitive levels. This
means that learners are given enough opportunitet@lop and assess their lower order
thinking skills. Analyzing category with (19%) iset highest developed skill comparing to
other HOTS namely evaluating and creating. This banexplained by the fact that
evaluating and creating cannot be performed witremdlyzing first. In addition, it is
important to consider that evaluating and creasirggthe least developed skills in “Check
Your Progress”; therefore, learners are not engmdao develop their critical and creative
thinking. Put in another way, learners are not gimeich opportunity to express their ideas

and produce new things.

1.3.1. The Classification of Action Verbs in “Checkyour Progress” into

the Cognitive Category “Remembering”

Remembering is the first basic cognitive gatg in Bloom's RT. It is defined by
Anderson and Krathwohl (2002: 215) dRetrieving relevant knowledge from long-term
memory. It consists of two cognitive processes recogmgzand recalling. That is to say;

learners are required to use their memory to raeegor recall knowledge. In fact, this

category is developed with13% in the textbook Ag @rossroaddt is developed in two
ways; recognizing with 51% and recalling with 49¥%his means that the learners will
study how to use their memory to produce or regrielefinitions, facts, and to recite

previously learned information. This fact is shotlirough the type of action verbs used in
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the textbook. The result have been found by cogrttiese verbs, for instandenk, find,
guess, and reador recognizing, while for the recalling procesg can mention some
action verbs such dsst, fill in, and answer. Furthermore, the type of activities related to
the recognizing process are generally related xw,ldinding synonyms and antonyms,
while those related to recalling are generally ‘Widiestions or multiple choice in which

learners are asked either to construct answerssttlgas or to select from a list.
As an example: Task 3 in unit four

Task3: Readhe text again and answehe questions below

A. What stirred the imagination of man?

B. Why did the ancient Egyptian observe the celestidies?

C. Did all Greek philosophers agree with him?

D. Which theory did Ptolemy maintain? (At thedSsroads: 132)

In this task learners are asked to answelimgacomprehension questions. So, pupils

are asked to remember the content of the textdardo answer the questions.

1.3.2.The Classification of Action Verbs in “Check YourProgress” into

the Cognitive Category “Understanding

Understanding category is the second reptoauskill in the hierarchical organization
of the cognitive skills in the new taxonomy. Thigllss developed with a high percentage
comparing with other categories. Understanding isua “constructing meaning from
different types of functions be they written or gir@ messages or activities like
interpreting, exemplifying, classifying, summarngsimferring, comparing, or explaining”

(Krathwohl, 2002: 215).

From this definition, we can notice that thiategory includes seven cognitive

processes which are interpreting, exemplifying,ssifging, summarising, inferring,
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comparing, or explaining. In respect to this deifom, first year learners in the secondary
school will gain experience in identifying meaniingm different messages, they will learn
how to construct meaning from the provided tasks activities. The results reveal that
understanding is the first developed category antdéxtbook as most of the action verbs
used in “Check your Progress” are classified ihts tategory. For instance, rewrite, mark,
circle, explain...etc. Furthermore, they can beo atstegorised into seven cognitive
processes. The first and the high developed prasesterpreting with 30%. Thus we can
note the use of action verbs such semwrite, mark, and circle. This gives learners
opportunity to develop their abilities in classifgiand modifying concepts. Then, we have
explaining which represents 20% includiegplain, and justify. This motivates learners
to have experience in providing explanations amdlifging their choices. For instance, in
task 11p 43 the third instruction of it saymention three other things you don't like
doing, explain why” In this task students are asked to justify tipeeferences in life.
Moreover, there is classifying with 16%. This i®aim through the use of action verbs like
put and re-order. In addition to this, there imihg which represents 8%. This result is
obtained after counting the action verbs lttess out and exemplifying with the same
percentage 8%. This means that the learners aga gixxhance to order concepts and give
examples for their language practices. At the e¢inel,smallest percentage degree in this
category is devoted to the process of summarizimdy @mparing with 4%. This low
percentage shows that learners are not given acehtm summarize and to make

comparisons.
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As an example: task 6 in unit one

Task6: Rewrite the newspaper headlines below to makthem more attractive. Use

extreme adjectives instead of ordinary ones

A. Very good Result for Manchester United

B. Very Cold Temperatures in the North

C. Very Nice Place to Visit in the Sahara

D. Reading and Writing Standards ‘Very Bad’, Saysplector.

(At the Crossroads: 41)

In order to fulfil this task learner must @nstand the meaning of these headlines to be

able to modify them.

1.3.3.The Classification of Action Verbs in “Check Your Rogress” into

the Cognitive Category “Applying”

Krathwohl (Anderson et al., 2002: 215)ide$ the skill of Applying which is the last
reproductive skill in the RT d&arrying out or using a procedure in a given sitien”.
This means that learners need to have an opportianie-use the previous studied rules in
a given situation. Indeed, first year secondaryostlearners are asked to practice the
already studied language points in a controlled.\iag@rners are provided with a series of
tasks in a section entitled “Grammar review”, ird#@dn to other tasks in which they are
asked to execute or implement the previous stygl@ats. The Applying category consists
of two cognitive processes: the first represeng Bhd the second is 49%. This is shown

through the use of action verbs suchuss, put, and make.
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As an example: Task 1 in unit two

Taskl: Putthe verbs between brackets into the past simple grast continuous to get a

grammatically correct news story.

