People’s Democratic Republic of Algeria
Ministry of Higher Education and Scientific research

University of Ghardaia

Faculty of Letters and Languages
Department of English Language
Submittedto University of Ghardaia for Obtaining the Master’s Degree in
Didactics

Assessingthe Impact of Competency-Based Approach on

Integrating Literacy Skills
Casedf: Fifth Year Primary School pupils at Abdelhamid

Ibn Badis primary school-Ghardaia

Submitted by: Supervised by:

El-Batoul BELALMI Dr. Tareck GHODBANE

Board of examiners

1. Dr. Mohamed BENGHEZALA  President University of Ghardaia
2. Dr. Ther MEKLA Examiner University of Ghardaia
3. Dr. Tarek GHODBANE Supervisor University of Ghardaia

Academic Year: 2025 — 2026




Dedication

I dedicate this modest work,
To my father’s soul, Rachid Belalmi, may Allah grant him mercy

to my mother, my husband Kouidri Ammar, my daughters Ghania and Fatima
for their help, support, and encouragement.

To my sons Mohammed Amine, Yacine and Moheiddine.

To all my sisters and brothers and to all my family members.



Acknowledgements

I have to express my sincere gratitude to Allah. Without the help of the Almighty
Allah, this dissertation would not have been accomplished.

I would like to express my grateful debt to my supervisor, Mr. Tarek
Ghodhabane, for his wise guidance and significant support throughout the
different stages of this project. Without his help and patience, this work
wouldn’t have been carried out.

I would like to extend my thanks to my colleagues, trainee teachers of English,
for their participation to perform this work, among them Ms. Meriem Labed for
her collaboration.

A special thank also goes to my learners at Abdelhamid Iben Badis primary
school through their performance that enabled me to complete my work.



Abstract

This study investigates the cognitive and pedagogical integration of reading and writing skills
within the primary education sector, specifically exploring how deep reading comprehension
functions as a primary catalyst for enhancing learners' written production. Structurally framed
within the Competency-Based Approach (CBA), the research examines the transition from
fragmented skill teaching toward a holistic, integrated instructional model. The theoretical
framework draws upon Louise Rosenblatt’s transactional theory, Jay Samuels’ automaticity
model, and Scardamalia’s knowledge-telling model to explain how receptive language skills
inform productive capabilities. Utilizing a descriptive-analytical methodology, the empirical
phase involved a meticulous textual analysis of primary school pupils' written productions.
Contrary to common assumptions regarding high error density, the results revealed highly
positive outcomes, characterized by a significant decrease in linguistic, orthographic, and
organizational error rates. The findings demonstrate that deep text comprehension facilitates
the transition of structural and grammatical rules into cognitive automaticity. By reducing the
lower-level cognitive load, learners were able to efficiently redirect their mental capacity
toward higher-order composition and structural quality. Ultimately, this thesis confirms that
integrating literacy skills within a communicative framework significantly optimizes
instructional efficiency and fosters baseline competencies. Consequently, these findings
underscore the imperative need for pedagogical training and professional development,
ensuring that primary school teachers possess a comprehensive understanding and deep
awareness of the Competency-Based Approach to effectively implement these integrated
literacy practices in the classroom.
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General Introduction



General Introduction

Background of the Study

Teaching English as a Foreign Language (TEFL) in Algerian primary school has been adopted
since the school year 2021/2022 under the Competency-Based approach. By providing an
overview of the annual syllabuses of the third, fourth and the fifth years, we can observe that
the integration of literacy skills was highly prioritized since two sessions are devoted to
integrate literacy skills in each sequence for the third and the fourth year, while in the fifth year,
it extended into four sessions in each sequence. In terms of figures, there are twelve sessions
per year for 3rd and 4th year, ten sessions per year for 5th year. (see appendix 3)

A great debate about the implementation of Competency-Based Approach which is considered
one of the most prominent transformations witnessed by educational systems in recent decades;
however, its implementation still sparks a wide debate among educational actors and
researchers. This debate emerged as a result of field challenges and discrepancy between theory
and practice.

The fifth-year primary school learners are expected to shift ID card information into three or
four sentences. This integration is procedurally manifested in fifth-grade practices. Although
these learners have moved beyond the mechanical stage of letter recognition and formal
mechanics, they have not yet reached deep cognitive processing; rather, their production aligns
with the Knowledge-Telling model proposed by Scardamalia and Bereiter (1987). Here lies the
significance of the strategy of deconstruction and reconstruction using tables. In reading
sessions, learners deconstruct a short text into its core elements and organize them into a table.
To develop this competence, they undergo a phase of "Modeling and Guided Practice"
emphasized in the works of Scaffolding (2002), collaboratively transforming three or four data
tables into a paragraph. Finally, in the independent situation, learners reverse this process by
individually reconstructing a given data table into a coherent paragraph that mirrors the trained
models. This scaffolded progression serves as the transitional bridge for integrating reading and
writing, systematically building written competence in alignment with the learners' cognitive
capacities."

Statement of the purpose

The purpose of this research is to assess the impact of CBA on the integration of literacy skills
in primary schools.

Caseof: fifth-year primary school pupils
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Statement of problem

1. How does a competency-based approach affect integrating literacy skills?
2. What aspect of writing is affected the most

Hypothesis

CBA may contribute to improving Sth-year pupils’ writing performance.

Structure of the Dissertation

This dissertation falls into the following parts: general introduction, three chapters, and general
conclusion.

The general introduction summarizes the framework of the research design, including the
statement of problem, hypothesis, motivation, and methodology.

Part One: The Theoretical Part
The first part is the theoretical part, which contains two chapters:

ChapterOne: Will be devoted to literacy skills, providing their definitions, characteristics,
and types, and describing the connection between them.

ChapterTwo: Is an overview of the CBA (Competency-Based Approach). Defining CBA
and the key concepts related to it, the characteristics, the principles of CBA, teacher's and
learner's role, CBA theories related to CBA, finally the advantages and disadvantages of
CBA.

Part Two: The Practical Part

It includes the last chapter that deals with the methods procedures for data collection. It
describes the instrument used in this study. It also provides data analysis and its interpretation
and discusses it.

Limitations of the Study

Despite the careful design and implementation of this research, several factors were beyond
control: some related to learners and others to teachers.

1. Limitations Related to Learners

1) This study was conducted with a specific group of fifth-year primary school learners in
a limited number of classrooms. Therefore, the findings may not be fully representative
ofall primary learners.

2) Also, the duration of the study was limited to a single semester/term, while developing
literacy skills through CBA is a long-term process. Achieving the aim is at the end of
the academic year, not at the beginning.

3) Inaddition, the time prevented using extra tools like an exit profile interview.
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2. Limitations Related to the Teachers

1) Time limitation: During the training session, the questionnaire was distributed and
explained under significant time pressure. As a result, some trainee teachers were
unable to complete or return the forms, resulting in a lower response rate than initially
anticipated.

2) Furthermore, a significant limitation was the lack of familiarity among some trainee
teachers with terms like "literacy skills" or "linguistic competence" and the relationship
between them. Thus, they couldn't answer related questions.

Another limitation is answering questions related to their learners' weaknesses. However, they
have large numbers of learners, all in all, making it difficult for teachers to track the learners'

progress.

Literature Review

This study is grounded in an integrated cognitive and pedagogical perspective that views
reading and writing as two intertwined processes that cannot be separated; deep reading and
the profound comprehension of meaning serve as the primary catalyst and natural launching
pad for written production. Within this holistic framework, which is substantiated by
cognitive models of language skills integration, the learner implicitly internalizes linguistic
structures and textual schemata during reading, which the mind subsequently retrieves and
deploys during the formulation of ideas. This aligns seamlessly with Louise Rosenblatt’s
(1978) transactional theory of reading, where the reader actively interacts with the text to
construct deep meaning, which later forms the raw material for their own production.
Structurally, this cognitive interconnectedness is operationally mirrored in classroom practices
through the Competency-Based Approach (CBA), which moves beyond the fragmentation of
language skills toward a model based on the integration of skills, where the reading text is
leveraged as a functional tool to solve communicative problem-solving situations that
necessitate meaningful written output. The empirical findings of this study strongly support
this theoretical and pedagogical framework; text analysis of the learners' written production
revealed positive indicators manifested in a significant decrease in linguistic and
organizational error rates. Meticulously interpreted through cognitive processing frameworks,
this empirical success is attributed to Jay Samuels’ (1974) automaticity model, demonstrating
that conscious, guided reading facilitates the transition of structural and orthographic rules to
the stage of automaticity in the mind. Consequently, this reduces the cognitive load expended
on monitoring lower-level errors—as further explained by Scardamalia’s (1987) knowledge-
telling model regarding the management of cognitive strain—allowing learners to direct their
mental energy toward higher-order composition, structural quality, and overall text
refinement, in perfect harmony with the applied pedagogical insights emphasized by
researchers like Penny Ur (1996) regarding the integration of language activities within the
classroom.
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Chapter One: Literacy Skills

1.1 Reading
1.1.2 Definition of Reading

In a Simple View, Reading has been defined as a cognitive process of decoding symbols to
determine the meaning of the text, which means that the text itself is a collection of symbols
(letters) that the reader decodes them through combining letters to a sound, then to get a
meaningful word, sentence, and text.

In the same context, Gough & Tunmer (1986) state that "Reading is the product of decoding
and comprehension." Hoover and Gough (1990) also explain that "Because reading is the
product of decoding and comprehension, it follows that if either is zero, reading itself is zero—
you cannot have reading without both components."

In other words, they considered it as a mathematical process:
Reading = Decoding \times Comprehension (R = D \times C)

It is a multiplicative, not additive process. Perfetti (1985) goes further more to define Reading
in a deeper view. He states that "Reading is a complex cognitive skill that involves the
coordination of many sub-skills from low-level visual process to high-level comprehension."
He focuses that reading is a competency that needs coordination of many sub-skills moving
from low-level visual process to high-level comprehension. This view is close to Scarborough
(2001).

Says that "Skilled reading is the fluent execution and utilization of lexical retrieval and word
recognition processes, interwoven with language comprehension processes." She emphasizes
that reading proficiency is a result of integration between word recognition and lexical retrieval
which interwoven with language comprehension process. She illustrates it according to her"
Reading Rope"

National Reading panel define «Reading as a complex process» where attention, memory,
language and motivation are integrated. (2000, p. 1-1).

For primary school students, reading is most effective when integrated with writing so, it is not
an isolated act where learners read a text about certain topic and then use the vocabulary and
structures they found to produce their own short paragraph. This reinforces literacy as a
cohesive competency.

In this context, Harmer (2007) notes that: "The best way to help student write is to provide them
with models. Reading provides the best possible models for writing, it provides the vocabulary,
the grammar, and the punctuation” (p. 252).

According to Harmer, reading should serve as a springboard for productive skills. Integration
of reading and writing allows students to move from language "input" to creative "output"
through scaffolding, modeling and integration.
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He adds: "writing is not just a separate skill but is often a natural follow up to a reading activity.
When students write based on what they have read, they process the language at a deeper level."
Harmer (2001).

1.1.2.Characteristics of Reading

Reading is recognized as a complex, multi-dimensional cognitive process that extends far
beyond simple decoding.

1.1.2.1 An Interactive Process:

Goodman (1967) described it as a "psycholinguistic guessing game." It involves an interaction
between thought and language " (p.127) where the reader "selects the fewest most productive
cues necessary to produce guesses about the text's meaning.

1.1.2.2 Constructive Process:

As Rumelhart (1980) asserts, "Reading is a constructive process in which the reader uses their
prior knowledge (schemata) and the information in the text to create a meaning" (p. 33). So, the
creation of meaning is based on integration of text information and prior knowledge.

