THE FOUNDING AND RECASTING OF FRENCH AS A DISCIPLINE

The twenty-second volume of Yale French Studies whose publication (1958) we are hereby commemorating gave an idealized vision of the literary education that then prevailed in France. Such a vision is still widely shared by all those who nostalgically recall that same education, which was in effect until around 1970, and which is today an endangered species. For the past forty years, the history of education and the history of academic disciplines have no doubt encouraged scholars to revisit the origins, the goals or the transformations of the model upon which that education was based. 1 They have revealed its difficult birth, the obstacles it has come up against, and the causes of its recent decline, 2 thereby helping to illuminate the numerous debates about its value or its 1 See in particular D.

effectiveness, as well as about its formalism or its elitism. 3 But nostalgia does not adapt well to history; the objects of its predilection most often appear frozen in the certainty of an immutable, hence intangible tradition.

In "Rhétorique et enseignement," an article from 1966, Gérard Genette tried to measure the difference that at that time separated the teaching of literature from what had been the teaching of rhetoric a century earlier. Deploring that our culture took only a modest interest in the history of teaching methods and the content of courses, he began by noting:

[o]ne need only consider the naïve way in which every plan for reform inflames public opinion in order to conclude that, in public consciousness, it is always a matter of the educational reform, as if it were a question of "reforming" once and for all an education as old as time but tainted with a few "defects" that it would suffice to correct in order to give it the timeless and definitive perfection which is its rightful due: as if it were not part of the nature and the norm of education to be in a state of perpetual reform. The implicit common assumption is that education is a selfevident practice, a pure organ of the transmission of knowledge, free of any ideological meaning, about which there is nothing more to say than there is to see in a perfectly transparent window. 4 And, after having compared this "taboo of silence" with the one that weighs upon language when one considers it as a "neutral, passive vehicle, without any influence on the 'ideas' it transmits," Genette concludes: "here, in the same way, it is the institutionality, that is, the historicity of education that our culture does not know how to or does not wish to come to terms with" (24).

From a distance of forty years, when we hear the uproar regarding the most recent reform of literary curricula in France (1997-2000), there would not be much to correct in this analysis. Whether one refers to, among so many other writings, the series of petitions, letters, and articles which appeared in Le Monde in 20005 (it is literature itself or the literary theme paper [la dissertation] "that is being destroyed!"), to the day-to-day activities of the Sauver-les-Lettres collective (www.sauv.net), or to a recent issue of Le Débat (May-August 2005, referred to elsewhere in this issue, e.g. Todorov, Chiss, Albertini), what is striking in contrast is the silence about history, the absence-or near absence6 -of any historical perspective, when it is a matter of defending literature taught sub specie aeternitatis. As if-by forgetting or by preferring to ignore that this education, threatened with extinction, is not "as old as time," that it was born between 1880 and 1900, precisely by succeeding the teaching of rhetoric-as if one could keep others, or keep oneself from conjuring up, any kind of innovation-or at least as if one could accept, under the guise of "reform," only cosmetic adjustments.

Genette's remarks retain all of their relevance, subject, however, to one correction and one reservation. On the one hand, since the publication of "Rhétorique et enseignement," the history of the teaching of literature in France has been enriched with new developments. From around 1985, we have witnessed marked changes in the institutional practices of secondary and primary schools, changes that were at first sporadic and without apparent connection, but which have been brought into widespread use across the curriculum over the past ten years or so, and have ultimately been codified and grouped under the banner of the "recasting of French"7 -changes which curricular reform did not produce, but generally ratified. On the assumption that these new practices, which pertain to a neo-rhetorical conception of education, contribute to a "recasting" of French, they throw us back to what had been, at the end of the nineteenth and beginning of the twentieth centuries, the first "founding" of French-if we are willing to include under this rubric the cultural mutation at the conclusion of which French, the subject which associates the study of the language with that of literature (the littéralangue), became institutionalized as an autonomous discipline by separating itself from both classical humanities and from rhetoric.8 As for the reservation, it pertains to what must be understood by the term rhetoric. For Genette, it was primarily a rhetoric of figures, of scholarly origin.9 Now, school rhetoric, different from both the rhetoric inherited from Antiquity, directly linked to oratorical techniques, and from the poetics of tropes, is essentially a system of endogenous exercises. That does not mean that, in one way or another, education has not been able to adopt, among the procedures or notions of scholarly rhetoric, those which were teachable, transposable to a particular school setting. But for the most part, an academic discipline is a system sui generis, whose forms and ends are first and foremost the product of teaching and teaching alone.