Yesterday morning at 6.30, there (to be) @ndent between a bicycle and a bus at the
junction between Colonel Amirouche Boulevard andb@el Lotfi Street. It (to rain) good.
The bus (to travel) up Colonel Amirouche Buolevavtien the cyclist suddenly (to
emerge) round the corner at Colonel Lotfi Streettinately, neither the bus driver nor the

cyclist (to be) injured. ...
(At the Crossroads: 70)

In this task learners are asked to practisepteviously learned grammatical rules in a
given situation. In this case the rule is the ustenses which are the past simple and the

past continuous.

1.3.4.The Classification of Action Verbs into the Cognitve Category

“Analyzing”

Analyzing is the first higher order level ihet cognitive Taxonomy of both Bloom
(1956) and the RT by Anderson and Krathwohl (20@)alyzing is about'Breaking
material into its constituent parts and detectirmphthe parts relate to one another and to
an overall structure or purpose’Anderson, et al., 2002: 215his skill is developed in

the textbook At the Crossroadsth 19%.

This means that this crucial skill is notegs much emphasis comparing to other skills
as understanding. There exist tasks that requay/tcal thinking in the assessment parts.

These tasks are related to grammar, reading compsein, and vocabulary development.
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Moreover, analysis can be categorized into thregnitve processes that are:

differentiating, organizing, and attributing.
1.3.4.1. Differentiating

Differentiating is the first and the high @éésped sub-category of analysis; it represents
50%. This result is obtained through counting tbdoa verbs that lie in this category
which are related to: discriminating, distinguigl) focusing, and selecting. The tasks
that require differentiating are generally relatedgrammar review or to composition
writing. For instance, we can mention the task sameunit one “Getting Through” which
is about grammar review. The students are aské#ilioin the blanks in the interview
report below usingboth ...and, either...or, neither...nor,or both of, either of,and
neither of’ (page 42). In order to fill in these blanks, tharteer is put in an analysis
situation in which he has to select the appropfiaten to use in the right blank from the
inappropriate ones. Thus, this action implies $elacand discrimination by selecting

appropriate from none appropriate in order to ntakeright decision.

Another task that implies analysis and défgrating is task eleven in unit one” Getting

Through”

* Write a letter of about 15 lines to a pen-friendyolurs following the
plan below.
= |ntroduce yourself.
= Mention three things you like doing, and the tiroéshe day at
which you like doing them.
= Mention three other things you don’t like doingpEn why.
= Talk about your preferences in matters of clotbedf etc.
= Talk about your ambition. (What you would like &later?)
* Include an appropriate ending. (At the Crossroads: 43)

This task also requires analytical abilittes two main reasons: the first and basic
reason is that, it is a task which is related tmwlents’ real life. Richards (1986) defines a

task as“an activity or action which is carried out as a g@lt of processing or
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understanding language(’1986: 289).The verb “processing” in this quotation implies the
meaning of analysis because naturally one canrumteps information without analyzing

them. The second reason is that this task belamgket higher order cognitive category
“creating” which implies also analyzing since ta@dnomy is organized hierarchically and
analyzing is situated before creating. So, one lshbist be able to analyze in order to
create. These already mentioned reasons are jastdeo the outside form of this task but
if we look at the content we can see better hovyaimay is important in order to fulfill this

task. The learners are asked to write a shortrlett@ pen-friend (creating) and include
some specific information about them such as wiffeating between what they like and
what they don't like (mention three things you lideing, mention three other things you

don't like doing).
1.3.4.2. Organizing

Relying on the theory of Anderson and Krathwohl Q20 which advocates that
organizing implies finding coherence, integratiogilining, parsing, and structuring, we
come to identify 31% of tasks that implies analyisigshe sense of organization in the
assessment section “Check your Progress” as shodiagram 7( see chapter 3). The task
two in unit one in which the students are askedMake a list of all the ingredients
required to make Indian PuddingPage 40) requires them to read an already prowded
mail that contains a recipe of the Indian Pudding scan it in order to select and outline
the ingredients of that recipe. In order to do Husvity, the learners should analyze the e-
mail, select the ingredients and organize them fara of a list. The following task in
Grammar review is about finding cohererf€ewrite the recipe (82) using sequencers
first, then, next, after that, finally where apprigpe in order to make the process of

making Indian Pudding more explici{fpage 40). As it is clearly shown, the objective of
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this task is to develop and assess students’ arallbilities in establishing coherence
using sequencers. Other tasks in the same unuidedhe task eight and nine (page 42).
The former is“Turn the informal requests below into formal on€Bhen mark the
intonation at the end of each formal request withaarow (v ory )"is basically about
structuring sentences so as to form a new pattérohws in this case a request and then
recognize the appropriate tone to use with eachesee. This makes this activity
analytical in its nature since it implies struchgyithat is related to organization and also it

involves differentiating in the second part relatedhe selection of appropriate intonation.
1.3.4.3. Attributing

Attributing is the least developed sub-catggd represents only 19%. In this case
learners are not given enough opportunity to dgvéieir analytical abilities in relation to
attributing. Relying on the theory of Anderson agrathwohl (2001) we come to identify
some action verbs that lie in this category whidhralated to deconstructing. For instance,
we can mention task Icomplete the pie chart that follows with informati from the text.
Give a title to your pie char{At the Crossroads, 162 this task, learners are required to
pick out information from a given text in order ¢omplete a diagram. This involves
deconstructing in the sense that, learners arengavéext which can be considered as a
whole piece of information and they are requiredhteak it into its parts (deconstructing)

in order to complete the diagram.