1.1.2.3 Strategic Process:

Paris et al (1983) state that strategic reading involves the "intentional use of scripts and
strategies to guide comprehension and recall" (p. 295). According to him, the reader is not a
passive recipient of information; rather, they are an active manager of the reading process who
uses intentionality to monitor comprehension. They apply deliberate repair strategies to fix any
breakdown in understanding. So strategic process characterized by intentionality and self-
control over one's own understanding.

1.1.24 Fluent Process:

Success in reading depends on it being a fluent process. Samuels (1974) argues that
"automaticity in word recognition" is essential because it allows the reader to focus on meaning.
"Fluent reader... automaticity in word recognition allows the reader to shift limited attention
resources from decoding to high-level comprehension" (p. 50). He argues that since human
attention is limited, readers who struggle with decoding cannot focus on meaning. By achieving
automaticity in word recognition, a fluent reader frees up cognitive energy to focus entirely on
comprehension.

1.1.2.5 Purposeful Process:

Rosenblatt (1978) states "the reader's stance is not a fixed thing, but is dictated by the reader's
purpose in the particular reading situation. The reader may shift from an efferent to an aesthetic
stance or vice versa during the reading of a single text." That means, the primary driver of
reading process is reader's purpose which determines how the reader interacts with text.

1.1.2.6 Evaluative Process:

Grabe & Stoller (2002) assert that "the reader must also evaluate the information being read,
determining whether it is useful, logical, or credible in relation to the reader's goals and prior
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knowledge." They consider the advanced reading requires the reader to be critically judge the
value, logic, and credibility of the text transforming the reader into an active critic of
information received.

1.1.3 Types of Reading

Reading is a flexible process that changes according to our purpose. To handle different texts
effectively, we use four main types of reading: skimming,scanning,intensive,andextensive.

1.1.3.1 Skimming

Is a speed-reading technique used to get a quick overview of the material without reading every
word. Gallet (1981) defines skimming as "quickly running one's eye over a text to get the gist
of it" (p. 4). Scrivener(2011)explains, "Skimming means going through the text very quickly
to get a gist of it" p. 265. Also Brownshared the same definition, he considered skimming as a
speed covering of reading to determine the main idea or its gist (2001, p. ).

1.1.3.2 Scanning

Its purpose is looking for specific information such as dates, names, or numbers. Brown
(2001) considered scanning as a device used by the reader when he/she wants to find a
particular information (p. 308). Also, he adds: "Scanning is a strategy used by all readers to
find specific information (name, date, a static) without reading the entire text" (p. 308).

In the same way, Grellet states: "Scanning is a reading technique used when the reader wanted
to locate a particular piece of information without reading the whole text" (p. 4).

Both Brown and Grellet focus on the purpose of scanning, which is looking for prioritized
information that the learner wants or needs.

Grellet (1981) argues: "Scanning is quickly going through a text to find a particular piece of
information" (p. 4). Here, he focuses on the rapidity and the dynamic nature of the reading
process.

Skimming and scanning are not just reading techniques but essential competencies that allow
learners to navigate informational texts effectively. In this context, Rosenblatt (1994) argues:
"The reader determines the nature of the transaction by the stance he or she adopts."

She classifies them as literal reading. She states: "In efferent reading, the reader's attention is
primarily focused on what will remain as the residue after the reading — the information to be
acquired".

1.1.3.3 Intensive Reading

Intensive reading is a meticulous and highly structured classroom activity, often teacher-led,
that requires students to examine a text in great detail to ensure full comprehension (Harmer,
2007, p. 283). As a strategic cognitive exercise, it is characterized by what Alderson (2000)
describes as a "slow, careful reading" process applied to shorter passages. This deliberate pace
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is essential because it allows the learner to move beyond surface-level decoding toward building

a complete mental representation of the text, a goal emphasized by Urquhart and Weir (1998).

Furthermore, Brown (1989) argues that this approach necessitates a rigorous focus on

"grammatical forms, discourse markers and other surface structure details" to unlock deeper

rhetorical relationships. By engaging in such a microscopic analysis, the reader achieves the

ultimate objective of this strategy: to "absorb all the new information that is presented"
(Macleod, 2013, p. 5). Consequently, intensive reading serves as a critical bridge that enables

learners to transition from mere recognition to a profound, holistic mastery of the text’s core

message.

1.1.3.4 Extensive Reading

Extensive reading is a fundamental approach to language learning that involves reading large
quantities of material and longer texts for general understanding and enjoyment (Richards &
Schmidt, 2002). According to Nuttall (1996), while the ideal way to master a foreign language
is to live among its native speakers, extensive reading serves as the most effective alternative
in a classroom setting, famously stating that "the best way to improve your knowledge of a
foreign language is to go and live among its speakers. The next best way is to read extensively
init" (p. 128). Beyond mere academic acquisition, this technique is recognized as a vital tool
for fostering learner autonomy and motivation. Day and Bamford (1998) argue that such an
approach is the key to developing a "positive attitude" toward the target language, as it
liberates students from the pressure of linguistic perfection. This perspective is further
supported by Krashen (2004), who posits that free voluntary reading is the most effective way
to naturally build vocabulary and complex grammatical mastery through subconscious
acquisition. Therefore, by prioritizing overall meaning over minute grammatical details,
extensive reading allows learners to transition from analyzing the language to truly living
within it.

1.1.4 Reading Strategies

In the context of competency-based approach, reading is viewed as an interactive process of
meaning construction rather than as a passive decoding of symbols. In order to enhance literacy
integration among primary school learners, researchers advocate a three stages framework (pre-
reading, while-reading, post-reading) that incorporates cognitive and meta-cognitive strategies.

1.1.4.1 Pre-reading strategy:

Its purpose is to activate background knowledge and set a purpose. In this context, Nuttall
(1996) states that "the purpose of pre-reading is to help students to bring to the task the right
kind of knowledge and expectations" (p.125). According to Grambe (2009), "pre-reading
activities elicit prior knowledge, provide direction for reading and help motivate students".

(p.221).

This stage activates learners' prior knowledge through schemata and making predictions which
reduces cognitive load and prepares them for textual engagement and making the text
meaningful. During this stage, in addition to schema, other strategies can be used such as realia
box, picture walk, and (Think, Pair, Share).
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1.1.4.2 During-reading Strategy:

This phase involves active engagement with the text to monitor comprehension. Hedge (2000)
states that "while-reading activities are designed to encourage learners to be active as they read
and to help them to the development of autonomous strategies".(P.210). Hedge argues that
while-reading activities transform learners from passive readers to active participants.
Furthermore, she emphasizes that the primary goal of this stage is to help learners develop
autonomous strategies for handling a text.

Grellet (1981) adds another perspective; she defines reading as." an internal cognitive process
of guessing and predicting"(P.7). The learner assesses his prediction that he set in pre-reading
phase and check it, then ask self-questioning as the learner actively interrogates the text to
extract meaning or correct.

1.1.4.3 Post-reading skill:

This stage serves as the bridge to productive skills as writing and speaking. In the same sense,
Harmer (2007) states "post-reading tasks should be used to consolidate what has been read and
to connect with other skills, especially writing and speaking" (p. 267). In the same way, Harmer
adds that "reading should serve as a springboard for productive skills integrating reading and
writing allows students to move from language input to creative output" (Harmer, 2001, p. 250).
This view is also shared by Richards & Renandya (2002): "post-reading activities provide
opportunities for students to reflect on the text and link it to other tasks".

In sum, these three stages embody the competency-based approach by shifting the focus from
rote memorization to meaningful learning. This process ensures that learners are not just passive
recipients but are fully aware of what they are learning and why, helping them to consciously
mobilize their resources in real-life situations.

1.1.5 Assessmentin Reading

Assessment has become a fundamental pillar within the Algerian educational system, focusing
on three integrated dimensions: the learning process, instructional methodologies, and final
outcomes. As an essential component of the educational journey, assessment aims to empower
students by monitoring their ongoing progress and academic achievements.

Assessment tools serve as the instruments for data collection, while the "assessment process"
refers to the strategic decisions made to administer these tools and analyze the resulting data.
This information provides teachers with crucial insights for pedagogical decision-making and
assists school leadership in refining reading curricula. In this context, Hamilton (2009)
emphasizes the intrinsic value of assessment data, noting that using such data systematically to
inquire about student progress is a logical way to monitor continuous improvement and tailor
instruction to individual needs; when teachers possess and utilize data effectively, they can
implement instructional changes that directly enhance student achievement (p. 5).
Furthermore, Grabe (2009)explains that reading assessments are utilized to provide feedback
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on the specific skills, processes, and cognitive resources that constitute reading abilities (p.
353).

He categorizes assessment into several types that serve various educational purposes:
A) Norm-referenced and Criterion-referenced tests.

B) Formative and Summative assessment.

C) Formal and informal (or alternative) assessment.

D) Proficiency, Achievement, Placement, and Diagnostic assessment.

Through these evaluations, educators can perform instructional adjustments aimed at boosting
student performance, such as reprioritizing instructional time, providing targeted support for
students struggling with specific topics, and evolving teaching techniques. Ultimately,
assessment helps determine learners' proficiency levels and their ability to apply what they have
learned while ensuring the delivery of high-quality training.

1.2. Writing
1.2.1Definition

Writing is widely recognized as a productive or output skill, though scholars offer diverse
perspectives on its precise nature. The essence of writing lies in the conventional arrangement
of linguistic symbols, where letters form words and words transition into sentences to create a
unified and coherent whole (Byrne, 1988). This view suggests that writing is a systematic
process of assembling individual components into a meaningful piece of discourse. Similarly,
Rivers (1968) describes writing as the transition of spoken language into a conventional graphic
form, effectively acting as a visual representation of what has been articulated.
Expanding on the structural aspect, Hyland (2003) defines writing as a series of marks on a
page or a screen that are organized according to specific grammatical, syntactical, and semantic
rules (p. 3). It is a complex system of clauses and sentences structured to convey a purposeful
message. Beyond these technical definitions, the writing experience is often described through
vivid metaphors; for instance, the intensity of good writing is compared to the focus required
for swimming under water, while others emphasize the incremental nature of the craft—
building a text one sentence at a time.

In an academic context, writing is viewed as a progressive and cognitive activity. It is a
continuous process where the writer is constantly thinking ahead to the next idea while
simultaneously reviewing and refining previous thoughts. Furthermore, Hedge (2005) notes
that writing serves several pedagogical purposes, as it assists learners in mastering the language
system, tracking their academic progress, and developing self-expression (p. 7). Ultimately,
writing encourages students to reflect on language in a conscious manner, thereby enhancing
their intellectual growth, self-esteem, and overall linguistic confidence.
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1.2.2 Characteristicsof Writing

According to Ur (2012), writing is defined by several key characteristics:
1) Permanent,as it serves as a "permanent record that can be read and re-read at any time"
2) Dense,being "lexically dense" and "packing more information into a smaller space"

3) Asynchronous,meaning there is a "delay between the production and the reception of the
message"

4) Audienceabsence,where'"the writer cannot see the reader’s reaction, so everything must
be explicit"

5) Producedslowly,whichallows for "thinking time to plan, delete, and rewrite"

6) A learnt skill, because it is a "high-prestige form" that "must be consciously taught"; and
7) Standardform, as it "follows standard grammar and vocabulary more strictly than
speech."

1.2.3 The needsof writing
To develop writing proficiency, Tribble (1996) identifies four critical areas of knowledge:

1.2.3.1 ContentKnowledge:Understanding the specific concepts and information related
to the topic being written about.

1.2.3.2 ContextKnowledge:Being aware of the specific environment and audience for
whom the text is intended.

1.2.3.3 LanguageSystemKnowledge:Mastering the linguistic elements (grammar,
vocabulary, etc.) necessary to perform the writing task.

