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ABSTRACT 

 

    Algeria has started implementing the Competency Based Approach (CBA) since 

2003 seeking to prepare more competent learners able to relate what they study at school to 

their everyday life. Based on the assumption that middle school teachers of English adapt 

alternatives to CBA’s principles while teaching writing, the current study aims chiefly at 

probing into these adaptations from the perspectives of teachers. In order to achieve the 

objectives of this study, the researchers made use of two main research tools to data 

collection. A questionnaire has been administered to middle school teachers of seven schools 

in El-milia, Jijel, namely Bouachba Ziadi, Elttahdib, Zouikri Mohamed, Beghidja Ahmed, 

Boubertekh Ammar, Cheroual Abdelrahmane and Bouziough Ahmed. The findings of the 

study showed that the most of the adaptations teachers make are in some steps of the writing 

process due to some constraints they encounter such as the insufficiency of time and large size 

classes. 
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1. Statement of the Problem 

    Traditionally, the field of foreign language learning (FLL) has always been an 

important practical concern especially after the appearance of globalization which has brought 

radical changes in the said field. Accordingly, education, as the other fields, was influenced 

by these changes so that new approaches came to light such as the competency based 

approach (CBA), which has been adopted by some educational systems including the 

Algerian one. the latter has started implementing this approach since 2003 seeking to enable 

learners improving their competencies as well as empower them to focus on mastery of 

valuable skills and knowledge and learn at their own pace. Furthermore, this educational 

method puts strong emphasis on pupils’ activities rather than the teacher’s role and pushes 

them to reinvest their knowledge while performing tasks at school level as well as at social 

and professional levels.  

     Although the competency-based program is a novelty, its objectives are not new. 

Actually, educationists have always been interested in developing general “know- how” 

processes and in fixing knowledge acquired in class. This program will allow the Algerian 

learner to develop his capacity to think and act according to a vision of a world that he will 

construct day by day. Implementing CBA in teaching, however, entails applying its principles 

in all aspects of the language including the four skills that are listening, speaking, reading and 

writing. Indeed, the latter is of crucial importance since it serves as a foremost way to 

examine pupils’ performance. In a matter of fact, the implementation of CBA in teaching 

writing in second language classrooms by middle school teachers is still a problematic issue. 

In other words, researchers have noticed a huge gap between CBA theoretical framework and 

teachers’ actual implementation of this method in EFL classrooms. Hence, the present study 

seeks to obtain clear insights about the application of CBA by middle school teachers of El-

milia, Jijel. 
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2. Research Questions 

      In order to probe into the problem, the researchers find it necessary to pose the 

following questions: 

1. Is knowledge about CBA necessary for its effective application in teaching writing? 

2. What are the major obstacle(s) that hinder the implementation of all the CBA’s principles 

in teaching writing from the teachers’ perspectives? 

3. In view of the constraints presented by teachers, how do teachers of English adapt CBA to 

teach writing to cope with these constraints?  

4. What suggestions can teachers offer depending on their experience in the field to 

effectively teach writing? 

3. Hypothesis of the Study 

The study at hand is mainly based on the following hypotheses:  

• If teachers think that the syllabus should be taught as predetermined by the 

guide book, then, their teaching of writing would be competency based. 

• If teachers use CBA to teach writing, then, they would adapt and select from 

its principles. 

4. Purpose of the Study 

       Despite of   the efforts made by the Algerian educational ministry and experts to 

ameliorate the teaching/ learning process of English, the pupils’ proficiency, especially in 

writing, is still very poor. Thus, it becomes a requirement to take action and investigate the 

implementation of CBA while teaching writing in middle schools. Accordingly, this piece of 

research aims at exploring deeply the application of CBA’s writing principles by middle 
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school teachers of el-Milia, Jijel, taking into account the teachers’ perspectives. It also intends 

to examine the necessity of knowledge about CBA for its effective application in teaching 

writing as well as diagnosing the major constraints that oblige teachers to adapt other 

alternatives to this approach.  