It is important to consider that analysisdsveloped only to some extent; that is
learners are not encouraged to analyze compleatisins. The provided tasks are not
enough challenging and do not require deeper thinkin addition, the action verbs

provided in the instructions are not explicitlyatsd to analysis.
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1.3.5. The Classification of Action Verbs in “Check YourProgress” into

the Cognitive Category “Evaluating”

The results show that Evaluate does notmc@ considerable place in the textbook

At the Crossroadst represents only 9%. This means that learnsrsnat provided with

enough practice to develop this high cognitivelsEValuate is aboutrfiaking judgment
based on criteria and standard¢Krathwohl, 2002: 215). To judge something is tmkh
critically. Evaluate is a crucial skill that learseneed in their life. Unfortunately; this
crucial skill did not receive much interest in thextbook which focuses only on other
skills such as remembering, and more precisely nstaleding and gives little attention to
critical skills such as evaluating. This skill cats of two cognitive processes, which are
checking and critiquing. The result obtained thitowgunting action verbs such eseck
and report, whereas there are no action verbs related to ierig, this shows that the
higher thinking skill of evaluating especially arizing is neglected in this textbook. In
addition, the second section“check your progress” is given for self assessment through
the use of a learning log. After each unit, theréailearning log” to be fulfilled by the
pupils for instance on p43. Unitl: “Getting throtighhis learning log implemented in At
the Crossroadss similar to the rest of the learning logs in@ddn the textbook. Here, the
pupils tick in one of the three boxes which matehcorrespond to the level of their
performance. Such a self activity allows the pupdsevaluate their progress and to

determine their strength as well as their weakrsesse

As an example:

Task2: Read the text above and _checkour answer to task 1 above. Then give a title

to the text. (At the Crossroads: 132)

59



Discussion

In the given task learners are askeelvduate their answers to a task relying on a

given text.
1.3.6.The Classification of Tasks into the Cognitive Catgory “Creating”

Creating is the most complex and difficKtll to develop in the new taxonomy. It is
defined by Anderson and Krathwoh (12002: 215)@ag#ting elements together to form a
novel, coherent whole or make an original producthis skill is generally developed
through composition writing in which learners asked to write a letter, a story, or a song.
These tasks permit the learners to show and devéleip abilities in combining and
recalling their knowledge about language like Igx@gntax, and punctuation to form a
cohesive and a coherent written passage. The sdsalte shown that, creativity is the skill
which represents only 9% with reference to tab)e TBis percentage explains that there is
less occurrence of this skill in the textbook conmgpa to other skills especially
understanding. As a consequence, students will lovéheir abilities in drawing
inferences and recalling knowledge rather than yed) new concepts. In fact, there are
not many action verbs which ask learners to geaeaatl produce new patterns. Among
these verbs, we can distinguishite andre-order. However; it should be mentioned that
in most cases students are provided with guidelmesplans to follow in order to write a
letter, an e-mail, a biography, etc. As a restigse activities become easier and less

challenging.
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As an example: Task11 in unit four

Task11l: Use the information in the box below_to wte a short description of our

planet Earth.

(At the Crossroads: 134)

In this task learners are asked to writeragraph about the planet Earth relying on the
given guidelines. The guidelines consist of a nunabénformation about the earth such as

the surface, the distance from the sun...etc.

II: Discussion of the Questionnaire’s Data.

Section 1: Background Information about our Participants
1. Teachers’ Experience in ELT

In this research, Q1 (see chapter 3) that is latdoackground information about our
participants is not a random question but it targen already situated purpose. The
purpose behind this question is not only to collemine personal information about our

participants but also to situate the degree ofditgliof teachers’ answers to the coming
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questions. From the collected results we can dethatethe majority of our participants
have more than 5 years of teaching experience géhé&gs). This means that they are

familiar with the textbook At the Crossroadhich is the subject of this research. Bearing

in mind that:“In education, teacher experience is probably they Kactor in personal
policies” (king, J. 2010: 01). Teachers’ experience and fanty with the aforementioned
textbook are helpful in their evaluation of thedatand this evaluation is more likely to be

reliable and valid.
Teachers Professional Development

Acknowledging the importance of professiamaining for teachersStudent learning
and achievement increase when educators engagéectiee professional development
focused on the skills educators need in order tdress students’ major learning
challenges” (Hayes Mizell, 2010: 05). The questionnaire soughtlarify whether our
participants have benefited from such training mglish language teaching (ELT). The
highest rate was in favor of negative response¥} this is quite unfortunate, and it
evokes the question whether they are knowledgeabtrit different teaching theories
advocated by Applied Linguistics and the Bloom’s. RiIbwever, this doesn’t neglect the
possibility of self development through trainingntinuous practice, and experient&he
idea is that experience, gained over time, enhatfee&nowledge, skills, and productivity
of workers” (king, J. 2010: 01). Fortunately, the positive p@sses have recorded
approximately the same rate 44.4%; that is, (4 hesxsc out of 9) have received a

professional training in ELT.
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Section 2: Teachers’ opinions about Analytical Thiking

1. Teachers’ knowledge about Analytical Thinking

The third question (see chapter three) isopen-ended question which aims at
evaluating teachers’ knowledge about analyticaillimg. It reveals that the majority of our
participants have an idea about its meaning. Mbst@m have given a correct and clear
definition of analytical thinking that correspontts Anderson and Krathwohl’s definition

of this cognitive skill. For instance, one of tleathers defines it as:

Ta- analytical thinking is a cognitive activity vahi involves the analysis of data or

information including comparing, selecting, andeoging.