1.2.3.4 Writing ProcessKnowledge:Knowing the most effective strategies and steps
required to prepare and complete a writing assignment.

1.2.4 Writing Difficulties

Writing is a complex activity that presents various obstacles for learners. According to Seely
(2005), these difficulties can be categorized as follows:

1.2.4.1 Punctuation

Seely (2005) describes punctuation as a framework of rules designed to clarify written
English. For instance, sentences must start with capital letters. Improper use of punctuation
often weakens a text's impact and structural integrity. Key functions include:

a.Full stop:Indicates the end of a sentence or follows certain abbreviations.

b.Questionmark: Identifies a direct inquiry.

C. Exclamationmark:Highlights an exclamatory statement.
d. Colon:Signals the beginning of a list.
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e. Semicolon:Connects two closely related independent clauses.
F.Comma: Acts as a separator for items within a series.

1.2.4.2 Spelling

Spelling remains a significant hurdle for many, often due to a lack of reading experience.
English is particularly challenging because there is no 1-to-1 match between sounds and
letters; while the alphabet has only 26 letters, the language contains over 40 distinct sounds.

1.2.4.3 Vocabulary

While we acquire vocabulary through reading and reference tools, learners often face
limitations such as:

Recognizing a word while reading but failing to recall it during writing.

Needing a dictionary to verify the exact meaning of known words.

Using casual spoken vocabulary in formal writing contexts.

Encountering entirely unfamiliar words.

Issues with word structure, including the correct use of stems, prefixes, and suffixes.

1.2.4.4 Grammar

Seely (2005) highlights grammar as one of the most taxing aspects of writing. Learners often
struggle with:

Construct complex or compound sentences.

Misusing coordinating and subordinating conjunctions.

Hedge (2005) further notes that writing problems often involve:

Using ambiguous cohesive ties.

Misplacing cohesive markers or failing to use correct punctuation with them.

Difficulties in paragraphing and building strong topic sentences with supporting details.
Repetitive use of the same words, which can make the writing monotonous.

Shoebottom (2014) identifies four primary linguistic areas where EFL learners face trouble:
Spelling, punctuation, grammar, and Usage.

Additionally, Arnold (1999) emphasizes the psychological dimension, noting that emotions
and language learning are deeply intertwined. A learner's psychological state—such as being
angry versus being happy—can significantly influence the quality and output of their writing.

1.2.5 Types of Writing

Writing serves various functions in our everyday lives, ranging from private reflections to
professional communication. Hedge (2005) categorizes these diverse purposes into six
primary types:

1.2.5.1PersonalWritingThis category involves documenting daily life and individual
experiences. It is typically private and includes items such as personal diaries, journals,
shopping lists, and culinary recipes.
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1.2.5.2StudyWriting Also referred to as academic writing, this type is dedicated to
educational purposes. It encompasses various classroom and independent tasks, including
note-taking during lectures or reading, composing essays, and completing written
examinations.

1.2.5.3Public Writing This form of writing occurs when an individual communicates as a
member of the general public to an organization or institution. Common examples include
formal letters of complaint or official requests.

1.2.5.4Creative Writing Driven by imagination, inspiration, and artistic ingenuity, this type of
writing focuses on self-expression. It includes literary works such as poetry, short stories,
song lyrics, and theatrical drama.

1.2.5.5 SocialWriting This type is used to maintain and strengthen established social
connections with family and friends. It involves personal correspondence, such as informal
letters and social invitations.

1.2.5.6 Institutional Writing Conducted for professional or organizational objectives, this type
is used within workplace environments. Examples include formal reports, business emails,
legal contracts, speeches, and meeting agendas.

1.2.6 Assessment of Writing

1.2.6.1 Definition of Assessment

Assessment is fundamentally a systematic approach to collecting data. As defined by
Richards and Schmidt(2002), it involves gathering evidence to make informed deductions
about a student's linguistic competence or the quality of a specific educational program. It
serves as a vital indicator of academic achievement or instructional gaps.

1.2.6.2 Function of Assessment

According to Ur (2012),the primary motivations for implementing assessment in the
classroom are:

Identifying the current proficiency levels of learners.

Tracking individual progress over time.

Measuring the extent to which students have mastered the course content.
Diagnosing specific learning difficulties to provide targeted support.

1.2.6.3 Types of Assessment

Educational assessment is generally categorized into two main types:
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1.2.6.3.1 Formative

Conducted during the learning process to provide ongoing feedback and improve future
performance.

1.2.6.3.2 Summative

Carried out at the conclusion of a term or course, typically for the purpose of grading,
certification, or final evaluation.

1.2.64 Assessmenttools

Ur (2012) suggests a variety of tools to evaluate a student's writing development effectively:

1) StandardizedTesting:The most common evaluative method.

2) AlternativeAssessment:Innovativeapproaches designed to bypass the limitations of
traditional tests.

3) TeacherEvaluation: Long-term assessment based on observing student performance
across various tasks.

4) Continuous Assessment:A cumulative evaluation of all work produced during the
course.

5) Self-Assessment:Encouragingstudentsto reflect on and judge their own output.

6) Portfolio Assessment:Evaluating a curated collection of a student's work over an
extended period.

The assessment process is deeply embedded in the stages of writing. While students engage in
self-correction during pre-writing and drafting, Ur (2012)notes that formal teacher intervention
usually occurs after the completion of the final draft. At this point, the teacher reviews the work
to measure progress and provide necessary corrections.
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Chapter Two: Competency-BasedApproach

Introduction:this chapter sheds lights on first, competency-based approach and its relation to
competency-based education, competency-based instruction and competency-based language
learning through definitions and removes the ambiguity that covers their relationship between
them, then introduce the theories that CBC based on, after that identifies the characteristics and
objectives of CBA. Next presents the teacher learner and materials’ roles in CBA. Finally,
mentions the strong and weak points of CBA.

2. Competency based Approach

2.1Definition of competency-basedApproach

b

Competency based Approach is a teaching methos that focuses on developing learners
competencies by encouraging them to apply language, skills and attitude to solve problems and
communicate in real life situations. Many researchers, psychologists and educators take part in
defining CBA, among them key figured in the development of CBA include pioneers Richard
& Rodgers who outlined the principles pf CBA and emphasized the importance of measurable
educational goals and other educators and theorist contributed to the idea of aligning learning
with real life competencies.

Through presenting different definitions of CBA, 3 terms emerged, such as Competency Based
education (CBE), Competency Based language teaching (CBLT), and Competency Based
instruction. In fact, these terms form a hierarchical relationship focused on mastery-based
learning moving from philosophy to practical application. These elements are interconnected
and work together.

CBA: is a broad philosophical framework for education that focus on what learners can do
(outcome, competencies) rather than just what they know, prioritizing the life skills and real-
world proficiency.

CBE: is a whole educational system based on CBA where learners progress based on their
ability to master a skill, often at their own pace.

CBI: is a teaching method or the actual classroom methodology used to deliver CBE focusing
functional performance-based activity.

CBLT: is the application of CBA/CBE principles, especially to language learned for practical,
real life, or work-related tasks.

In sum, CBLT is an application of CBI, which is a method within the broader system of CBE,
which is founded upon the philosophy of CBA.

- Richard & Rodger provided different definitions of CBA such as
- Richard & Ridger (2001) has defined CBA as “an educational movement that focuses
on outcomes outputs of learning in the development of language programs. CBA

- addresses what learners are expected to do rather than what they are expected to learn
about.
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- Richand & Rodgers 2001) point out that CBA is called competency-based language
teaching. Ibid,142Tid.

- competency based language teaching CBLT is an application of competency-based
approach in language teaching. Richard (2006).

- Richard & Rodgers (2001) “competency-based language teaching CBLT is the
application of principles of competency Based Education to language teaching” in
competency-based education (CBE) the emphasize is on the “outcomes or outputs of
education”

According to Docking (1994). CBLT is organized not around the notion of subject
knowledge but around the motion of competency. In CBLT learners are expected to use the
language in authentic situations that are likely to be encountered in real world.

Savage also defined CBA as “a functional approach to education that emphasizes life skills and
evaluates mastery of those stills according to actual learner performance” (1993, p. 15). In the
same way, Scheck (1978) argued that the motion of CBA can be defined as an “outcome-based
instruction that is adaptive to the changing needs of students, teachers and the community” (p.s)
through competencies describe the learner's ability to apply basic and other skills in situations
that are generally faced in daily life.

According to De Ketel's (1996) definition of CBA 1s distinct from content-based teaching
programs often known as time-based programs which are predicated on achieving “specific
objectives”. It outlines the course materials in full including the knowledge needed to complete
activities related to this topic and most importantly, the circumstances in which these activities
are effective.

2.2. The characteristics of competency-basedapproach

The first characteristic of CBA emphasizing what learners can do with language rather than
what they know about language. The curriculum, the syllabus, the teaching strategies and
assessment tools are organized around competency development rather than language
knowledge. According to Auerbach (1986) the essential features that are included in
implementing the CBA syllabus are:

1. A focus on successful functioning in society: The goal is to enable students to become
autonomous individuals capable of copying with the demand of the world.

2. A focus on life skills: Rather than teaching language in isolation, CBA/ESL, teaches
language as a function of communication about concrete tasks. Students are taught just
those skills required by situations in which they will function.

3. Task-or-performance centered orientation: What counts is what students can do as a
result of instruction. The emphasis is on overt behaviors rather than on knowledge or
the ability to talk about language and skills.

4. Modularized instruction: Objectives are broken narrowly focused sub objectives so that
both teachers and students can get a clear sense of progress.

5. Outcomes which are made explicit a priori: Outcomes are public knowledge, known
and agreed upon by both learners and teacher. They are specified in terms behavioral
objectives so that students know exactly what behaviors are expected of them.

6. Continuous and ongoing assessment: Students are pretested to determine what skills
they lack and post after instruction in that skill. If they do not achieve the desired level
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of mastery, they continue to work on the objective and are retested. Program evaluation
is based on test results and, as such, is considered objectively quantifiable.

7. Demonstrated mastery of performance objectives: Rather than the traditional paper-and-
pencil tests, assessment is based on the ability to demonstrate pre-specified behaviors.

8. Individualized, student-centered instruction: In context, level, and pace, objectives are
defined in terms of individual needs; prior learning and achievement are taken into
account in developing curricula. Instruction is not time-based; students’ progress at their
own rates and concentrate on just those areas in which they lack competence (414-415)

In addition to these characteristics, the ELT Articles, what is CBA, 2008 suggested that the
CBA is characterized by the following:

The CBA is action-oriented in that it gears learning to the acquisition of know how to
embedded in functions and skills. These will allow learners to become effective competent
users of a FL in real life situations outside the classroom.

It is a problem-solving approach in that it places learners in situations that test/check their
capacities to overcome obstacles and problems; make learners think and learn by doing.

1. It is social constructivist approach in that it regards learning as occurring through social
interaction with other people. In other words, it is an approach which is based on training
learners to construct their own knowledge to be able to use it in the daily life.

2. Finally, and most importantly, the CBA is a learned-centered approach which focuses
on the learners' role rather than the teacher role.

2.3. Principles of the CBA

From the abovementioned characteristics, it is noticed that the principles of the CBA are
divided into two sections, principles that have a relation with a learner and principles which
concerned a teacher. The ELT Articles, introducing the CBA, 2009 suggested the following
principles:

Principles Concerning the Learner

The learner should be motivated and creative.

Learners see each other as resources (turned for each other to for help).
Learners can make some decisions (regarding homework, subject matter.)
Learners ask questions and give answers of their own initiative.

Learners use English in the classroom more than the teacher.