5. Means of the Research 

 In order to achieve the objectives of the study set up by the researchers and arrive at 

significant results, two research instruments will be used: a questionnaire and teachers’ cards. 

The questionnaire will be administered to middle school teachers of English in El-Milia to 

investigate the implementation of CBA while teaching writing as well as their awareness of 

teaching the writing skill under this approach. Since it is not possible to deal with all middle 

school teachers, we have to take a representative sample to be given the questionnaire. The 

other tool which refer to teachers’ lesson plans, however, aims at exploring deeply the 

different steps teachers follow while presenting their written tasks in addition to checking 

whether these steps fit CBA’s principles. 

6. Structure of the Dissertation 

The present research is divided into three chapters. Chapters one and two are devoted to 

the literature review and chapter three is about the analysis of both quantitative and qualitative 

responses and the results obtained from the teachers’ questionnaire and their cards. 

 The first chapter is devoted to the overview of Competency based approach through 

providing the following elements: definition of approach, method and technique,   historical 

background of CBA and its definition, what is meant by competence, competency and 

communicative competence, theoretical underpinnings of CBA as well as its features and 

characteristics, types of learning and teaching activities, roles of teacher and learner and 

assessment in the CB A. 
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In the second chapter of the literature review, light is casted on the writing skill. The 

chapter comprises a definition of learning to write, the nature of writing and its basic rules, a 

distinction between speaking and writing and the connection between the latter and reading. 

Then, the different approaches to teaching writing and the way a writing course is taught 

following CBA’s principles are shown. Revealing the teacher’s role and the steps of the 

writing fitting CBA. The chapter is concluded with some techniques that characterize writing 

under CBA, assessment of writing and later types of scoring. 

Finally, the last chapter of the present research study deals with the investigation of how 

the CBA is implemented by middle school teachers of English through analyzing and 

discussing the results obtained from teachers’ questionnaire and cards.  
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Chapter One: An Overview of Competency Based Approach 

Introduction 

The worldwide demand for English has prompted many developments to the ways 

English is taught as a second or foreign language. As a result, various approaches have been 

developed for teaching English, of which the Competency-Based Approach (CBA), subject to 

this research paper, constitutes an important step in the direction of perfecting the teaching 

profession and offering learners the best learning experience and outcomes.  

This chapter focuses on the CBA, and presents an overview of it. Before it supplies the 

historical background of the approach, the notions of approach, method and technique are 

defined and distinguished from each other. The same procedure is carried out with the terms 

competence and competency. These will be followed by discussing the theoretical 

underpinnings of the approach in terms of theory of language and theory of learning. Next, 

features of this approach and its types of learning and teaching activities are presented. 

Finally, this chapter shows the teacher’s and learner’s roles under the CBA. 

1.1. Definition of Approach, Method, and Technique 

In 1936, the American applied linguist Anthony identified three levels of the 

conceptualization of theories in language teaching and the organization of language teaching 

methodology which are: ‘approach’, ‘method’, and ‘technique’.  The three are concepts are 

arranged in the form of hierarchy in which ‘approach’ is the umbrella term, ‘method’ 

encompasses the third component, ‘technique’, and the three levels are interrelated and 

interdependent. 
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1.1.1. Approach 

          According to the Anthony’s Model (1965) an approach refers to a set of assumptions 

dealing with the nature of language as well as the nature of language teaching and learning (in 

Richards & Rodgers, 1986:15). In other words, an approach embodies the theoretical 

principles governing language learning and language teaching. Similarly, Harmer (2001) 

asserted that an approach is about both how to use language and how its components overlap. 

Likewise, Davies (2000) declared that an approach is broader than a method; the former 

covers theories about language and language learning and the “the realm of methods” deals 

with what the teaching process should include (186). 