It is these forms and ends that we will first of all try to describe before indicating in what way the recent "recasting" of French seems to us to be an attempt to restore rhetoric.

School Rhetoric until 1880-1900

The dominant trait of the teaching of rhetoric in effect until the end of the nineteenth century, the aim common to markedly different practices, was both the crafting and the transformation of texts. Directly inherited from the pedagogy of the Classical Age, principally that of the Jesuits, rhetorical exercises did not aim to enable the student to show, by means of a literary commentary or a grammatical analysis, that he has appreciated and has understood the excerpt from a literary work or the ordinary statement submitted for his scrutiny. They aimed first of all to allow him to place himself, all other things being equal, in the position of writing, after the manner of and in imitation of writers.

That does not mean, of course, that the works were abstracted from reading as such. But reading (or translation, since it was a matter of Greek and Latin authors) is above all the occasion for internalizing writing processes so as to apply them in the exercise. Therein lies the principal difference with the teaching of letters as it prevailed later on. The explication de texte, the king of school exercises in the teaching of literature in the first half of the twentieth century, 10 calls upon exogenous knowledge: the history of literature or historical linguistics in the earlier stages-to which were added, as the century progressed, narratology, poetics, textual linguistics, theories of argumentation, genetic criticism, and so on. The explication consists of constructing a gloss, a metadiscourse, which aims to make texts intelligible-in short, a hermeneutic stance. In the rhetorical exercise, by contrast, knowledge about texts (precepts of composition, classical rules more than literary history) remained implicit and was only marshaled in view of the production of writing. And this production in turn constituted first of all a transformation.

The classic example of a rhetorical exercise is represented by narrative and by discourse, practiced in French as well as in Latin. In both cases, it was a matter of "amplifying" the texts (amplificatio). The exercise did not present itself, as do our modern subjects for the dissertation, as a problem to be solved, but as a "matter" (matière) to be enriched. This argument, that is, the point of departure for the exercise, was the synopsis of a story (within the narrative) or of an oratorical passage (within the discourse), a narrative or argumentative skeleton to which the student must give flesh, and which he must fill out by degrees, using all the means of the literary art which he had internalized, and whose lacunae and stylistic failings he would rectify by rewriting it in order to transform it into a text of literary craftsmanship.

In the case of discourse, the amplification required recourse to the commonplaces of humanist culture, most frequently relegated to collections of selected excerpts. In the case of narrative, one had to call upon historical knowledge, most often anecdotal but exemplary ("admirable traits") inserting into the initial material dialogues, portraits, and descriptions-a kind of fill-in-the-blank exercise. The inclusion of numerous oratorical, historical, or philosophical works in the curricula of literature classes up until 1880 or the use of specialized anthologies (the Narrationes 11 and the Conciones) can be explained in large measure by the need to furnish the student with examples that he could imitate in his discourses and narratives. 12 10 It is worth recalling here in what terms the great historian Lucien Febvre evoked the importance of the explication of texts in the intellectual training of a French student in the first half of the twentieth century: "in the domain of modern studies, young men intellectually shaped by a culture based solely on texts, on explications of texts, passed, without any interruption in their habits, from the academic lycées, where their habits as readers of texts had placed them alone, to the École normale, to the Sorbonne, to Universities, where the same work of textual studies, of explications of texts were given to them" ("De 1892 à 1933. Examen de conscience d'une histoire et d'un historien," Leçon inaugurale au Collège de France [1933], in L. Febvre, Combats pour l'histoire, 2 nd ed., [Paris: A. Colin,1995 (1953)]: 5-6). 11 One of the French manuals of narrative most frequently republished in the nineteenth century is that of Filon (A. Filon, Nouvelles narrations françaises avec les arguments [Paris: Hachette, 1827]). 12 The French author who appears most often in the curricular programs of French in the upper grades of the lycée during the entire nineteenth century is Bossuet, especially for his sermons and his eulogies. As for "history," again in the upper grades, and notably in terms of modern history, it is represented most frequently by two works by Voltaire: The Histoire de Charles XII and Le Siècle de Louis XIV. As for the lower grades, until the end of the Second Empire, their curriculum envisioned tackling Les Moeurs des Israëlites et des Chrétiens (1681) by l'Abbé Fleury or the Histoire des révolutions de Suède et de Portugal (1689-1695) by l'Abbé Vertot.