Learners can summarize material acquired through research.

Learners must be aware of the strategies they can use to learn better.

Learners are not afraid of making errors and viewed them as learning
opportunities.

9. Learners can work together to have the spirit group and learn from each other.

ONoOoGaRLON=
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2.4. The teacher'srole

Unlike the competency-based objective, CBA considered that the learner is the central element
in leaching. learning process not the teacher. The teacher's role has shifted from a knowledge
transmitter to a facilitator that engages leaners in tasks and help them to improve and develop
learning strategies for a successful learning but, being a facilitator does not mean that the
teacher no longer provides information to the learners, but instead he teaches them competences
through providing information in different ways and provide in this contest Robson (2003)
claims that facilitator he is “a person who help learners learn by discovering things for
themselves” (p64).

According to Harmer (2001) the role of the teacher changes according to the task, and effective
teacher knows how to choose the relevant role in the appropriate position, and he said that the
role of facilitator is wide in meaning Thus, he suggested a set of precise roles that go in harmony
with the term facilitator (p. 57). The teacher can be

1. Controller: when teacher act as controller he expected act in different way in
comparison to his role in the state where students are working in group (ibid, 2001, p.
58)

2. Organizer:The most important and difficult role the teacher has to perform. It involves
organizing the students to do various activities. This often involves giving the students
information, telling them how they are going to do the activity, putting them into pairs
or groups, and finally closing the activity when it is over.

3. Assessor:Theteacherhas to assess the students' performance. It has to be sensitive to
students' problems. The teacher offers feedback and correction, and organizes students'
reports in assessing their own work.

4. Prompter:When students are involved in any kind of activity, they may sometimes be
at a loss for words or ideas, and the teacher may help them by prompting them in a
supportive way.

5. Participant:The teacher can participate in activities along with the students. This can
liven up the class and help motivate students.

6. Resource:Theteacher is a resource for the students who can consult and ask for advice
and help whenever they need it.

7. Tutor: This combines the roles of prompter and resource. The teacher acts as a tutor
when students are working on longer projects and guides them step by step.

8. Observer:Theteacher observes what happens in the classroom in order to give useful
feedback and assessment to the students.

9. Investigator/Researcher:Inthis role, the teacher explores his classroom situation,
assesses the students' strengths and weaknesses, and discovers new ways and techniques
to improve the learning/teaching process.

2.5. Learner's role in the CBA

Learners’ roles are significantly affected by the CBA; they need to develop motivation and
lake an active part in their own education. in order to meet the curriculum criteria, they must
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exhibit adequate performance and proficiency; they cannot be taught if as unform in
formation recipients only (Forest Km ser, 2002, p 127). 78 in the same way (Chelli, 2010)

That CBA emphasizes on the learner's role rather than teacher's role the learner Plays The
central element inside the classroom that learns through a series of activities that are proposed
by the teacher so that learners in of the CBA are characterized as active persons who can search
to develop themselves and make self-assessment in order to be successful learners they will be
able to face problems in their daily life. They are no more passive receivers of knowledge; they
play an active rather than a reactive role in the learning process and are required to construct
and mobilize their resources to face with efficacy problem situation (Chelli, 2010).

As the socio constructivism is ii the foundation o' CBA, the learner should pass via a personal
appropriation process and start doubling his own beliefs, this prompt him to check his prior
knowledge and its applicability in order to compare his representations with those of his
classmates. He also searches for information and verifies it by speaking with information
holders and other sources of information. To do this, the learners will use cognitive, affective,
and motivational strategies to set a balance between what he has already knows and what he
has learned, the learner's reflection will influence his own learning process, helps and promote
the application of new Stills (Ashton & Pillay,

2010p. 343).

According to Richard and Rodgers (ibid), in CBA, learners play an active role in the learning
process. Among the roles, they monitor their learning in reference to the target competencies.
They develop a range of learning strategies and they can transfer knowledge and skills to new
Situations (p. 159). Inaddition, learners must be willing to challenge, to question, and to interact
in the CBA classroom (Marcellion, 2005).

2.6. Role of instructional’s materials

The competency-based approach is a rich source of materials and teaching ideas. The CBLT's
teachers choose mainly the materials that are related to the competency such as sample Texts
and assessment tasks in which the teacher provides examples of texts and assessment tasks.
There are also other teaching useful tools help the learner to improve their abilities and different
competencies in and out of the classroom as: maps, diagrams, audio track, videos, flashcards,
data show, pictures, books...etc. since all these materials provide the students with the
significant skills as knowledge, attitudes, behaviours which are required for effective
performance of a real-world tasks or activities.

2.7. Language Theory

The major basis of CBLT is the “functional and interactional perspective on the mature of
language” Richand & Rodgers,20 01, P.143) - CBLT views language as tool for communication.
it occurs as a medium of interaction and communication between people for the achievement
of specific goads and purposes. (opcit., p.143) in the same way, Bottonley et. all (1994, in Nunan
2006). Suggests emphasizing on language as a tool for communication rather than language as
knowledge. In Addition, van Ek (1977) suggests foreign language ability as skill rather than
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knowledge. (opcit, p.5) Language use is contextual. That is to say language occurs in situations
when people communicate for reaching certain goals and purposes in the real-world.

Richards and Rodgers (2001) state said that CBLT seeks to teach language in relation to the
social contest in which itisused. (opcit, p. 143) Also, Richand and Rodgers point out that certain
life encounters call for certain tune o language. (Loc cit). Moreover, Wong (2008) points out
that course designers should accurately predict the vocabulary and structuries that are possibly
to be encountered in that particular situation and they can be organized into leaching and
learning. units (p. 181).

In sum, CBLT views the language as "a medium of interaction and communication between
people who want to achieve "specific goals and purposes" Richard & Rodgers (p2001, p. 14).
This specially applies to situations in which the learner has to fulfill a particular role with
language skills which can be predicted or determined for the relevant context.

2.8. Learning Theory

The theories related to the competency-based approach are:

2.8.1.Behaviorism

According to Richards and Rodgers, CBLT (Competency-Based Language Teaching) shares
with behaviorist views of learning the notion that language form can be inferred from language
function; contain life encounters call for certain kinds of language (p. 143).

Another key aspect of both language and learning theory is also called "mosaic approach to
language learning" Richards & Rodgers, 2001, p. 143), which assumes that language can be
divided into appropriate parts and subparts.

2.8.2. Bloom's Taxonomy

The basis for Bloom's Taxonomy was a simple hypothesis: if you cannot remember a concept,
you don't understand it. And if you do not understand the subject matter, you can not apply it.

Therefore, true expertise is impossible without first establishing foundations of Remembering
and Understanding.

With that in mind, the framework is arranged into a continuum of cognition.

The shape of a pyramid helps to illustrate how each level is dependent upon one another. For
instance, learners cannot jump from the first stage to the fourth. They need to understand before
they can apply and analyse before they can evaluate.

Psychologists David Krathwohl and Lorin Anderson modified the original cognitive model in
2001. They published it with the title A Taxonomy for Teaching, Learning and Assessment: A
Revision of Bloom's Taxonomy of Educational Objectives

The new version places a greater focus on a more dynamic approach to education. Krathwohl
and Anderson realised that educational objectives shouldn't be shoehorned into fixed,
unchanging spaces. Instead, the revised framework reflects a more active model of learning.
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The updated framework replaces these nouns with verbs to take into account that learning is an
active process.

Noun to Verb Form

The Six Levels of Bloom’s

2.8.3. Social Constructivism

The CBA regards learning as occurring through social interaction with other people. In other
words, learning is not conceived of as the transmission of predetermined knowledge and
know-how to be reproduced in-vitro (i.e., only within the pages of the copybook or the walls
of the classroom), but as a creative use of newly-constructed knowledge through the process
of'social interaction with other learners.

2.8.4. Constructivism

This theory is based on the central notion that as learners we construct our own understand of
the world around us based on experience as we live and grow. We select and transfer
information from past and current knowledge and experience into new personal knowledge
understanding (Richards & Woollard, 2010. p. 2).

2.9. Advantages and Disadvantages
29.1. Advantages

CBLT is considered as a powerful approach which has brought great attention over the years.
Proponents have identified a number of strengths in the competency-based learning approach:

2.9.1.1. Flexibility:The focus of CBLT is on the learners' needs. Courses and activities are planned and
materials are chosen according to the progress of learners while learning and developing their
skills in order to achieve the desired level and mastery of competencies. In other words,
competencies are precise, useful and connected to what students really need and to what is
appealing to them. One of the key benefits of CBLT is that it focuses on real world skills and
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competency development. It directs learners to use the language appropriately in different parts
of their lives because it provides them with the necessary means to communicate effectively in
real situations. Consequently, the learning outcomes are more long-term because the learner
already understands the purposes.

2.9.1.2.Engaging:InCBLT, learners engage in the learning process, guide it and control their pacing
as they wish. They can monitor their learning, so they become aware of what they have learned

and what still need to be learned to achieve the desired level. Therefore, CBLT allows learners

to judge relevant and useful competencies.

What is unique about CBLT is that it focuses on what students learn and not on the time spent
mn the classroom. In addition, it focuses on the success of each learner.

29.2. Disadvantages

Some have criticized this approach saying it may be impossible to identify every necessary
competency for specific situations. This is because it is very difficult to make lists of
competencies that would be used in real world putting into consideration that there are almost
endless areas to be covered.

CBLT also has been criticized of being a reductionist approach. Some argue that it is not enough
to divide an activity in terms of a set of different competencies in order to deal with the
complexity of the activity as a whole (Richards & Rodgers, 2001, p.148).

Competency-based learning styles may not fit the preferred approach and style of many
students. Teachers have to deal with it, and be properly trained. It requires students to be self-
disciplined, self-motivated and able to plan and work independently, which might not be
possible for all students.

2.10. Conclusion

The theoretical landscape explored in this chapter confirms that reading is a dynamic and
multidimensional process, fundamentally defined by the transition from basic automaticity to
advanced critical judgment. Drawing on Louise Rosenblatt’s transactional theory, it is evident
that reading and writing are inseparable processes that function within a reciprocal relationship
to construct meaning. Under the Competency-Based Approach (CBA), this synergy becomes
the cornerstone of literacy, shifting the focus from rote memorization to the development of
functional skills. As evidenced in the pedagogical framework of CBA, this transition requires a
profound understanding and application by teachers, who serve as the primary catalysts in the
teaching-learning process. By moving away from traditional information-gathering and toward
the integration of reading and writing, teachers can foster a skillful foreign language learner
capable of mobilizing knowledge in authentic situations. Ultimately, this foundational
understanding provides the necessary framework for the following chapter, which will examine
the practical dimensions of assessing these integrated competencies.
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Chapter Three: Field of Investigation

Introduction

This chapter is an attempt to assess the impact of a competency-based approach on integrating
literacy skills. in other words, how the competency-based approach will help the fifth-year
primary school learners to integrate reading and writing. in this chapter, we will present the
practical part of the research as it introduces the research design, which aimed at covering the
approach and methods that were chosen to undertake this study. It is also devoted to the analysis
of the data obtained.

3.1. Aim of the Research

This research aims to prove how a competency-based approach helps learners to integrate
literacy skills, what obstacles teachers face in using CBA literacy skills, and what aspects of
literacy are affected the most by the CBA approach.

3.2. Sample and Population

The population chosen for this research is the fifth year of learners of Abdelhamid Ibn Badis
primary school-Ghardaia, 138 learners distributed into 4 classes. class "D" is the sample that
involves 29 learners; they have studied English as a foreign language for two years (third year
and fourth year) and using their first term exam sheets. However, the teachers' questionnaire
was distributed to 20 English teachers in primary schools in Ghardaia during a training day.