1.1.2. Method 

Anthony defined a method as “the overall plan for the orderly presentation of language 

material, no part of which contradicts, and all of which is based the selected approach” (in 

Richards & Rodgers, 1986:15). Moreover, a method can be defined as “the practical 

realization of an approach” (Harmer, 2001:78). In other words, a method is the application of 

the principles of a particular approach. 

According to Davies (2000) a method includes a general approach, but it is more 

detailed than an approach because it collects such things as syllabus, learning-teaching 

activities, materials and so on (p. 186). However, according to Mackey (1975) a method may 

mean different things to different people; these may include: 

• A set of teaching procedures;  

• The primary of a language skill; 

• The type and amount of vocabulary and structure. (155) 
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1.1.3. Technique 

      Anthony (1963) claimed that a technique is the implementation of a method in the 

classroom. Technique must be consistent with a method, and therefore in harmony with an 

approach as well (Richards & Rodgers, 1986:15); a technique refers to all the activities used 

by the teacher and performed by the pupils inside the class. For example, language labs are an 

audio-visual aid that can be used as a technique to achieve an immediate objective. 

Furthermore, in teaching, a technique is a specific procedure for carrying out a 

teaching activity, such as the ways a teacher corrects students’ errors or sets up group 

activities (Richards & Schmidt, 2010:590) 

1.2. Historical Background of the Competency-Based Approach (CBA) 

There is no specific text for the History of Competency Based Approaches. However, 

Competency-based Education (CBE) emerged in the 1970s in the US. It refers to an 

educational movement that advocated defining educational goals in terms of precise 

measurable description of the knowledge and skills to be attained by students. (Guskey, 2005) 

According to velde (1999), the term (CBA) was used for the first time in the USA in 

the late 1960, then in 1970, it was applied in the professional educational programmes in the 

USA; later, in 1980, it started to be common use in the vocational training programmes in the 

UK, Germany and many others; after ten years (in 1990), Australians added this approach to 

their vocational professional skills recognition. 

Butova (2015) cited Chomsky (1968) who declared that “there are differences between 

competence and knowledge of language and application of actual use of language” (251). 

According to her, the first idea of the CBA came from the so-called generative grammar by 

Chomsky; later, it was transformed into an educational trend in the USA. Butova carried on 

presenting a detailed explanation of the historical development of the CBA by dividing it into 
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three stages. The first stage, spanning the period between mid-1960 and early 1970, witnessed 

the introduction in scientific terminology of basic notions such as competency and 

competence for a future educational discipline. The second stage, which lasted from the mid-

1970 to the early 1990, was the era for establishing and developing various concepts of the 

CBA; however, the application of these concepts was limited to purely psychological, human 

resources, and psychological and administrative spheres. Nonetheless, some educational 

aspects of the CBA were established, in general, due to the fact that the competency theory 

originated in linguistics and linguistic theory.  These educational aspects started to 

characterise the field foreign language teaching (Burns, 2002:33-35), constituting what should 

be considered as the first preceptor of the competency-based orientation. The third stage, 

extending to the present, is one for the continuous global development and active 

implementation of the conclusions made at the previous stages. 

1.3. Definition of the Competency-Based Approach 

The CBA focuses on the outcomes of learning, and is defined by Richards & Rodgers 

(2001) as: “… an educational movement that advocates defining educational goals in terms of 

precise measurable descriptions of the knowledge, skill, and behaviours, students should 

possess at the end of a course of study”. Hence, the approach does not give priority to one 

area over another. By contrast to other approaches, such as the Grammar Translation Method, 

which gives priority to content and memorisation, and the Audio-Lingual Method, which 

emphasizes the formation of positive behaviours, the CBA focuses on the development of 

skills that are mostly discarded in the previous methods and left for vocational training. In this 

regard, Savage (1993) stated that CBE is a functional approach to education that emphasizes 

life skills and evaluates mastery of those skills according to actual learner performance (15). 