Tb- analytical thinking means to think in a critiomay where you conduct a logical

process
Tc- analytical thinking means to process informatio a logical way

This leave no doubt that Secondary School teaatfeEnglish are aware of the meaning
and implications of this skill. However, their dafions were not at the same level of

clarity and precision.

2. The Importance of Analytical Thinking

Most of teachers 88. 9% consider analytibadking as being important and no one
judge it as worthless. This can prove that teacheesaware about the importance of
analytical thinking in school education and are enwilling to situate their roles as guides
and stimulators for learners’ critical thinkingf e goal for business educators who want
to instill critical thinking skills in their classroms is to think of their students not as

receivers of information, but as users of informati (Snyder, M 2008: 97). As a result,
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they advocate the integration of this skill in tBducational Curriculum; this is reflected
through the data represented in table (4) in whitkhe participants (100%) recognize the
necessity in teaching pupils how to be good anslyBte importance of this skill is also
reflected in the RT that situates it in the catggor HOTS and among the educational

objectives to be achieved.

Despite the challenges related to defininghér order thinking skills, educators,
administrators, and teachers have recognized thee vaf these skills as well as the
importance of teaching them. As argued by Devri38T, cited in King, F. 1998: 8)
“teaching higher order think, then, provides stuttewith relevant life skills and offers
them an added benefit of helping them to improed tontent knowledge, lower order
thinking, and self-esteemThis quotation points at an important charactierisf higher

order thinking skills as they can be transmitted ased in real life situations.

3. Practice that Stimulates Pupils’ Analytical Thinking

It is important to bear in mind that practisevery important in developing analytical
thinking; “thinking analytically is a skill like carpentry odriving a car. It can be taught it
can be learned and it can improve with practigéfeuer, 1999: 02). In accordance with
this quotation we have asked a more direct andgeepiestion (Q6, see chapter three) for
two main reasons. The first reason lies in our rieddst teachers’ knowledge of analytical
thinking process, whereas, the second reason lieliecting some other suggestions
about the kind of practice or tasks that best erag®iand activate learners’ analytical
thinking. The results have shown that 44.4% of heex have chosen the answer (b)
claiming that the activities which stimulate anadgt thinking involve differentiating,
organizing, and attributing. From this, we can deduhat the majority of teachers

recognize the appropriate types of activities tieguire analytical thinking. These results
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reflect the theory of Anderson and Krathwohl whidassifies analytical thinking into
three major cognitive processes namely differentgatorganizing, and attributing. In fact,
the majority of teachers are aware of the cognifivecesses involved in the process of
analysis. So, teachers’ evaluation of the integnatf analytical thinking in the section
“Check your Progress” is more likely to be validdaeliable. However; some teachers do
not know the appropriate activities as they retham either to lower order thinking skills
“remembering” or to the highest cognitive leveltire RT “creating”. The latter involves
analysis as well; one cannot create without anafyzand this justifies the teachers’
selection of the option (c). The last option (off)gresents the least percentage; only one
teacher suggested another type of activity thatdmaes: “critics”, it is not clear whether
the teacher means criticizing in the sense of eig or he is referring to critical thinking

in general.

Section 3: Teachers’ Opinions about the AssessmeRarts “Check your

Progress”

1. Teachers Use of the Assessment Parts “check yourqgress”

The majority of teachers (88.9%) use the textbadessment sections to assess their
learners’ progress. These results clearly refleetitmportance of the textbook as a basic
teaching tool as claimed by Richards (2001: Otextbooks are key component in most
language programs...in other situations the texkay serve primarily to supplement the
teacher’s instruction” On the one side, the teachers claim their udbefextbook as an
essential material to assess learners’ achievem@nristhe other side, the degree of
frequency of its use is limited to the options €oit with the percentage of 66.7% and
sometimes (33.3%), while no teacher opted for th&on (always). This implies that, to

some extent, teachers’ dissatisfaction regardiegaitbook assessment parts “Check your
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Progress”. This dissatisfaction may be due to theeace of a balance between teachers’
objectives and the textbook content that leads thenthe choice of other teaching

materials whenever they recognize this need.
2. The Assessment of HOTS in “Check your Progress”

The outcomes indicate that most of thehees (77.8%) agree that the assessment
parts of the textbook evaluate students’ HOTS. Hmmethey judge the assessment
activities as relating to reproduction; that isyéw order thinking skills and less attention is
given to HOTS as productive thinking levels. Thasclearly shown in their responses to
Q10 (see chapter three) in which the majority oftipants (55.6%) have judged the
included activities as being reproductive, whiléyd?2.2% have categorized them into the

production category.

In fact, these results obtained from the tioesaire, further confirm the results
recorded after analyzing the corpus under studgai@l, the assessment parts “Check your
Progress” are primarily concerned with the assesswofdower order thinking skills rather
than HOTS. Both levels are addressed but with @iffeemphasis. Indeed, many studies
confirm these results. As an example, the resedocle by Beynolds (1980) in which he
analyzed teachers self reports on their item vgipnactices and he claimed tHatvery
heavy reliance on items written at the knowledgearehension, and application levels of
Bloom’s taxonomy and very little attention was pdsg contrast, to analysis, synthesis,

and evaluation”(cited in Stiggins, R.J. et al, 1989: 234).