Here, by way of example, is the beginning of a narrative by Flaubert, at the time a student in the quatrième (eighth grade) at the Collège Royal de Rouen (1835):

Subject: Frederick gives to one of his courtiers a box in which there is the portrait of a donkey's head. Chevrin replaces it with that of the King and passes it around at the table (…). Narrative: Has your grandfather ever spoken to you of Frederick, King of Prussia? He was a tall man, gaunt and hunched over, with powdered hair, and he always leaned on a long rattan cane (…). One day, he called Chevrin, and gave him a small box, saying to him affectionately: "Chevrin, I have always known you to be a faithful friend, here is a token of my gratitude (…) " (G. Flaubert, Narrations et discours, Bibliothèque Nationale de France, N.A.F., Mss. 14137).

Aside from the amplifying exercises of narrative and discourse, however, almost all the academic exercises practiced at that time, from the elementary classes and the grammar classes in the lycée to the classes in Belles-Lettres (troisième, seconde, rhétorique and philosophie), whether in French or in Latin, followed the same disciplinary paradigm. 13 What distinguishes them in this regard relates only to the type of transformation required. The vers latins consisted of converting into verse a subject in prose-Latin prose and poetry being envisaged as two distinct languages, each one obeying its own syntax: soluta oratio vs. stricta oratio. The analyse littéraire amounted to summarizing a work or a chapter, the expected contraction constituting merely the inverse of an amplification. The grammatical exercises given to young students derived from the same methodological basis. Thus, in the cacographies and the cacologies, the source material was previously riddled with errors by the teacher (or by the author of the manual): spelling mistakes in the case of cacographies; syntactical errors in that of cacologies. 14 It became the student's responsibility to rectify them. In summary: to amplify, contract, transpose, rectify; in short: to re-write. Those were the typical exercises, and they required "making" or taking action, and therefore necessitated hardly any gloss.

Translate and imitate

We have shown that there are two principal characteristics by which the rhetorical exercise distinguishes itself from the later literary exercise.

Its first dominant characteristic is that it was conceived as an intralingual or an interlingual translation, a conversio, in other words, a re-writing-the argumenta convertenda which have already been mentioned in Jesuit pedagogy necessarily being understood as much as statements or as texts to translate (in the modern sense of the word), as they were texts to which the student was to give a different "turn" (or to "turn 13 Greek alone escapes from this system. The teaching of Greek included neither narrative, nor discourse, nor verse; only thème and version translations, and the explication of authors. By "explication," as with Latin, what is meant here is an oral translation ex tempore, interspersed with grammatical and literary commentaries (similar to the praelectio codified in the Ratio studiorum of the Jesuits). 14 Among the most widely used of the manuals of cacographies and cacologies: J.E. again"-"retourner," in the case of verse turned "back" into prose), within the same language.

The second characteristic is that the rhetorical exercise remained intimately linked with classical literary doctrine, to the point that in the nineteenth century, the two primary meanings of the word "classique" (the author who becomes the authority-the classicus scriptor-and "that which is for use in classes") came to be one and the same. It was because classical literature, in each of the three classical languages, i.e. those of the Classical Centuries (the centuries of Pericles, of Augustus, and of Louis XIV), was the only one worthy of being taught, and that the rules of composition, the model of language to be imitated in French, Latin, and Greek exercises all derived from Classicism, that the only secondary education worthy of the name was called classical. The discipline of French developed so slowly only because one has always and everywhere affirmed, as a kind of postulate, that it "is very difficult, if not impossible, to teach French without any other instrument than French itself." 15 Until the end of the nineteenth century, the culture of secondary education ("du second degré"), remained a culture of the second degree ("à la puissance deux") 16 entirely subordinated to the shift in perspective, to the decentering required by the literature, language, and civilization of antiquity, especially Latin, and to the contrastive value of Greek and Latin grammar. And when it was a matter of studying in class a text or a sample of the French language or of Greek, the key question which unflaggingly returned was: quatenus a latina differt? Now, rhetoric was indissociable from this aspect of school classicism, not only because rhetorical techniques represent a legacy from Antiquity, but because the classical aesthetic doctrine presupposes, on the one hand, that imitation is within the purview of literary creation, and on the other hand, that writing is a craft that can be learned, an ars in the ancient meaning of the word. So if writing ("composer"-the generic term) can be learned by following rules, there is, between the savoir-faire of the author and that of the student, only a difference of degree, not of nature.