3.3. Description of the Research Tool

All the teachers' questionnaires were handed directly on the 25th of April 2026 to teachers from
different primary schools in Ghardaia at AL-Filali High School during the final day in the
second phase of the training days. The teachers' questionnaire is used to gather information on
the implementation of CBA and its impact on learners' literacy skills. It contains 13 questions
(see appendix 1) divided into 4 sections.

3.3.1. Description of Teacher's Questionnaire

Section 1: Teacher Background

This section examines teacher background, focusing on their years of experience and training
in the Competency-Based approach (CBA).

Section2: CBA and learner Literacy Performance.

This section evaluates CBA and student literacy performance, assessing how this approach
affects learner s' independence and writing quality.

Section 3: Implementation, Obstaclesand Challenges

This section addresses implementation obstacles and challenges, identifying difficulties such
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as large class sizes, lack of resources, and time constraints.

Section4: Deep Dive into Literacy Aspects

This section provides a deep dive into literacy aspects, exploring specific student struggles
with grammar, writing structure, and language mastery.

The questionnaire is a mixed-format tool. It contains both closed-endedandopen-ended

1.

Closed-ended Questions: These include multiple-choice questions to gather
background data (Section 1), a 5-point Likert scale(from *Strongly Agree* to
*Strongly Disagree*) to measure opinions (Section 2), and a 1-to-5 Rating Scaleto
evaluate obstacles (Section 3).

. Open-endedQuestions:Thesearethe questions with dotted lines (Items 7, 10, and 13).

They allow teachers to write freely and explain the challenges of teaching CBA and
literacy in their own words.

In short, this questionnaire combines numbers and scales for statistical analysis, along with
written text for deeper understanding.

3.3.2.

Description of Learner's Exam Sheet

Description of learners' Exam sheets"situation of integration™

The research tool is a criteria-basedassessmentchecklistdesignedto evaluate student
writing samples across specific literacy domains. The checklistisstructured into three main
analytical categories, moving from macro-level text organization to micro-level linguistic
accuracy:

1)

2)

3)

Learners’ Adherenceto Coherence:This section of the checklistis designed to
evaluate the macro-structural level of written production, specifically assessing the
students' ability to logically organize and connect their ideas effectively within a short
text.

AssessmentofLinguisticCompetence:Thissection focuses on sentence-level syntax
and grammar. It isolates specific structural items on the checklistforevaluation,
including the correct usage of articles, subject-verb agreement, and the accuracy of
vocabulary selection and word retrieval.

Orthography:This final section of the checklisttargets the mechanics of writing and
surface-level errors. It breaks down the evaluation into four specific mechanical sub-
categories: spelling accuracy, the correct positioning and use of capitalization, the
appropriate placement of full stops, and the effective application of prepositions.
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3.4. Evaluation and interpretation of results

3.4.1 Teacher's questionnaire

Analysis of results: The results show that all respondents in the file belong to the 0-5 years of
experience category. This means that the sample mainly reflects the perceptions of teachers at
the beginning of their professional career. Their answers may therefore be strongly linked to

recent classroom experience with CBA.

Q2. Specific training received in the Competency-BasedApproach (CBA)

Category / Valid Cumulative
Frequency Percent
Response Percent Percent
No training
13 76.47% 76.47% 76.47%
received
Yes, basic
2 11.76% 11.76% 88.24%
training
Yes,
comprehensive 2 11.76% 11.76% 100.00%
training
Total 17 100.00% 100.00%
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Q2. Specific training received in the Competency-Based Approach (CBA)

B No training received
m Yes, basic training
B Yes, comprehensive training

Figure: Pie chart for Q2 CBA Training

Analysis of results: The table shows that most respondents did not receive specific training in

CBA, with this category representing 76.47%. This is an important indicator because it helps

explain later difficulties in implementing the Situation-Problem and in teaching linguistic

structure within a competency-based lesson.

Part Two: CBA and Pupils' Writing Performance

Q3. Sinceimplementing CBA, pupils approach the Situation-Problem with

more independencecompared to traditional methods

Category / Valid Cumulative
Frequency Percent
Response Percent Percent
Agree 12 70.59% 70.59% 70.59%
Disagree 3 17.65% 17.65% 88.24%
Neutral 1 5.88% 5.88% 94.12%
Strongly
1 5.88% 5.88% 100.00%
agree
Total 17 100.00% 100.00%
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Q3. Since implementing CBA, pupils approach the Situation-Problem with more independence compared to traditional methods

I Agree

[ Disagree
= Neutral

Bl Strongly agree

Figure: Pie chart for Q3 Independence

Analysis of results: The results indicate that 70.59% of respondents selected Agree, while
5.88% selected Strongly agree. This means that CBA helped pupils deal with the Situation-
Problem with greater independence compared with traditional methods. However, the
presence of 17.65% in the Disagree category shows that this effect is not uniform for all

teachers.
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Q4. Effectiveness of CBA in helping pupils stay on topic (Relevance)

Category / Valid Cumulative
Frequency Percent
Response Percent Percent
Effective 10 58.82% 58.82% 58.82%
Somewhat
4 23.53% 23.53% 82.35%
effective
Very
_ 3 17.65% 17.65% 100.00%
effective
Total 17 100.00% 100.00%
Q4. Effectiveness of CBA in helping pupils stay on topic (Relevance)
mm Effective

Figure: Pie chart for Q4 RelevanceEffectiveness

mmm Somewhat effective
Il Very effective

Analysis of results: The results show that 58.82% of teachers considered CBA effective in

helping pupils stay on topic, while 17.65% rated it as Very effective. This reflects a clear

positive effect on Relevance. Nevertheless, the 23.53% who selected Somewhat effective

indicate that this aspect still needs stronger pedagogical support.
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Q5. Observed changein pupils' writing in terms of Coherence

Category / Valid Cumulative
Frequency Percent
Response Percent Percent
Decline in
1 5.88% 6.25% 6.25%
coherence
No change 1 5.88% 6.25% 12.50%
Significant
. 3 17.65% 18.75% 31.25%
improvement
Slight
. 11 64.71% 68.75% 100.00%
1mprovement
Missing / Not
1 5.88% 5.88%
answered
Total 17 100.00% 100.00%

Q5. Observed change in pupils' writing in terms of Coherence

mmm Decline in coherence
W No change

mmm Significant improvement
M Slight improvement
s Missing / Not answered

Figure: Pie chart for Q5 CoherenceChange

Analysis of results: The results show that 68.75% of valid responses indicate a slight
improvement in coherence, and 18.75% indicate a significant improvement. This means that
CBA helped improve Coherence, but for most respondents the improvement remains gradual

rather than strong. This also agrees with the open answers that mention pupils' need for

support in ordering ideas and linking sentences.
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Q6. Literacy area showingthe mostsignificant improvement

under the CBA framework

Valid | Cumulative
Category / Response | Frequency | Percent
Percent Percent
Coherence (logical flow
6 35.29% 40.00% 40.00%
and organization)
Linguistic competence
(grammar and 2 11.76% 13.33% 53.33%
vocabulary)
Orthography/Mechanics 1 5.88% 6.67% 60.00%
Relevance (addressing
the task/situation- 4 23.53% 26.67% 86.67%
problem)
Relevance and
1 5.88% 6.67% 93.33%
Linguistic competence
Relevance and
. 1 5.88% 6.67% 100.00%
Orthography/Mechanics
Missing / Not answered 2 11.76%
Total 17 100.00% | 100.00%
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Q6. Literacy area showing the most significant improvement under the CBA framework

Coherence (logical flow and
organization)

Linguistic competence
(grammar and vocabulary)

mmm Orthography/Mechanics

Relevance (addressing the
task/situation-problem)

Relevance and Linguistic
competence

Relevance and
Orthography/Mechanics

mmm Missing / Not answered

Figure: Pie chart for Q6 Most Improved Area

Analysis of results: The results show that the most improved area is Coherence,
followed by Relevance, with weaker presence of linguistic competence and
orthography/mechanics. This means that CBA first supports meaning
organization and idea building, while formal and linguistic aspects remain more

difficult for Sth-year pupils.

Q7. Specific changesnoticedin pupils' two-line writing productions under
CBA

Category / Valid Cumulative
Response Frequency Percent Percent Percent
Better
organization 11 64.71% 73.33% 73.33%
and coherence
General
improvement / 1 5.88% 6.67% 80.00%
other
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Improvement

with need for 1 5.88% 6.67% 86.67%

support
More

independence
and 2 11.76% 13.33% 100.00%
meaningful

writing

Missing / Not
2 11.76%
answered

Total 17 100.00% 100.00%

Q7. Specific changes noticed in pupils' two-line writing productions under CBA

Better organization and
coherence

General improvement / other

Improvement with need for
support

More independence and
meaningful writing

Missing / Not answered

Figure: Pie chart for Q7 Structure Changes

Analysis of results: The open-ended responses were analyzed according to their content. Most
responses focused on better organization and coherence, such as ordering ideas, using a
clearer structure, and linking sentences. Some responses also referred to greater independence
in writing production, but this improvement often remains linked to the need for continuous

linguistic and pedagogical support.
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Part Three: Implementation Obstaclesand Challenges

Q8. The current 5th-year curriculum provides enoughtime to move from

memorization to integration of skills

Category / Valid Cumulative
Frequency Percent
Response Percent Percent
Mostly 10 58.82% 58.82% 58.82%
Not at all 1 5.88% 5.88% 64.71%
Rarely 5 29.41% 29.41% 94.12%
Yes,
1 5.88% 5.88% 100.00%
definitely
Total 17 100.00% 100.00%

Q8. The current 5th-year curriculum provides enough time to move from memorization to integration of skills

Figure: Pie chart for Q8 Curriculum Time

mmm  Mostly

s Not at all
mmm Rarely

mmm Yes, definitely

Analysis of results: The results show that most teachers believe the time

available in the curriculum is mostly sufficient to move from memorization to

skill integration, with a percentage of 58.82%. However, 29.41% selected

Rarely, and 5.88% selected Not at all, which indicates that time remains a

problem for a considerable part of the sample.
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Q9. Obstacleshindering the implementation of CBA

Question 9 is a compound item that includes four obstacles. It was therefore divided, in line

with the coding guide in the file, into four independent indicators: lack of resources,

insufficient pedagogical training, large class sizes, and complexity of the Situation-Problem.