The common point between the results is thatstress is put on developing lower
order thinking skills rather than HOTS. Howeveryeators and textbook designers should
give more attention to HOTS and they should proadevities which target and stimulate

these skills. As claimed by Dewey (1939: 18)ifiking does not occur spontaneously but
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must be “evoked” by “problem and questions” or bgnge complexity, confusion or
doubt”. Thus, many activities should be designed in $pisere so that pupils can practise

these important skills which were beneficial inithieal lives.
2.1. Assessing analytical thinking in “Check your Progres”

Most of the participants (66.7%) judge théwdies of the assessmeptrts as being
less appropriate for assessing analytical thinKirgs is mainly due to the simple nature of
these activities that do not present challengitgatons. Some of teachers’ justifications

for their judgment include the following:
Ta- They don’t encourage learners’ creativity ahilitst to solve problems.

Th- Sometimes there are some suggested tasks thaigieen to check students’

understanding; however, these tasks do not go loetya.

The teachers’ justifications imply that thépld a negative attitude towards the
assessment parts “Check your Progress” in reldboassessing analytical thinking. The
majority claim that the assessment activities ardely related to lower order thinking
skills and do not present problem solving situagicur assumption is that this teacher’ s
attitude is mainly due to the fact that the majodt the activities do not present real life
situations which is a very important criteria irs@ssing analytical thinking. The latter
should be assessed by putting the students irsiteations, as maintained by Bloofthe
student may be placed in an actual situation, sagh laboratory in which he analyzes the
reactions of materials, or a classroom in which imeist analyze the interactions of
members of the group ..(1956: 149). However, this cannot be accomplisivétiout

teachers’ interference in order to put the student®ntext.
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The evaluation of the corpus has revealedstme result, obviously, the assessment
tasks that compose “Check your Progress” are nprogpately designed to assess
analytical thinking. Thisis because they do not require students to deceenpo compose
information or materials. They just call for supegl analysis which does not require deeper
thinking.

Regarding this dissatisfaction, most teachers @8Y.8laim that they face obstacles
while using the textbook assessment parts to eteajuapils’ analytical thinking abilities.
These obstacles can be justified by the fact tiaattivities in “Check your Progress” are
less appropriate for assessing learners’ analytigaking. In fact, each teacher tries to
specify the faced obstacles. The following is agemf teachers’ answers:

Ta- The textbook’ activities are not analytical gmrdductive, no real-life situation.

Th- Most of the time they don't reflect pupils’ teléfe situations therefore, they seem

boring, they do not motivate learners, and thepakoevaluate the four skills.

Tc- The activities are not efficient.

Indeed, we have collected some valuable tathsuggestions to improve the

assessment parts of the textbook At the CrossroAdsong which we can distinguish the

following:

Ta- Activities should be designed in the form ofngadex real life situations where pupils

integrate and re-invest the acquired competenniései four skills.

Th- We should suggest more tasks and activitighaoto reach students’ needs.

Tc- Follow analytical procedure of the lessonsguf on real life situations, and

progression of learning from theory-practice toduction.
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Td- Tasks should be based on real life situatioth adapted to the competency- based

approach.

Te- Tasks must be adapted to the approach whidbeilsg used (Competency-Based

approach).

What is common among teachers’ answethasall of them suggest relating the
activities to real life situations which is one wraprinciple in CBA. This new approach in
education and learning requires a focus not onlynpnt, but also on outcomes or results.
Such results, however, do not pertain only to tb@damic knowledge, as in traditional
testing where rote memorization of knowledge isunegl but should also represent a
complex articulation of knowledge, attitudes anidlskhat learners can use whenever they

are needed.

Conclusion

This study is conducted on the issue of the asssdsof analytical thinking in the

textbook_At the Crossroad$he data collected from the evaluation of thguer“Check

your Progress” and teachers’ responses have arswereaquestion asked in the General
Introduction. The assessment parts provide adwitargeting both lower and higher order
thinking skills; however, the stress is put on lowmder thinking skills. Analytical
thinking as one of the HOTS is not given much foduss covered in a superficial way.

This confirms our hypotheses: the assessment pértse textbook At the Crossroads

provide activities targeting analytical thinkinggtprovided activities deal with both lower
and higher order thinking skills, and that the beas hold negative attitudes towards the

assessment parts of the textbook.
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This research work has investigated the teachimd) tae assessment of analytical
thinking in the Algerian educational system, arguithat analytical thinking can be
implemented through practical assessment. Thab isaly, assessment is an effective
strategy in developing learners’ thinking abilitid$e present study is carried out to see if
this is the situation in the Algerian secondaryostiwith reference to the first year English

textbook At the Crossroadand teachers.

Our research has targeted three main obgsctiVhe first is to check whether the

assessment parts of the textbook At the Crossroaarlade tasks targeting analytical

thinking. The second is to situate the cognitiveele to which these tasks belong to. The
third objective is to shed light on the teachetsitiedes towards the assessment parts in

general and their tasks specifically.

Taking as a starting point Bloom’s Originaxbnomy (1956) and its Revised Version
(2001) by Anderson and krathwohl who define anefftihinking as‘breaking material
into its constituent parts and detecting how thetpaelate to one another and to an
overall structure or purpos€Krathwohl, 2002: 215). We have hypothesized thm t

assessment parts of the textbook: At the Crossroadtins tasks that deal with both

higher and lower order thinking skills and that tfecus is on lower order thinking skills
namely remembering, understanding, and applyingerahan higher order thinking skills

namely analyzing, evaluating, and creating.