The Algerian Ministry of National Education, for its part, defined the CBA in the first 

year middle school teacher’s guide (2003) as “a know how to act process which interacts and 
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mobilizes a set of capacities, skills and an amount of knowledge that will be used effectively 

in various problem-situations or in circumstances that have never occurred before.” (4). 

Moreover, the CBA was defined by the U.S. Office of Education as a “performance-based 

process leading to demonstrated mastery of basic and life skills necessary for the individual to 

function proficiently in society”. (U.S. Office of Education, 1978)  

The above mentioned definitions, given to the CBA all over the world, share the idea 

that this approach is based on the performance of the learner. In other words, we can simply 

say that the CBA is an outcome-based instruction which is adaptive to the changing needs of 

students, teachers and the community. Hence, the aim to develop skills for life is the 

cornerstone of the CBA. 

1.4. Definition of Competence, Competency, and Communicative Competence 

Before presenting the CBA, it is necessary to clarify what is meant by the terms 

competence, competency and communicative competence. 

1.4.1. Competence 

According to Chomsky (1965:4), the term competence means the unconscious 

knowledge of the ideal speaker-listener set in a completely homogeneous speech community. 

Such underlying knowledge enables the user of language to produce and understand an 

infinite set of sentences out of a finite set of rules. 

Competence is the faculty of mobilizing a set of cognitive resources such as 

knowledge, capacities, and information, to face with efficacy and pertinence a family of 

situations (Perrenoud, in Gentile & Bencini, 2002:10). In this context, Perrenoud gave an 

example of an ill child to make the definition of the term competence clearer. He mentioned 

that knowing how to treat an ill child is a competence which mobilizes some capacities such 

as taking temperature and knowing how to observe the physiological signs. According to him, 
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this competence also requires knowledge of pathologies and their symptoms, some emergency 

measures, what medicines to dispense, and some medical and pharmaceutical services.  

Similarly, Le Bortef(1994) stated that a competence relates to the mobilization of one's 

cognitive resources to face with success a family of complex situations. 

In addition to the definitions given above, a competence can also be defined as what 

people can do, involving the ability to perform in a given context, and the capacity to transfer 

knowledge. Moreover, the term competence gives more importance to the outcomes of 

learning (Harris et. al., 1995:16). In other words, competence indicates sufficiency of 

knowledge and skills that enables one to act in different situations since each level of 

personality has its own requirements. 

De Se Co (2002, in Lobanova & Shunin, 2008:4) also defines competence as “a 

system of internal and external mental structures and abilities assuming mobilization of 

knowledge, cognitive skills and also social behavioural components such as attitudes, 

emotions for successful realization of activity in a particular context”. In this respect, 

competence can be understood as the dynamic organizing of activities’ structure, allowing a 

person to adapt to various situations on the basis of gained experience and practice 

Furthermore, De Se Co  asserted that there are six components of the term competence that 

can be noticed: 

� Autonomous Competence 

It is to make students learning confront complex and significant situations; their 

personal process of adaptation relies on their cognitive and affective resources, while also 

taking into account the influence of their social and cultural interactions with the world 

around them. 
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� Interactive Competence 

It is the ability to use language orally to interact with others in order to create social 

relations, express needs, understand and address needs of others and to get things 

accomplished.  

� Social Competence 

It can be developed by making a learner integrated and involved in a given 

conversation or situation for instance. The learner will learn some communicative strategies 

help him/her the ability of joining groups. 

�  Linguistic Competence 

It includes the learning and mastery of grammar, pronunciation and the vocabulary 

needed in a given context. There is a separate set of descriptors of linguistic competence for 

each grade level. 

�  Strategic Competence 

It helps students to acquire, remember, organize and use information on an ongoing 

basis. The language strategies are incorporated into the competencies, rather than listed 

separately. 

�  Pragmatic Competence 

It is the ability to use language effectively in order to reach a specific object and 

understand language in context.  