When, starting in 1880, the discipline of French was progressively constituted in an autonomous manner, it required a redefinition of Classicism, that is to say, of the type of literature acceptable for school, especially with respect to French literature. This redefinition was accomplished, paradoxically, both by expansion and by restriction: the progressive expansion of what was teachable to include literary genres excluded up until then 17 as well as periods situated on either side of the hard classical core of the second half of the seventeenth century; 18 but concurrently, the restriction or retreat of the corpus Lamirault, 1885-1901, vol. 15) : 1109. 17 The novel is the last major genre to succeed in entering the lycée curricula, but not until 1902. 18 From 1870 on, the corpus is slowly broadened, in concentric circles, first to the early eighteenth century and the early seventeenth century, then to the sixteenth century and later the eighteenth, finally to the Middle Ages and the nineteenth century. Of all these inclusions, the integration of medieval literature into the corpus of works in the school curriculum is undoubtedly that which has assumed the greatest importance, not only because it is the only one which could truly be qualified as "national," but also because that literature is at once Other and the Same. The Same: there is a continuity on the linguistic and even the literary level between the Middle Ages and the Renaissance-such, at least, is the thesis that has been thenceforth defended in certain histories of literature (cf. L. Petit de Julleville, Histoire de la langue et into the sphere of the "purely literary," which is also the purely scriptural. 19 This retreat was not unique to the school setting. We know that it similarly affected "literature" in general, and corresponded to an internal division within the literary field, whose lines were progressively drawn throughout the nineteenth century. Appearing towards the end of the preceding century, such a division was made possible due to the rise of Romanticism and to the "consecration of the writer" 20 , that occurred once the vast, indistinct domain of "Belles-lettres," of "the works of the mind," had been split apart, that is, once the work of literary creation had ceased to be considered of the same nature as a doctrinal, moral, or philosophical work, as a critical essay, or as public discourse.

Explicated Reading

The change from rhetorical exercises to "hermeneutic" exercises took nearly sixty years to effect. The cacographies and cacologies were the first to give way, suddenly, around 1840. They were replaced with the spelling dictation paired with questions of logical and grammatical analysis. Around 1870-1875, the exercise of vers latins disappeared, at first in the lycées, later in the facultés des lettres. These were replaced by exercises of metric and prosodic analysis. Then it was the turn of the discours français, eliminated from the baccalaureate exam in 1880, and ten years later from higher education. The critical French composition, which we now know as the dissertation littéraire replaced it and still remains with us.

As for the explicated reading, so strongly linked to the new hermeneutic paradigm, its institutionalization was slow and laborious. It underwent a first stage in 1840, with the inclusion by Victor Cousin on the baccalaureate program of a list of French authors to be explicated. 21 But without a tradition or a proven technique behind it, it remained a dead letter. It was only around 1900 when, codified by Lanson and Brunot, it finally became truly institutionalized. For a long time, the teachers responsible for teaching it simply did not grasp the implications of this kind of explication, which required neither translation from one language to another, nor transformation within thesame language. Testimonies to this effect are numerous and concordant. Teachers did not understand the meaning of this kind of exercise, 22 and only the practice of Greek and Latin authors was acknowledged to train the mind: de la littérature française , [Nedeln/Lichtenstein: Klaus reprint, 1975 [1896-1900], vol. 1: viii]). Other: the contrastive comparison between Old French and classical or modern French presents pedagogical advantages similar to the study of Latin. Finally, the Middle Ages enable the appropriation for school of a new linguistic knowledge-that of Romance philology, in full development at the time. See Savatovsky, 2004, op. cit. 19 The corpus is progressively "disencumbered", according to the expression of F. Brunetière (Manuel de littérature française [Paris: Hachette, 1898: vi]) of all the works which constituted the foundation of the former study of rhetoric. 20 See Bénichou, Le sacre de l 'écrivain, 1750-1830. Essai sur l'avènement d'un pouvoir spirituel laïque dans la France moderne (Paris, José Corti, 1973). 21 In the same year, Cousin introduced as the first written form exercise in the baccalaureate exam a translation from latin ('version latine') he conceived as "une page de français dans laquelle on peut reconnaître si le candidat sait écrire sa langue avec (…) clarté, (…) pureté et (…) élégance." 22 "The explication of French has not yet really entered our classical education: on this score we have neither traditions nor models, and since it is a question of our native language, one believes that there is nothing to say" (Inspector General Lemaire, report on the Agrégation des Lettres [1868], Archives nationales de France, AJ 16 379). And still twenty-two years later: "Many people are convinced that an Whoever reads a page of Pascal or Bossuet without pausing (…) can only get the gist of it, which is to say only half. "Thème" and "version" translations oblige the reader to weigh each word, to make its full meaning explicit, to seek out its equivalent; one must, moreover, bring out all of the connections between ideas, between words, guess the hidden meaning of the text; finally, one must transpose the whole, from one language into a different one, like a musician transposes a song. The final result is that one has remade for oneself the work of the thinker or writer; one has rethought his thought and revived the living form which he had transformed into his instrument. (…) The cursory reading of works written in one's native language resembles a walk through a museum; the translation of a language into another resembles copying a painting: the former creates amateurs, the latter trains artists.