To conduct this investigation, we have optedthe mixed method approach that
combines between both quantitative and qualitatpygroaches for data collection and data
analysis. The data collected relying on the evanatf the assessment section “Check

your Progress” of the first year secondary textbAbkhe Crossroadand a questionnaire

designed for Secondary School teachers at Makondi inizart. As for data analysis, we
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have rely on a computer program called SPSS towligalquantitative data and Content

Analysis to deal with qualitative data.

The analysis of At the Crossroacsveals that higher order thinking skills namely

analytical skill are not addressed adequately,tirerowords, there is a lack of activities
that target higher order thinking skills. Moreovenost activities target lower order

thinking skills as the majority of action verbs draj to the understanding category.

The results obtained confirm our hypothedest the textbook provides activities
targeting analytical thinking and that the assesgrparts provide activities which deal
with lower and higher order thinking skills. Howeyé¢he stress is put on lower order

thinking skills as remembering, applying, and ustirding in the first place.

On the basis of the examination of the datkected from the teachers’ questionnaire,
we have come to the conclusion that all teacheesaavare about the importance of
teaching analytical thinking. Yet, the majoritytbem face difficulties while teaching and

assessing it through using the assessment patiistbé CrossroadsThis clearly confirms

our hypothesis that teachers hold negative attitodeards the textbook activities. They
judge its assessment parts as being less appmpoiaissessing learners’ higher order

thinking abilities.

Clearly, analytical thinking is crucial in wehtion, for this teachers and textbook
designers should try to integrate this skill inedfective way allowing its implementation
and assessment. Textbook designers should include ohallenging tasks that require
deeper thinking and activate learner’s criticahkmng skills. Among these tasks we can

recommend the following:
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» Tasks about clarifying ambiguities: such as asking learners to identify what's wrong
with sentences.

* Tasks about evidence-based conclusions:that is to encourage learners to draw
conclusions basing on some provided evidences.

» Tasks about underlying assumptions like designing tasks that requires learners to
identify the implicit meaning of given statements.

» Conventional vocabulary activities: such as matching pictures with words or

definitions.

Another thing that should be taken into edeation is that tasks should spark
student’s interest and be relevant to their dagd and promote cooperative learning. Our
hope is that our study has contributed to the fidldducation though slightly so that it will
open a new prospective for future research thdtasidl to this present work. We judge
important to complete this study by investigatingstissue further from learners’
perspective rather than teachefsother study about the barriers or obstacles ® th
promotion of higher- order thinking skills in clasesms would be beneficial in the field of

education.
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Appendix |

J,

units The tasks The action verbs The cognitive leVe
Task 1 Fill Remembering
Task 2 List, make Analyzing
Task 3 Infer Understanding
Task 4 Rewrite Analyze
Task 5 Put Applying
Task 6 Write Applying
Task 7 Use Applying
— Task 8 Fill, use Applying
E Task 9 Rewrite Understanding
> Task 10 Fill Analyzing
Task 11 Turn Analyzing
Task 12 Match Analyzing
Task 13 Write Creating
Task 14 Write, introduce, mention, Creating, analyzing
talk, include
Task 15 Tick (learning log) Evaluating
Task 16 Supply Remembering
Task 1 What type, circle Understanding
Task 2 Fill in Understanding
Task 3 Find Remembering
Task 4 Put Applying
Task 5 Use, complete Applying, analyzing
_5;' Task 6 Join, use Understanding, applying
5 Task 7 Use Applying
Task8 Complete, use Analyzing, applying
Task 9 Re-order Understanding, analyzing
Task 10 Use, write Applying, creating
Task 11 Tick (learning log) Evaluating
Task 12 Supply Remembering
Task 1 Find Remembering
Task 2 Read, draw Understanding, analyzing
Task 3 Report, make, complete Evaluating, applyimglerstanding
Task 4 Quote Understanding
s Task 5 Rewrite Understanding
5 Task 6 Re-order Analyzing
Task 7 Describe Understanding
Task 8 Solve Analyzing
Task 9 Tick Evaluating
Task10 Supply Remembering
Task 1 Look, guess Remembering, understanding
Task 2 Check Evaluating
_Z Task 3 Answer Remembering
5 Task 4 Circle, justify, join, make Analyzing, evaluati_ng, understandin
applying
Task 5 Re-order, write Understanding, creating

78



Task 6 Justify Evaluating
Task 7 Cross out Understanding
Task 8 Use, write Applying, creating
Task 9 Rewrite, make Understanding, applying
Task 10 Use Applying
Task 11 Write Creating
Task 12 Tick (learning log) Evaluating
Task 13 Supply Remembering
Task 1 Complete, give Analyzing, understanding
Task 2 Find Remembering
Task 3 Fill Applying
Task 4 Justify Evaluating
Task 5 Punctuate Understanding
,"D: Task 6 Make Remembering
5 Task 7 Write Creating
Task 8 Match Understanding
Task 9 Fill Applying
Task 10 Write Creating
Task 11 Tick (learning log) Evaluating
Task 12 Supply Remembering
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Appendix Il

1

B CHECK YOUR PROGRESS

® Read the e-mail below and do exercises 1,2 and 3 that follow.

nEEon 8B ad qEoEeE@ @I -0,
ag - « [T Doomen2 .