Similarly, Burke (1989:9) claimed that the term ‘competence’ refers to two main 

ideas: 

� Competence indicates the capacity in an individual. For example, a 

person’s ability to perform adequately to the standard required or it is the effective use 

of a skill. 
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� A competence is an element of a life role or occupation. It can be 

described as a specific skill or ability. 

1.4.2. Competency 

Competency refers to superior performance. It is a skill or characteristic of a person 

which enables him or her to carry out specific or superior actions at a superior level of 

performance. However, we can say that competency is not the same as performance, but it is 

what enables performance to occur; this is a view that is supported by Armstrong (1995:49) 

who posits that “competence as a fully human attribute has been reduced to competencies – a 

series of discrete activities that people possess the necessary skills, knowledge and 

understanding to engage in effectively”.  

We can also add that the term competency varies from one school of thought to 

another. According to behaviourism, it is used to design an observable and measurable 

behaviour resulting from a certain training. On the other hand, competency in constructivism 

is used to illustrate the construction of capacities acquired from an interaction between 

individuals engaged in the same situation (Ertmer & Newby, 1993:56). 

       Moreover, Kouwenhoven (2003:36) also presented a comprehensive definition of 

competency, encompassing knowledge, skills and abilities to realise activities: 

“it is the capability to choose and use an integrated combination 

of knowledge, skills and abilities with the intention to realize a 

task in a certain context, while personal characteristics such as 

motivation, self–confidence and will power are part of that 

context” . 

Basing on what is said previously, we can say that competency is a system that 

involves the necessary knowledge and capacities that a given solution requires. That is to say, 



13 

 

competency is the ability to do or perform something well. It refers to the skill that one needs 

in a particular job or task. 

Two more definitions have been given by the US department of Education (2002) and 

the Algerian Ministry of Education. The former considers competency as a group of skills, 

abilities and knowledge required to perform a task, and the latter defines it as  “a system of 

conceptual and procedural parts of knowledge organized into schemes that help identify a 

problem task and its solution through an efficient action within a set of situations” (Ameziane, 

2005:12). In other words, ‘a competency’ may be simply defined as the ability of a student to 

accomplish tasks adequately, to find solutions and to realize them in real life situations. 

In point of fact, many linguists discussed the confusion between the term 

’competence’ that means a skill, and the term ‘competency’ that is mostly linked to the 

behaviour of the individual that yields performance. For more precision, an analysis of the 

term ‘competence’ and ‘competency’ has been illustrated in the form of an ascending scale by 

Schneckenberg and Wildt (2006 , in Lobanova & Shunin, 2008:12), as shown by Figure 1.01 

below. 



14 

 

     

 

   According to them, accomplishing a competency is a complex process that requires                     

             The development of necessary skills, knowledge and attitudes to do a task 

successfully. This process begins with the perception of information which is subsequently 

adapted in mental structures leading to the second step; i.e. to knowledge. If this knowledge is 

applied effectively in a certain context, it may enable the learner to do a certain task provided 

he/ she is motivated enough and has a positive attitude towards it. This can lead to 

competence if the task is adequate to the required level. But on the way to competency 

achievement, the learner may become proficient in doing that task through much experience 

in order to reach a superior level of performance. All of this requires from the learner much 

effort and involvement. 

 

 

Figure1.01: Competency Development Model (Schneckenberg and Wildt, 2006) 
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1.4.3. Communicative Competence 

Hymes (1972) distinguished two kinds of competence, ‘linguistic competence’ that 

deals with producing and understanding grammatically correct sentences and ‘communicative 

competence’ that deals with producing and understanding sentences that are appropriate and 

acceptable to a particular situation. In applying his theory in the field of language teaching 

and learning, language is considered as social behaviour manifested in the total integration of 

language, communication and culture. The core of Hymes’ theory constitutes a definition of 

what the user of language has to know to be a competent communicator in a social group. 