Lack of
_ Valid Cumulative
physical Frequency Percent
Percent Percent
resources
3 Moderate 7 58.33% 58.33% 58.33%
4 Important 1 8.33% 8.33% 66.67%
5 Major
4 33.33% 33.33% 100.00%
hurdle

Lack of physical resources

Figure: Pie chart for the indicator:

Lack of physical resources

mmm 3 Moderate
W 4 Important
I 5 Major hurdle

Analysis of results: The arithmetic mean for this obstacle reached 3.75, with a standard

deviation of 0.97. This indicates that the factor is present in the implementation of CBA to a

considerable degree, especially when values are close to 4 or higher.
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Insufficient ) )
) Valid Cumulative
pedagogical Frequency Percent
o Percent Percent
training
2 Low hurdle 3 25.00% 25.00% 25.00%
3 Moderate 3 25.00% 25.00% 50.00%
4 Tmportant 3 25.00% 25.00% 75.00%
5 Major hurdle 3 25.00% 25.00% 100.00%

Insufficient pedagogical training

2 Low hurdle
I 3 Moderate
B 4 Important
mEmm 5 Major hurdle

Figure: Pie chart for the indicator: Insufficient pedagogicaltraining

Analysis of results: The arithmetic mean for this obstacle reached 3.50, with a standard
deviation of 1.17. This indicates that the factor is present in the implementation of CBA to a

considerable degree, especially when values are close to 4 or higher.
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Large class Valid Cumulative
) Frequency Percent
sizes Percent Percent
I Not a
1 8.33% 8.33% 8.33%
hurdle
2 Low hurdle 1 8.33% 8.33% 16.67%
3 Moderate 2 16.67% 16.67% 33.33%
4 Important 6 50.00% 50.00% 83.33%
5 Major
2 16.67% 16.67% 100.00%
hurdle
Large class sizes
I 1 Not a hurdle
2 Low hurdle
Il 3 Moderate
I 4 Important
B 5 Major hurdle

Figure: Pie chart for the indicator: Large class sizes

Analysis of results: The arithmetic mean for this obstacle reached 3.58, with a standard

deviation of 1.16. This indicates that the factor is present in the implementation of CBA to a

considerable degree, especially when values are close to 4 or higher.
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Complexity
of the Valid Cumulative
o Frequency Percent
Situation- Percent Percent
Problem
2 Low hurdle 4 33.33% 33.33% 33.33%
3 Moderate 3 25.00% 25.00% 58.33%
4 Important 5 41.67% 41.67% 100.00%

Complexity of the Situation-Problem

2 Low hurdle
@ 3 Moderate
Il 4 Important

Figure: Pie chart for the indicator: Complexity of the Situation-Problem

Analysis of results: The arithmetic mean for this obstacle reached 3.08, with a
standard deviation of 0.90. This indicates that the factor is present in the
implementation of CBA to a considerable degree, especially when values are

close to 4 or higher.
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Q10. Biggest challenge when teaching SVO syntax within a competency-

based lesson

Category /
Response

Frequency

Percent

Valid

Percent

Cumulative

Percent

Grammar
rules and
subject-verb

agreement

17.65%

17.65%

17.65%

Implicit
teaching /
classroom

management

5.88%

5.88%

23.53%

Influence of
native
language

translation

5.88%

5.88%

29.41%

Vocabulary
and
meaningful

use

11.76%

11.76%

41.18%

Word order
and sentence

structure

10

58.82%

58.82%

100.00%

Total

17

100.00%

100.00%
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Q10. Biggest challenge when teaching SVO syntax within a competency-based lesson

Grammar rules and subject-
verb agreement

Implicit teaching /
classroom management
Influence of native language
translation

Vocabulary and meaningful
use

Word order and sentence
structure

Figure: Pie chart for Q10 SVOChallenge

Analysis of results: The main difficulty in teaching SVO is concentrated around word order
and sentence construction, followed by grammar rules and subject-verb agreement, limited
vocabulary, and the influence of the native language. This shows that the issue is not only

understanding the rule, but transferring the rule into a meaningful writing context.

Part Four: DeeperAspectsof Writing Skills

Q11. Main area of difficulty when pupils produceshort texts

Valid Cumulative
Category / Response | Frequency | Percent
Percent Percent
Equally with both 2 11.76% 13.33% 13.33%
Linguistic competence 9 52.94% 60.00% 73.33%
Orthography/Mechanics 4 23.53% 26.67% 100.00%
Missing / Not answered 2 11.76%
Total 17 100.00% | 100.00%
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Q11. Main area of difficulty when pupils produce short texts

Figure: Pie chart for Q11 Struggle Area

mmm Equally with both

I Linguistic competence
mm Orthography/Mechanics
mmm Missing / Not answered

Analysis of results: The results show that pupils' greatest difficulty lies in

linguistic competence, representing 60.00% of valid responses, followed by

orthography/mechanics with 26.67%. This means that pupils may understand the

situation or generate an idea, but they face difficulty when choosing appropriate

words and building correct sentences.

Q12. Balance between meaning-making and linguistic form in the CBA

model
Category / Valid Cumulative
Frequency Percent
Response Percent Percent
The balance is
. 8 47.06% 53.33% 53.33%
appropriate
Too much
focus on 7 41.18% 46.67% 100.00%
meaning, not
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enough
grammar
Missing / Not
2 11.76%
answered
Total 17 100.00% 100.00%

Q12. Balance between meaning-making and linguistic form in the CBA model

B The balance is appropriate

Too much focus on meaning,
not enough grammar

B Missing / Not answered

Figure: Pie chart for Q12 Balance RelevanceGrammar

Analysis of results: The results show that 53.33% believe the balance is appropriate for 5th-

year pupils, while 46.67% believe that there is too much focus on meaning at the expense of

grammar. This reveals a relative division in the evaluation of CBA: some respondents see it as

balanced, while others believe it needs stronger support for linguistic form.

Q13. Hardest literacy aspectfor a 5th-year pupil to master

Category / Valid Cumulative
Frequency Percent
Response Percent Percent
Coherence 2 11.76% 14.29% 14.29%
Linguistic
4 23.53% 28.57% 42.86%
competence
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Multiple
aspects 8 47.06% 57.14% 100.00%
combined
Missing / Not
3 17.65%
answered
Total 17 100.00% 100.00%

Q13. Hardest literacy aspect for a 5th-year pupil to master

Coherence

Linguistic competence
Multiple aspects combined
Missing / Not answered

Figure: Pie chart for Q13 Hardest Aspect

Analysis of results: The open-ended answers confirm that the hardest aspects are often not
limited to one dimension. They combine linguistic competence, coherence, and orthography.
This reflects the nature of short writing, because it requires a relevant idea, logical flow,

appropriate vocabulary, correct grammar, and accurate spelling at the same time.

Second: Hypothesis Testing

The hypotheses were tested using the One-Sample T Test. The study adopted a test value
suitable for the nature of each scale: 3 for the five-point item, 2.5 for four-point items, and 3
for the Q9 obstacles scale from 1 to 5. The main hypothesis used a composite index formed

from Q3, Q4, and QS5, with a composite test value of2.67.
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Main Hypothesis

Null hypothesis HO: CBA does not contribute to improving Sth-year pupils'

writing performance.

Alternative hypothesis H1: CBA may contribute to improving Sth-year pupils'

writing performance.

Std. Calculated Sig. Test Std.
Mean df
Deviation T value value value Error
3.2292 0.5802 15 3.878 0.0015 2.6667 0.14504

Analysis of the T-test results: The arithmetic mean of the composite writing-performance
index reached 3.2292, which is higher than the test value 2.6667. The Sig. value reached
0.0015, which is lower than 0.05. This indicates a statistically significant difference in favor
of the positive direction.

Conclusion of the analysis: The null hypothesisis rejected and the
alternative hypothesisis accepted.Accordingly, the data in the file indicate
that CBA hasa statistically significant positive effect onimproving some
aspectsof writing performance, especially independence, relevance, and

coherence.

First Sub-Hypothesis:If CBA is applied effectively, it contributesto
increasing pupils’ independence when dealing with the Situation-Problem.
Null hypothesis HO: The application of CBA does not contribute to increasing pupils'
independence when dealing with the Situation-Problem.

Alternative hypothesis H1: The application of CBA contributes to increasing pupils'

independence when dealing with the Situation-Problem.

Std. Calculated Sig. Test Std.
Mean df
Deviation T value value value Error
3.6471 0.8618 16 3.096 0.0069 3.0000 0.20901

Analysis of the T-test results: The mean of Q3 reached 3.6471, which is higher than the test
value 3.0000. The calculated T value was 3.096, with Sig. = 0.0069, which is significant at the
0.05 level.
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Conclusion of the analysis: The results support the first sub-hypothesis.
Most teachers consider that pupils have becomemore independent in

dealing with the Situation-Problem.
SecondSub-Hypothesis: If CBA is applied clearly, it helps pupils stay on
topic in terms of Relevance.

Null hypothesis HO: CBA does not help pupils stay on topic.

Alternative hypothesis H1: CBA helps pupils stay on topic.

Std. Calculated Sig. Test Std.
Mean df
Deviation T value value value Error
2.9412 0.6587 16 2.762 0.0139 2.5000 0.15975

Analysis of the T-test results: The mean of Q4 reached 2.9412 on a scale from 1 to 4, which is
higher than the test value 2.5000. The Sig. value was 0.0139, which is lower than 0.05.

Conclusion of the analysis: The alternative hypothesisis accepted. This
meansthat CBA showssignificant effectivenessin guiding pupils toward

writing that remains connectedto the task.

Third Sub-Hypothesis: CBA contributes to improving logical Coherencein
pupils’ short writings.

Null hypothesis HO: CBA does not contribute to improving logical coherence in pupils' short
writings.

Alternative hypothesis H1: CBA contributes to improving logical coherence in pupils' short

writings.
Std. Calculated Sig. Test Std.
Mean df
Deviation T value value value Error
3.0000 0.7303 15 2.739 0.0152 2.5000 0.18257

Analysis of the T-test results: The mean of Q5 reached 3.0000, which is higher than the test
value 2.5000. The calculated T value was 2.739, with Sig. = 0.0152, which indicates statistical

significance.
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Conclusion of the analysis: The results confirm that there is a significant
improvement in Coherence. However, the improvement is mostly gradual or

slight, as shown by the frequency and percentage tables.

Fourth Sub-Hypothesis: The difficulties of implementing CBA are dueto
obstacles related to resources, training, classsize, and the complexity of the
Situation-Problem.

Null hypothesis HO: These obstacles do not represent considerable difficulties in
implementing CBA.

Alternative hypothesis H1: These obstacles represent considerable difficulties in

implementing CBA.
Std. Calculated Sig. Test Std.
Mean df
Deviation T value value value Error
3.4792 0.7027 11 2.362 0.0377 3.0000 0.20286

Analysis of the T-test results: The mean of the obstacles index reached 3.4792, which is
higher than the test value 3.0000. The Sig. value was 0.0377, which is lower than 0.05. This
means that the mentioned obstacles are statistically present.

Conclusion of the analysis: The alternative hypothesisis accepted. This
means that the successof CBA is not linked only to the pedagogical idea
itself, but is also affected by resources,training, classsize,and the difficulty

level of the Situation-Problem.

Learners' Written ProductionEvaluation

This report presents a corrected and expanded analysis of learners' written production. The
sample size is fixed at 29 learners. Therefore, all frequencies and percentages are recalculated

on the basis of this corrected total.

The purpose is to describe learner performance, identify strengths and weaknesses, and provide
practical recommendations for future teaching. The report also includes pie charts for each

assessed question in order to make the quantitative results easier to read.
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Purpose of the Report

* Correct the sample size and apply N = 29 consistently.

* Present the results in SPSS-like tables.

* Add pie charts for each assessed question.

* Interpret each result in clear academic language.

* Suggest useful classroom actions for improvement.

The analysis covers coherence, grammar, vocabulary, spelling, capitalization, punctuation, and

prepositions. These elements represent the main components of short written production.

1. Methodological Framework

The corrected total number of learners is N = 29. This correction is essential because

percentages must always be calculated from the real number of learners included in the

assessment.

For each indicator, the number of learners who did not succeed was calculated by subtracting

the number of successful learners from 29. For example, if 21 learners succeeded in

capitalization, then 8 learners did not succeed.

AssessmentDomains and Indicators

Domain

Indicator

Focus of Assessment

Written coherence

Q1 Coherence

Organization of ideas and

logical sentence connection.

Grammar and vocabulary

Q2.1 Articles

Use of a, an, the, or zero

article.

Grammar and vocabulary

Q2.2 Subject-verb agreement

Correct relation between

subject and verb.

Grammar and vocabulary

Q2.3 Vocabulary retrieval

Appropriate word choice in

context.

Writing mechanics

Q3.1 Spelling

Correct formation of words.

Writing mechanics

Q3.2 Capitalization

Correct use of capital letters.