UNIT |

f-':;. . _ (TG

’j_, Last time you asked me t0 send you the recipe for the Indian Pudding I talked |8
| about in my previous e-mail. I'm sOITy that 1 haven’t done it earlier than this. ||
| Here it is. §1

Pour ¥ corn meal, a litle at a time. into 2 cups of hot milk and cook over .!.'i
| low heat or in the top of a double boiler, stirring constantly, for 15 minutes :5'_
- 1 until it is thick. Remove from heat. Mix together Y4 cup sugar, 1/8 teaspoon | !
- f: baking soda, %2 teaspsoon salt, V2 teaspoon ginger. and Y4 teaspoon ground
. 1| cinnamon, then pour into, the corn-meal mixture. Add % cup molasses and [
| 1 cup cold milk, mixing thoroughly. Pour into 1-quart casserole and bake |
Wlin a preheated 275 degree F oven for 2 hours. Serve warm with whipped |
| cream and a light sprinkling of freshly grated nutMEg. Serves 6 to 8. Itis also |
| preferable to serve it with vanilla ice cream. §2

| Keep in touch.
" | Best regards,
1| Cheyenne

.III
saE34

P L ZDOB4CEE @.J-L'EF.E..E.

@ Fill in the blanks with information from the e-mail above.
A. Sender of the message: . B. The addressee: :
C. Subject: 5

® Make the list of all the ingredients required to make Indian Pudding.

@ What do the words in bold in the e-mail refer to?

Grammar review

© Rewrite the recipe (§2) using sequencers first, then, next, after that,
finally where appropriate in order to make the process of making Indian
Pudding more explicit. .

Start like this: The recipe for making Indian Pudding is as follows: _

@ Put the frequency adverbs between brackets in the sentences below.

PERSONAL PROFILE
A. T am cheerful. (always)
B. I tell lies. (never)
C. 1 arrive late at school. (hardly ever)
D. 1 follow instructions well. (usually)

ﬁ
'n

A s
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B CHECK YOUR PROGRESS

UNIT 2

® Read the blurb below and do the tasks that follow.

Gandhi: A Story of a Life by Y. Chadha is a book about the life of Gandhi
Mahatma (Sanskrit ‘Great Soul), one of the most representative figures in the
history of twentieth-century India. It begins with information about his life
like where he was born and how he studied law in London before settling in
South Africa where. until 1914, he led the Indian Community in opposition
to racial discrimination. It also tells the story of how he returned to India to
become the Teader of the fight for his country’s independence from the British.
He organized hunger strikes and pacifist marches, and campaigned for social
reform. He also fought for religious tolerance and for an end to discrimination
against the so-called untouchable caste. Today, his policy of non-violence has
become a worldwide model of political protest. §1

Ghandi did not live to see the independence of his country in 1947. In 1946,
he was assassinated by a Hindu nationalist in the violence that followed the
partition of British India and Pakistan. Gandi: A Story of a Life tells a story of
heroism and integrity in a style easily accessible to both the ordinary and the
learned reader. Highly recommended. §2

@ What type of book is advertised in the blurb above? Circle the right item A,
B, C, or D. Justify your choice.

A. A history book B. A biography C. A short story D. An autobiography

® Fill in the blanks below with information from the blurb.

Title of the book: .
Author: 4
Four main events:
Setting: (Time and place):
Your reaction to the blurb: Would you like to buy the book or not? Why?

@ Find in the text the words that are closest in meaning to the following:

A. starts = §1 B.movingto = §1 C.racism= §1
D. division = §2 E.courage=__'§2 F.comprehensible = §2
Grammar

@ Put the verbs between brackets into the past simple or past continuous to
get a grammatically correct news story.
Yesterday morning at 6.30, there (to be) an accident between a bicycle and a
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CHECK YOUR PROGRESS [

®Read the results of the survey on sugar production below and do the tasks that
follow.

This graph shows sugar production by a South American country from 1990 up
to this year. During this period, production has fluctuated considerably. The total
production was 100,000 tonnes in 1990. In 1995, production increased steadily
and reached a total of 150,000 tonnes. A big storm hit the country in 1996 and
destroyed a lot of sugar cane. Consequently, sugar production fell sharply that
year to 120,000 tonnes. The following year production went up again, and by
the year 2000 it reached 180,000 tonnes. However, in 2001 the price of sugar
went down sharply at the major world markets because of overproduction. This
surplus of production obliged many countries in the regwn to destroy a lot of
sugar cane. Production fell to just under 100,000 tonnes in 2001 and remained at
that level for the next two years. For the last two years, however, production has
kept increasing, reaching the total of 200,000 tonnes at the present moment.

@ Find in the text words with the same meaning as the following:

A.Move up and down= B. Increase= |

C. Fall= D. Surplus of production=
@ Read the text above and draw a curve on the graph below to illustrate the
fluctuations of sugar production.

UNIT 3

Sugar production in a South American Country

100.000

Sugar production (tonnes)

50.