Canale and swain (1980) defined ‘communicative competence’ as integrating at least 

three main competences: grammatical, sociolinguist and strategic competence. Grammatical 

competence includes knowledge of lexical items and of rules of morphology, syntax, 

sentence-grammar and phonology. Sociolinguistic competence is made up of two sets of 

rules: sociolinguistic rules and rules of discourse. Learners must have knowledge which 

involves what is expected from them socially and culturally. Discourse competence is 

concerned with inter-sentential relationships. Therefore, effective speakers should acquire a 

large repertoire of structures and discourse markers to express ideas, show relationships of 

time and indicate cause, contrast and emphasis.  Strategic competence is, according to Brown 

(1994), “the way learners manipulate language in order to meet communicative goals” (228). 

Brown goes on to claim that strategic competence is made up of verbal and non-verbal 

communication strategies that may be called into action to compensate for breakdowns in 

communication. However, Canale and Swain (1980) also defined this type of competence as, 

communication strategies used by learners to compensate for the limited linguistic 

competence in expressing a specific idea. 

     Moreover, Bachman (1990) divided communicative competence into 

organizational competence, pragmatic competence and strategic competence. Organizational 
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competence consists of two types of abilities: grammatical and contextual. Grammatical 

competence comprises the competencies involved in language use, while textual competence 

includes the knowledge of joining utterances together to form a unit of language by applying 

the rules of cohesion and rhetorical organization (Bachman, 1990:87-88). As regards 

pragmatic competence, it is defined as the ability to use language appropriately in a social 

context (Taguchi, 2009:1). Last, strategic competence is “the way learners manipulate 

language in order to meet communicative goals” (Brown, 1994:228).  

          Richards (2006:13) asserted that communicative competence includes the 

following aspects of language: 

- Knowing how to use language for a range of different purposes and functions 

-Knowing how to vary our use of language according to the setting and the 

participants (e.g., knowing when to use formal and informal speech or when to use language 

appropriately for written as opposed to spoken communication) 

- Knowing how to produce and understand different types of texts (e.g., narratives, 

reports, interviews, conversations) 

- Knowing how to maintain communication despite having limitations in one’s 

language knowledge (e.g., through using different kinds of communication strategies). 

1.5. Theoretical Underpinnings of the CBA 

Discussion of the theoretical background of an approach to teaching language should 

refer to two types of theories: theory of language and theory of learning. 

1.5.1. Theory of Language 

Competency-Based Language Teaching (CBLT) is based on a functional and 

interactional theory of language. According to this theory, language is a medium of 

interaction and communication between people to achieve specific goals. It is taught in the 

context in which it is used (Richards & Rodgers, 2001:141). This probably means that the 
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designers of approach precisely predict the vocabulary and structures that are likely to be used 

in those particular situations that are central to the life of the learner and can use these in ways 

that can be used to organize teaching/learning units.  

             Moreover, a functional approach to language emphasizes on what people want to do 

or accomplish while speaking, in other words, it focuses on the purpose of communication 

(Finocchiaro & Brumfit, 1983:13). 

1.5.2. Theory of Learning   

CBLT shares with the behaviourist view of learning that language forms can be 

derived from language functions. That is to say, certain life encounters call for certain kinds 

of language; thus, the type of language used is dependent on the context of use, and for each 

situation there are specific vocabulary and structures (Richards & Rodgers, 2001:143). 

Another behaviourist view related to CBLT is the mastery of learning. According to 

Bloom’s taxonomy, the mastery of each simpler category is a prerequisite to mastery of the 

next more complex one (Krathwoh, 2002:213). Bloom classified the learning objectives into 

three interrelated domains namely cognitive (knowledge), affective (attitude) and 

psychomotor (skills).  