Writing mechanics

Q3.3 Full stops

Correct marking of sentence

boundaries.
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Correct use of common

Writing mechanics Q3.4 Prepositions N
prepositions.
Calculation Procedure
Measure Formula Example
Success percentage Succeeded /29 x 100 22/29x 100 =75.9%
Non-success frequency 29 - Succeeded 29-22=17
Non-success percentage Did not succeed / 29 x 100 7/29x 100 =24.1%

Since no missing cases were reported, the Percent and Valid Percent values are identical. The

corrected calculations give a more reliable view of learner performance.

2. General Summary of Corrected Results

) Did Not
ltem Indicator | Succeeded % % Level
Succeed
Coherence in
Q1 written 29 100.0% 0 0.0% Excellent
production
Use of
Q2.1 articles (a/ 22 75.9% 7 24.1% Good
an / the)
Subject-verb
Q2.2 21 72.4% 8 27.6% Good
agreement
Vocabulary /
Very
Q2.3 | word 25 86.2% 4 13.8%
Good
retrieval
. Very
Q3.1 Spelling 26 89.7% 3 10.3%
Good
Q3.2 | Capitalization 21 72.4% 8 27.6% Good
Full stops / Needs
Q3.3 ‘ 20 69.0% 9 31.0%
punctuation Work
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.\ Very
Q3.4 | Prepositions 26 89.7% 10.3%
Good
Performance Classification
Level SuccessRate Indicators
Excellent 90-100% Q1 Coherence (100.0%)
Q2.3 Vocabulary, Q3.1
Very Good 80-89% Y
Spelling, Q3.4 Prepositions
Q2.1 Articles, Q2.2 Subject-
Good 70-79% verb agreement, Q3.2
Capitalization
Needs Work Below 70% Q3.3 Full stops / punctuation

The correctedresultsshowa generally good profile. The average success rate across the eight

indicators is 81.9%. This means that the class has a solid basis in written production, but it still

needs focused support in specific areas.

Reading the Summary

The strongest area is coherence. The weakest area is the use of full stops. Between these two

points, learners show very good results in spelling, vocabulary, and prepositions, and good

results in articles, agreement, and capitalization.

The results should not be read as a final judgment. They are a diagnostic tool. They help the

teacher decide which skills should be maintained and which skills require immediate classroom

practice.
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3. Overall Quantitative Interpretation

Success Rates by Written Production Indicator (N = 29)

100 - 100.0%

80 A

60

40

Success rate (%)

20 A

Q1 Q2.1 Q2.2 Q2.3 Q3.1 Q3.2 Q3.3 Q3.4
Indicators

Figure 1. Successratesby written production indicator, calculated on the basisof N = 29

leamers.

The bar chart shows a clear hierarchy of performance. Coherence is the strongest indicator.

Spelling, prepositions, and vocabulary are also strong. Articles, agreement, and capitalization

are acceptable but require consolidation.

Full stops represent the priority area for improvement. Although 69.0% is close to the 70%

threshold, it remains the lowest result. This means learners need more practice in sentence
boundaries and punctuation marks.
Key Messages

* Coherence is fully mastered by the group.

* Spelling, prepositions, and vocabulary represent strong support points.
* Articles, agreement, and capitalization need repeated correction.
* Full stops should become the main focus of short-term remediation.

The next pages present each question with its frequency table, pie chart, and pedagogical

interpretation.
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4. Detailed Analysis with Pie Charts: Q1 and Q2.1

Q1 — Coherencein written production

Category | Freq. % Level

Succeeded 29 100.0% | Excellent
Did not

0 0.0%
succeed

Total 29 100.0%

Result: 29 out of 29 learners succeeded
(100.0%). 0 learners did not succeed (0.0%).

Interpretation: This excellent result confirms
that the learners can organize ideas and link

sentences logically.

Q2.1 — Useof articles (a/ an/ the)

Category | Freq. % Level

Succeeded 22 75.9% Good
Did not

7 24.1%
succeed

Total 29 100.0%

Result: 22 out of 29 learners succeeded
(75.9%). 7 learners did not succeed (24.1%).
Interpretation: This good result shows
acceptable control of articles, but the

remaining errors require targeted practice.
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Q1: Coherence in written production

Succeede
29 (100.0%)

Pie chart for Q1 (N = 29)

Q2.1: Use of articles (a/ an / the)

Did not succeed
7 (24.1%)

Succeeded
22 (75.9%)

Pie chart for Q2.1 (N = 29)



Page synthesis: Learners are very strong in coherence and generally good in article use. The
main teaching action for this pair is to maintain text organization while strengthening the

distinction between a, an, the, and zero article.
5. Detailed Analysiswith Pie Charts: Q2.2 and Q2.3
Q2.2 — Subject-verb agreement

category Fl'eq_ % Level Q2.2: Subject-verb agreement

Succeeded 21 72.4% Good

Did not succeed
8 (27.6%)

Did not
8 27.6%

succeed
Total 29 100.0%

Result: 21 out of 29 learners succeeded

(72.4%). 8 learners did not succeed (27.6%).

Succeeded
21 (72.4%)

Interpretation: This result indicates that
Pie chart for Q2.2 (N = 29)
agreement rules are understood by many

learners but still need consolidation.

Q2.3 — Vocabulary / word retrieval

Category Freq. % Level Q2.3: Vocabulary / word retrieval
Very 4 (13.8%)
Succeeded 25 86.2%
Good
Did not
4 13.8%
succeed
Total 29 100.0%

Succeeded
25 (86.2%)

Pie chart for Q2.3 (N = 29)
Result: 25 out of 29 learners succeeded

(86.2%). 4 learners did not succeed (13.8%).
Interpretation: The high rate reflects a strong
ability to retrieve and use appropriate

vocabulary in context.
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Page synthesis: Agreement requires continued correction, while vocabulary is a clear strength.
Grammar practice should be connected to meaningful written production rather than taught only

as isolated rules.
6. Detailed Analysis with Pie Charts: Q3.1 and Q3.2
Q3.1 — Spelling

Q3.1: Spelling
Did not succeed
3(10.3%)

Result: 26 out of 29 learners succeeded

(89.7%). 3 learners did not succeed (10.3%).

Interpretation: Spelling is a strong area. Only

a small number of learners need individual

support.

Q3.2 — Capitalization

Result: 21 out of 29 learners succeeded

(72.4%). 8 learners did not succeed (27.6%).

Interpretation: Capitalization is generally

good, but repeated correction is still needed

for consistent application.
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Category | Freq. % Level
Very
Succeeded 26 89.7%
Good
Did not
3 10.3%
succeed
Total 29 100.0% 2680.7%)

Pie chart for Q3.1 (N = 29)

Category | Freq. % Level Q3.2: Capitalization
Succeeded 21 72.4% Good D1 mot succeed
8 (27.6%)
Did not
8 27.6%
succeed
Total 29 100.0%

Succeeded
21 (72.4%)

Pie chart for Q3.2 (N = 29)



Page synthesis: Spelling is very good, while capitalization still needs systematic revision. A

simple checklist before submission can help learners apply capital letters more consistently.
7. Detailed Analysiswith Pie Charts: Q3.3 and Q3.4
Q3.3 — Full stops/ punctuation

Q3.3: Full stops / punctuation

Category | Freq. % Level Did not succeed

9 (31.0%)

Needs
Succeeded 20 69.0%
Work
Did not
9 3 1 '0% Succeeded
succeed 20 (69.0%)
Total 29 100.0%

Pie chart for Q3.3(N = 29)

Result: 20 out of 29 learners succeeded
(69.0%). 9 learners did not succeed (31.0%).
Interpretation: This is the weakest indicator.
Learners need explicit practice on sentence

boundaries and full stops.

Q3.4 — Prepositions

Category Freq. % Level , Q3.4: Prepositions
D e s
Very
Succeeded 26 89.7%
Good
Did not
3 10.3%
succeed
Total 29 100.0%

Succeeded
26 (89.7%)

Result: 26 out of 29 learners succeeded (89.7%).
3 learners did not succeed (10.3%).

Pie chart for Q3.4 (N = 29)

Interpretation: This very good result shows
strong control of common prepositions, with

light revision needed only.
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Page synthesis: Full stops are the priority area for intervention. Prepositions are strong and only
require light revision. Therefore, punctuation should receive more attention in the next

classroom sequence.
8. Pedagogical Intervention Plan

The following plan translates the statistical results into classroom actions. It gives priority to

the weakest indicator while maintaining the strongest areas.

) ) ] Expected
Time Frame Target Skill Classroom Action
Outcome
Insert punctuation in short Better sentence
Short term Full stops )
unpunctuated texts. boundaries.
o Use a checklist before More consistent
Short term Capitalization o .
submitting each task. capital letters.
Underline subjects and '
. _ Improved subject-
Short term Agreement circle verbs in learner .
verb relation.
sentences.
‘ ‘ Choose a, an, the, or zero Better article
Medium term Articles o
article in context. control.
‘ Build thematic word '
Medium term Vocabulary N Richer word use.
banks before writing.
‘ ‘ Create individual spelling Fewer repeated
Medium term Spelling ‘ '
lists from learner errors. mistakes.
Integrated Plan, draft, peer-correct, Improved overall
Long term N ) )
writing and rewrite. production.

Self-Correction Checklist

* Did I start each sentence with a capital letter?

* Did I finish each sentence with a full stop?

* Does each verb agree with its subject?

* Did I use articles correctly?

* Did I check spelling before submitting?

* Did I use suitable vocabulary for the topic?
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SuggestedFollow-Up

A short follow-up assessment can be administered after three or four weeks. The same eight
indicators should be used again. The most important progress indicator would be an increase in

the full stops score from 69.0% to at least 75.0%.

Based on the corrected sample size of 29 learners, the learners' written production can be
described as generally good. The strongest result is coherence, where all learners succeeded.

This shows that learners are able to organize ideas and produce understandable texts.

The very good results in spelling, prepositions, and vocabulary indicate that the group has
important linguistic resources. These resources should be maintained through regular written

production and short revision activities.

The indicators that require consolidation are articles, subject-verb agreement, and
capitalization. These skills should be practiced inside real sentences and short paragraphs, not

only through isolated rule explanation.

The priority area is full stops and punctuation. This is the only indicator below the 70%
threshold. Learners need explicit practice in identifying complete sentences and separating

ideas clearly.

» Maintain coherence through regular planning and sequencing activities.
» Use weekly punctuation tasks focused on full stops.

» Apply a compulsory checklist to all written production tasks.

* Use learners' real mistakes as correction material.

* Repeat the assessment after a short period to measure progress.

The corrected results do not indicate a weak group. They indicate a group with good writing
potential and precise needs in editing accuracy. With focused practice, especially in punctuation
and capitalization, learners are likely to improve the clarity and quality of their written

production.
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Conclusion

Based on the tables, pie charts, and hypothesis tests, the Competency-Based Approach (CBA)
shows a positive effect on improving pupils' independence, connecting writing with the task,
and developing logical coherence in short written productions. However, this effect does not
appear with the same strength in all aspects, because linguistic competence, orthography, and

sentence construction remain clear difficulties for Sth-year pupils.

The results also show that insufficient pedagogical training, lack of resources, large class sizes,
and the complexity of the Situation-Problem are important obstacles to the full implementation
of CBA. Therefore, improving outcomes requires clearer teacher training, sufficient
instructional time, and short, gradual writing activities that help pupils move from the idea to

the sentence and then to a coherent short text.