Grammar
Year 1990 1995 2000 2005
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UNIT 4

- science to solve practical problems. Their

| CHECK YOUR PROGRESS

@ Look at the picture and guess who the man in the picture is.
A.Thales B.Ptolemy C.Pythagoras

Astronomy is perhaps the oldest recorded
science. It is the science of celestial bodies:
the Sun, the Moon, the planets, the stars,
galaxies and other objects in our universe.
It studies their positions, motions, distances,
physical conditions, their origins and
evolution. The heavenly bodies have always
stirred the imagination of men. There have
always been numerous accounts of fanciful
trips to other worlds. Man has also observed
the planets for purely practical reasons. The
ancient Egyptians were the first to use this

naked-eye observation of the Sun and the
Moon allowed them to establish a calendar as
early as 4236 BC. This made it possible for
them to plan ahead for the sowing, growing and harvesting of crops and for various
other activities as well. §1

The first true astronomers were the Greeks. They assumed that the Earth was
spherical in shape and attempted to measure its size. The ancient Greek astronomers
included Thales and Pythagoras. Ptolemy of Alexandia summarised the findings
of these scientists. He maintained the theory that the Earth was the centre of the
universe, with the Sun. the Moon and other stars turning around it. Many Greek
philosophers did not agree with him. Ptolemy died about AD 180 and little progress
was made for centuries. §2

@ Read the text above and check your answer to task 1 above. Then give a title to
the text.

@) Read the text again and answer the questions below.
A. What stirred the imagination of man?
B. Why did the ancient Egyptians observe the celestial bodies?
C. Which theory did Ptolemy maintain?
D. Did all Greek philosophers agree with him?
€3 Read the text again and do exercises A and B below.

A. Circle the link word that suits best as a transition from paragraph 1 to
paragraph 2. Justify your answer.
a. In addition b. However ¢. As a result d. Besides
B. Join the underlined sentences in paragraph 2 with link words ‘though’,
‘although’, ‘but’, ‘however’ or ‘yet’. Make the necessary changes. .
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BN CHECK YOUR PROGRESS -

UNIT 5

@ Complete the pie chart that follows with information from the text. Give a
title to your pie chart.

The Worldwide Energy Pie
According to 1996 statistics, the world’s energy resources come mostly
from oil (31%), coal (26%) and natural gas (19%). Renewable energy supplies
about 20% of the world’s energy needs, with hydroelectricity supplying 6%
of the world’s needs and traditional biofuels (firewood, crop wastes and dung)
supplying 12%. A small proportion ie., 2% is derived new renewables like the
burning of waste and the conversion of crops such as sugar into alcohol fuel. §1

The derivation of world’s energy resources from solar, wave, tidal and
geothermal resources is still limited. This is because renewable energy depends
on developing expensive machines for capturing and converting these resources
into energy. In addition, renewable energy is not always available when we need
it. Rivers can dry and the wind does not always blow. §2

Itis clear that, in the future, demand for energy will be higher than at present,
because of population growth and increased industrialisation. Furthermore, the
price of energy should be reasonable so as not to restrict economic growth,
especially in developing countries which have not got a lot of money. §3

Title:

® Find in the text words whose definitions are as follows:
A. electricity derived from water= §1 B. related to the Sun= §2
C. which may be obtained=___§2 D. not very high and not very low= §3

-
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Appendix Il
Questionnaire

Dear teachers,

This questionnaire is part of our researchkwehich investigates the implementation

of the assessment of analytical thinking in theliegk At the Crossroadthat you are

using or have already used. The information yowideis a very useful contribution to
the research. This questionnaire will only be uedhe purpose of a research degree in
the Department of English at MMUTO. Accordingly,wyare kindly requested to answer
the questions by crossing the appropriate box ¢(xpy writing full statements when

necessary. All your answers will be kept confidainti

Thank you for your collaboration!

+ Section One: Background Information

1. How long have you been teaching English in the Béany School?

Less than 5 years |:| Between 5 and 10 yeal:|
Moteah 10 yearsi:|

2. Have you ever received any professional trainingnglish language teaching?

Yes [ ] No [ ]
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% Section Two: Teachers’ Attitudes towards AnalyticalThinking.

1. According to you, what is analytical thinking?

2. Do you think that analytical thinking is :

Important[ | Very importal | Notimportar] |

3. Do you think that pupils should be taught how ¢ogood analysts?

Yes, certainly [ ] No, not necessari[ ]

4. In your opinion, what kind of practice stimulatagops’ analytical thinking

a- Recognize and recall ]

b- Differentiate, organize, and attribute] |
c- Generate, plan, and producg |
d- Others [ ] , please specify .......ccueeeeiiiiiiiiiiiiiinnn

«» Section Three: Teachers’ Attitudes towards the Asssment Parts of the

Textbook At the Crossroads

1. Do you use the textbook assessment parts to deajwar students learning
progress?
Yes [ NC ]

2. How often do you rely on these assessment parts?

Always [ ] ofte | Sometil_|
Rarelf | Neve| |
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. The assessment parts of the textbook evaluate rdgidegher-order thinking

skills.

Agree |:| Strongly agre4:|
Disagred | Strongly disagrd] |

. The activities of the assessment section ‘Check Poogress’ are:

a- Reproductive (remembering, understanding, applyil ]

b- Productive (analyzing, evaluating, creating] |

c- Both [ |

. How appropriate are these activities for assedsegers’ analytical thinking?

Appropriate: Less appropri1:| Not appropria1:|

Do you find obstacles while using the textbookeasment parts to evaluate

pupils’ analytical thinking abilities?

Yes [ ] No[ ]

If yes, please specify the obs®cle..........ooo i

. What do you suggest in order to improve the textlessessment parts?
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