23

In fact, although included in curricular programs, the explication in French (or explicated reading) was not practiced in the lycées. From 1880 on, the gradual disappearance of rhetorical exercises, the pedagogical reformism advocated by the Education Minister Ferry, the general context of the Frenchification of education, 24 doubtless lead to the inclusion of a greater number of French literary texts in the curriculum. But the techniques of study still lagged behind. For want of knowing how to explicate a French text, students would therefore be asked to read it aloud, in an expressive manner. The reading out loud, such as the art of reading defines it, 25 instituted between the private space of reading and the space of public speaking of classical rhetoric an intermediary space, semi-private and semi-public, in which silent reading was described as a subvocalization. Thus the usage, as oratory, of a text read or recited in class harks back to the institutional circumstances of the political arena or the tribunal, but without going beyond the stage of elocutio; the final stage of classical rhetoric, actio, was never attained. A putting into action, an actualization of the text (relating thereby to the classical model of the exercise), but also an explication in some sense 26 -an explicating reading for lack of and in anticipation of an explicated readingreading out loud is the perfect example of a transitional exercise. educated Frenchman would not be capable of a misinterpretation when explicating a French author. Experience shows us that one can be completely mistaken about the meaning of a passage from Pascal or a line of La Fontaine" (L. Petit de Julleville, report on the Agrégation des Lettres [1890], Revue de l 'Enseignement Secondaire et Supérieur, 15 [1891]: 197). 23 Alfred Fouillée, L'Enseignement au point de vue national (Paris: Hachette, 1891), 135-136 Alfred Fouillée (1838-1912), a philosopher and a specialist of Nietzsche, was a defender of classical humanities in the school. 24 The Third Republic adopts for its own uses the politics of the language of the French Revolution. But it is especially in primary education (public and free of Latin) that this policy of Frenchification will produce its main effects, resulting in the eradication of patois. 25 E. Legouvé, L'Art de la lecture, nouvelle édition revue et augmentée de deux chapitres à l'usage de l'enseignement secondaire (Paris: Hetzel 1879 [1877]). This manual will remain for twenty years an obligatory reference. 26 "Is it therefore necessary to recall yet again what has been masterfully demonstrated, that a reading done well is already the most scholarly, the most ingenious, even the most profound kind of commentary? …? that a given accent, a given nuance of tone, a given slowing, or a given pause are so many indications, so many revelations about the thought of an author, or about the feelings he wishes to express? …? that one can simply, without exerting one's voice, without any of the artifices borrowed from the pulpit or the theater, by a whole series of discreet, and as if attenuated, intonations, translate the most subtle intentions, the most delicate emotions?" (Inspector General E. Manuel, "Rapport sur l'Agrégation des Jeunes Filles," Revue de l'Enseignement Secondaire et Supérieur, July 1885-January 1886: 466).

The Neo-rhetoric of the School After sixty years of nearly unchallenged dominance by the oral explication of texts and the written "dissertation" in the system of school exercises in French, we see in the 1980s the reappearance on the program of the baccalaureate, under the name "résumédiscussion," of an exercise that closely resembles classical analyse littéraire. Initially reserved for the technical and professional sections, the "résumé-discussion" was introduced into the general sections of lycées and practiced until 1994-at which date it was replaced by the exercise called "écriture argumentative," which consists of expanding or amplifying an "argumentative text" on which the student will have already performed a "methodical" (or "analytical") reading, by responding to a set of graduated questions. In 2001, this exercise was replaced in turn by the "écriture d'invention" (in reality, it is the generalized form of the "écriture argumentative" applied to any type of text), which has since been proposed as a subject on the French baccalaureate exam, next to the traditional exercises of the dissertation littéraire and the commentaire composé (an explication de texte in written form). All of these practices which, under the guise of exercises of writing or of inventiveness, recall the crafting/transformation of texts that prevailed long ago in the teaching of rhetoric, accompanied important changes in the curricula of literature classes. Among these changes, we can summarize those that best illustrate the return of rhetoric such as we have defined it:

1. The attention given to the material and social conditions of literary activity. With respect to material conditions, school manuals now offer the study of writers' drafts. The interest shown in the itinerary as much as in the destination, in the process of writing as much as in the result, does not only speak to an attempt to make the scholarly research of genetic criticism teachable. The goal is also to enable the student to imagine his or her own inventio as a gradual process, as a progression to be mastered according to rules, as an art of "composition," the development (and not solely the product) of which it is possible to imitate; one does so by granting status and importance to his or her own drafts, so as to return to them and rework them. The student is thus assumed to be able to objectify his or her practice of writing for the purpose of perfecting it by degrees; he or she will therefore be furnished with "grids of rereading" ("grilles de relecture") and of rewriting. By seeking to demystify in some way the figures of the "great writer" as demiurge and of the "great work," such as the teaching of literature had consecrated them, by showing the labor (the cross-outs, the corrections, the mistakes) behind the inspired creation, the study of writers' drafts, dissecting and de-articulating the work by presenting it in a much more fragmentary form than the anthologies of yesteryear, exposes another facet of the sacred canon: texts offered literally in sacrifice;

2. The introduction within the heart of the official list of works studied in literature classes of a greater number of texts representing the "literature of ideas," or texts on topical issues and of "spoken" literature in addition to theater, which was the only literature of this type truly present until now. Manifestos, prefaces, newspaper articles (most often by literary writers), essays, and speeches, provide the opportunity to admit a new category into manuals and anthologies: "argumentative texts." Their inclusion entails a reorganization of the taxonomy of genres and types of texts considered up until now. Among other writings-polemical, political, or philosophical-this new category brings together writings that reflect the conditions of the development or of the reception of literature within the very core of the literature curriculum. The study and the crafting of the argumentative text-one which has a civic or moral purpose and not just an aesthetic one, and which is assumed to allow the student to inscribe, thanks to the practice of inventiveness, the expression of his own thought within the outline of an author's text by amplifying it, expanding it, or responding to it, to allow him to learn to convince and to persuade-all these techniques aim to rehabilitate the ethos of classical rhetoric. Argumentative texts expand anew the frontiers of teachable literature which had been more or less limited one hundred years ago to a certain number of key genres: poetry, theater, novel. They reactivate in this respect a belletristic conception of the "works of the mind";

3. A concept of literary writing as conversio, or incessant rewriting. Hence the importance accorded in curricula and in textbooks to the scholarly theme of intertextuality (as defined by Kristeva and Genette) and, among the exercises assigned to students, the importance attributed to pastiche and to parody. We are dealing here, in a way, with a return to classical doctrine: the school exercise is an exercise of imitation because all of literature is imitation, repetition, response, and renewal. But the specularity thus postulated, rather than reflecting the images of three classical literatures, institutions, and civilizations-the Greek, the Latin, and the French-as in the teaching of rhetoric of old, prevails henceforth almost entirely within the boundaries of French and extends throughout its history;

4. Finally, a redefinition of littéralangue. For the time-worn division between grammar, appropriate for elementary classes, and literature, appropriate for higher levels, another system is substituted, in which the two pedagogical categories are undertaken simultaneously at all levels. The appeal to the grammar of the text, which joins together with sentence-level grammar and with notions derived from the theories of speech acts, has as a goal to provide the student with the instruments to analyze the coherence and the organization of texts, in order to know-as a second step-how to better organize his/her own texts. Often denounced for its scientism, for the "barbaric" terminology it borrows from scholarly linguistics, this adaptation of notions of the grammar of texts and of discourse is inscribed within a larger context: the knowledge of the typology of texts, organized in a canonical and somewhat rigid manner into narrative, explanatory, argumentative texts, etc.; the analysis of the "forms of discourse" that characterize the different types of texts is supposed to contribute to the "mastery of language" in all school subjects, and not only in French class. Based on pedagogical research conducted on the "linguistic practices" in schools, on the language of schoolwork, beyond the language-as-object studied in grammar classes and beyond the language of authors in literature classes, the promoters of this conception intend to rediscover in some way the organic unity of the old rhetorical pedagogy, with scientific disciplines and "literary" disciplines commingled in that indistinct whole of the Humanities. Whether or not they have succeeded is another question.
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