69



General Conclusion

This dissertation sought to investigate the critical cognitive and pedagogical interconnectedness
between reading and writing within primary education, specifically examining how deep
reading comprehension serves as a primary catalyst for enhancing learners' written production.
Structurally framed within the Competency-Based Approach (CBA), the study aimed to move
beyond traditional, fragmented methods of language teaching toward an integrated instructional
model that leverages literacy skills holistically. By establishing a robust theoretical foundation
drawing upon cognitive models of language integration, transactional reading theory, and
cognitive processing frameworks, this research provided a comprehensive understanding of
how receptive language skills directly inform and shape productive linguistic capabilities in
young learners. The empirical phase of this research yielded significant insights through the
rigorous textual analysis of learners' written production. Contrary to historical assumptions
regarding the pervasiveness of mechanical errors in primary-level writing, the findings revealed
highly positive outcomes, manifested in a substantial decrease in linguistic, orthographic, and
organizational error rates. Meticulously interpreted through cognitive lenses, this empirical
success underscores the fact that conscious, guided, and deep engagement with texts facilitates
the transition of structural and grammatical rules into a stage of cognitive automaticity. By
reducing the lower-level cognitive load expended on monitoring basic mechanics, learners were
able to efficiently manage their mental capacity, shifting their focus toward higher-order
composition, structural quality, and coherent textual organization. Ultimately, this study
confirms that the deep processing of meaning during reading acts as a fundamental mechanism
for error reduction and quality refinement in student writing. In alignment with contemporary
pedagogical frameworks, these findings demonstrate that integrating language skills within a
communicative, problem-solving matrix not only optimizes instructional efficiency but also
successfully fosters the baseline competencies required in early literacy development.
Consequently, the successful realization of these outcomes underscores an urgent pedagogical
requirement: the necessity of providing rigorous professional training and continuous
development for primary school teachers. It is imperative that educators possess a
comprehensive understanding and a deep, practical awareness of the Competency-Based
Approach (CBA). Without such specialized training, teachers cannot effectively design or
implement the integrated, text-based instructional practices required to cultivate these
meaningful literacy experiences. Moving forward, the outcomes of this dissertation provide
curriculum designers and educators with a validated pedagogical pathway to enhance written
proficiency across the primary education sector
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Appendix 01
ResearchQuestionnaire for Primary SchoolTeachers

StudyTitle: Assessing the Impact of Competency-Based Approach (CBA) on the Integration
of Literacy Skills in Algerian Primary Schools (5th Year)

Introduction:This questionnaire aims to gather data on the implementation of CBA and its
impact on pupils' literacy skills. Your responses are anonymous and will be used for academic
research purposes only.

Section 1: Teacher Background

Please check the appropriate box.

1. Years of experiencein primary education:
® [ ] 0-5 years

® [ ] 6-10 years

® [ ] 11-20 years

® [ ] 20+ years

2. Have you received specifictraining in the Competency-BasedApproach (CBA)?
® [ | Yes, comprehensive training
® [ ] Yes, basic training

® [ ] No training received

Section2: CBA and Student Literacy Performance

Pleaserate the following statementsbasedon your experience with 5th-year pupils.

3. Sinceimplementing CBA, pupils approach the "Situation-Problem" with more
independence compared to traditional methods.

o [ ] Strongly Agree

e [ | Agree

e [ ] Neutral

e [ ] Disagree

o [ ] Strongly Disagree
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4. How would you rate the effectivenessof CBA in helping pupils stay on topic
(Relevance)?

o [ ] Very Effective
e [ ] Effective
o [ ] Somewhat Effective

o [ ] Ineffective

5. In terms of "Coherence" (logical flow of ideas), what changehave you observedin
studentwriting?

o [ ] Significant Improvement
o [ ] Slight Improvement

® [ ] No Change

o [ ] Decline in Coherence

6. Which literacy area has shownthe most significant improvement under the CBA
framework? (Chooseone)

e [ | Relevance(Addressingthe task/Situation-Problem)
e [ ] Coherence(Logical flow and organization)
e [ ] LinguisticCompetence(Grammar and vocabulary)

e [ ] Orthography/Mechanics(Punctuation and spelling)

7. Please describe any specific changesyou have noticed in how pupils structure their 2—
3 line writing productionsunder CBA.

Section 3: Implementation Obstacles& Challenges

8. Do you feel the current 5th-year curriculum provides enoughtime to move from basic
memorization to the full "integration of skills"?

® [ ] Yes, definitely
e [ ] Mostly

e [ ] Rarely
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e [ | Not at all

9. Rate the following obstaclesbased on how much they hinder your implementation of
CBA (1 = Not a hurdle, 5 = Major hurdle):

e Lack of physical resources (textbooks, ICT): [1][2] [3][4] [5]

e Insufficient pedagogical training: [1] [2] [3] [4] [5]

e Large class sizes: [1] [2] [3] [4] [5]

e Complexity of the "Situation-Problem" for 5th graders: [1] [2] [3] [4] [5]

10. What is the biggestchallenge you face when teaching the Subject-Verb-Object (SVO)
syntax within a competency-based lesson?

Section4: Deep Dive into Literacy Aspects
11. When pupils produce short texts (2-3 lines), where do they struggle the most?
e [ ] LinguisticCompetence(Choosing the right words/grammar)

e [ ] Orthography/Mechanics(Usingcapital letters, periods, and spelling)
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Appendix 02

3.4.2. Learner's exam sheet(written production)

Task five: writea short paragraph about Aymen

N;me= Aymen / | \ E

, ubaﬂm 0 cL aﬂgx/?.mﬂi—euo.ac He_waz/ﬁ" f_Vm‘ﬁ"" P Job: Journalist

Lagec

Place of work: Tv statior
Hobbles: Reading and

fishing

Name: Aymen /1 \ = I
Job: Journalist

Place of work: Tv statior
Hobbies: Reading and

fishing

T X A ymm W W%‘t}{ 2 \\AQH- N AYame: Aymen

WWWHEWV Job: Journalist

| Place of work: Ty statior

—=_"-""| Hobbles: Reading and
fishing
Task five: writeashort paragraph about Aymen Semrt?
Name: Aymen LN E-
(j&;:rn.. Ban A e L e Auos i g
1 sy M —LK_A,""”'\-{_., Job: Journalist

TN Tt oa Fin Vaies 1"‘;3 53 v Place of work: Ty statior
= - o = S — | Hobbles: Reading and
E;iagsmiﬂ 9 Ly

S fishing
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Task five: wiitea short paragraph about Aymen

1 ]

i b

Name: A\;men/ N\ -

Job: Journalist
_Place of work: Tv statior

1]
(A‘,Urmom yPnYa) j’fh L ma /:\J‘“n,p&im ,.‘I =/

Hobbles: Reading and

fishing

Name: Avmen‘/i \ E
Job: Journalist

-| Place of work: Ty statior

Hobbles: Reading and

L1 . .
e IIRSIRS TG

4

VADlo

L.

fishing

Ht’i )Z@’U@') Tads @q amd Ww%lj{e__,

Task five: writea slgrt paragraph about Aymen

-

.-’_\i 3

otm Natinm Ha war’/‘;\ norhma wml

molink . He wearfloym

Name: Aymen /1 \ &
Job: Journalist

Mﬁu@v HLLM W‘?‘Sfu'nﬁ %JM

Place of work: Ty statior
Hobbles: Reading and

fishing

Task five: writea short paragraph about Aymen

\

A
\
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T-Sk five: writea short paragraph about Aymen
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Job: Journalist
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Tésk five: writea short paragraph about Aymen
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Name: Aymen /1 \ =
Job: Journalist
~| Place of work: Tv statior
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Task five: writeashort paragraph about Aymen
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'Task fwe: Wr_ite a short paragraph about Aymen K“‘---C.,-
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Job: Journalist
Place of work: Ty statior

'Tqv 2 i O | 4 L
T 1 Y AL F oo O F MMMAA.&.@M fishing
Task five: writea short paragraph about Aymen \\:‘L‘, M
» L ¥ s L Fi i Mgt :
Wﬁmﬂ;m , 7 1] R — L
) 211 . :
i e fj | VSoilir /e Lasd Job: Journalist
#/Lé ; /fm»%/_ —— — Place of work: Tv statior
Hobbles: Reading and
fishing
Task_ﬁue: Write a short paragraph about Aymen \\_ ,___..»'} 3 b
— " VAR
i ' rep s . Name: Aymen
YN Vs a gy0di remalli - He Wasen ima Job: Journalist

2 ) In ,
Ty Nk idve, Mo Yanser Pzﬂm-}img, amnd E A mcfa

+PPlace of work: Tv statior

[,«- - || Hobbles: Reading and
".‘ 4 fishing
Task HUE: Write acs}hor:: paragraph about Aymen e = ) - o
A _— ) _ . _ ,,93 ?z! a Name: Aymen E
TSV Lot son dipamd | eloereatst
AL AL f i B ...r 17 ', Hobbles: Reading and
II'\R .-;/_,. fishing

80




la R FiVE: Write a short paragraph about Aymen
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Appendix 03

MINISTRY OF NATIONAL EDUCATION MINISTRY OF NATIONAL EDUCATION

b. The SectionLayout:The section is the basic component of a sequence. It includes 5
sessionsof45minuteseach. In each session, there is either one or 2 communicative
objectivestobe achieved through a set of tasks.

Session 1 I Sing & Have Fun 10 mn

I Listen & Repeat 35 mn

(wn Session 2 I Read & Discover 45 mn
R
N

8 Session 3 I Read & Enjoy 45 mn
N

Session 4 I Read and Write 45 mn

Session 5 I play Roles 45 mn

Table 4 : The SectionLayout - Year 4
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MINISTRY OF NATIONAL EDUCATION MINISTRY OF NATIONAL EDUCATION

b. The sectionLayout: The section is the basic component of a sequence, It includes 4 sessions
of 45 minutes each. In each session, there is either one or 2 communicative objectivestobe
achieved through a set of tasks.

Session 1 I Sing & Have Fun 10 mn
o I Listen & Repeat 35 mn
. o
8 Session 2 I Read & Discover 45 mn
O
N - -
Session 3 I Read and Write 45 mn
Session 4 I play Roles 45 mn

Table 4 : The SectionLayout — Year 3
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MINISTRY OF NATIONAL EDUCATION
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5.5 The Planing Learning Canvas

Sequences Sections Sessions Lessons Timing

1 | Get Ready 45 mn

2 I Listen & Interact 45 mn

0 1 Jobs, i I Listzn&& Dijcoverd 35 mn

: I Read & Understan S mn

% Occupations 5 I Read & Discover 45 mn

:IO: 6 I Learn & Enjoy 45 mn

— O 7 I Learn to Write 45 mn

5 S 8 I Write 45 mn
z o

- g 1 I Listen & Interact 45 mn

8’ § 2 I Listen & Discover 45 mn

nn o ; 3 I Read & Understand 45 mn

8 2 Hobbies 4 I Read & Discover 45 mn

g 5 I Learn & Enjoy 45 mn

9, 6 I Learn to Write 45 mn

7 I Write 45 mn

8 I Check my Progress 45 mn

PAUSE:REMEDIATION & STANDARDISATION 2h

1 | Get Ready 45 mn

2 I Listen & Interact 45 mn

1 Amenities 3 I Listen & Discover 45 mn

o 4 I Read & Understand 45 mn

% 5 I Read & Discover 45 mn

. E 6 I Learn & Enjoy 45 mn

52 I 7 I Learn to Write 45 mn

(2) g 8 I Write 45 mn

g = 1 I Listen & Interact 45 mn

o = 2 I Listen & Discover 45 mn

53'] % 2 Signs & 3 I Read & Understand 45 mn

£ Directions 4 I Read & Discover 45 mn

:E 5 I Learn & Enjoy 45 mn

6 I Learn to Write 45 mn

7 I Write 45 mn

8 I Check my Progress 45 mn

PAUSE2: REMEDIATION & STANDARDISATION
Didactic Guide of English — Key Stage 3 Page 66
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cyber
Mettre en évidence

cyber
Rectangle
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