The cognitive domain distinguishes between six major levels: knowledge, 

comprehension, application, analysis, synthesis, and evaluation. The first level is knowledge; 

it exhibits memory of previously learned material by recalling fundamental facts, terms, basic 

concepts and answers about the selection. The second level is comprehension; it demonstrates 

understanding of facts and ideas by organizing, comparing, translating, interpreting, giving 

descriptors and stating main ideas. Application is the third level; it is characterised by solving 

problems in new situations by applying acquired knowledge, facts, techniques and rules in a 

different or new way. The fourth level is analysis, a level based on examining and breaking 

information into parts by identifying motives or causes, making inferences and finding 
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evidence to support generalizations. The fifth level is based on combining information 

together in a different way by combining elements in new patterns or proposing alternative 

solutions. Evaluation is the final level in which opinions are presented and defended by 

making judgments about information, validity of ideas or quality of work based on a set of 

criteria.  

The affective domain describes the way people react emotionally, such as feelings, 

values, emotions, motivations and attitudes and the psychomotor domain is based on learning 

physical skills, which includes movement, coordination and manipulation. The development 

of these skills requires practice and can be measured, for example, in terms of speed and 

precision. 

      Furthermore, Bloom’s Taxonomy provides an important framework for teachers to 

use to focus on higher order thinking. By providing a hierarchy of levels, this taxonomy can 

assist teachers in designing performance tasks, crafting questions for conferring with students, 

and providing feedback on student work. In other words, Bloom’s taxonomy hierarchical 

model is illustrated in the importance that the CBA accords to the mobilisation of knowledge 

and skills, their gradual integration at higher levels (from level 1to level 6, as they are 

mentioned above), their application to new situations of learning or use, the integration of 

new knowledge and skills and finally the evaluation of the process and product of thinking 

(Ameziane et. al. 2005:13). This means that acquiring a certain competency requires from the 

learner to pass through different cognitive stages in order to be able to do well in a certain 

area; the learner is not allowed to move to the next stage or objective until he/she masters the 

previous one completely, and the teacher should begin with the simplest, easiest, and concrete 

tasks then moves to complex and abstract ones. 

     CBLT has common views with another learning theory which is constructivism. 

The latter offered an explanation of the nature of knowledge and the ways people learn. In the 
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constructivist point of view, individuals construct their own understanding by actively taking 

knowledge, connecting it to previously assimilated knowledge and constructing their own 

interpretation (Cheek, 1992 in Aimour, 2010:18). That is, knowledge is actively constructed 

instead of being passively received. “knowledge cannot be taught but must be constructed by 

the learner” (Candy, 1991 in Benson, 2000:35). Likewise, constructivism provided a strong 

support for the idea that learners have to be active participants in their learning process. 

Indeed rather than receiving knowledge from the outside, constructivist learners actively build 

it by putting the new information together with what they have previously come to 

understand, revising and interpreting the old knowledge so as to fuse it with the new one 

(Billet, 1996 in kerka, 1997:1). In this sense, most constructivists support the need for a 

combination and interaction between the learners’ existing knowledge and the new 

experiences. Fox (2001:24), a constructivist, summarised the claims which define the 

constructivist views of learning as follows: 

1- Learning is an active process. 

2- Knowledge is constructed, rather than innate, or passively absorbed. 

3-  Learning is essentially a process of making sense of the world. 

4- Effective learning requires meaningful, and challenging for the learner to 

solve. 

Piaget is another constructivist according whose theory learning is an individual 

process in which the interaction of the learner with the contents to be taught is of the utmost 

relevance (Coyle et.al in Faber et.al, 2002:15). For him, language and knowledge are gained 

by being involved in concrete tasks and active learning; in this way, learners for Piaget should 

be brought into focus by allowing them to experience on their own rather than to listen to their 

teacher’s lecture. 
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Vygotsky agreed with Piaget that knowledge is constructed, but emphasised the social 

context of learning by collaborative social interaction and communication (Chelli, 2010). The 

Vygotskyan theory, also known as the social constructivism, puts emphasis on social 

construction of knowledge. That is, learning occurs during social interaction with others. 

Interaction encourages individuals to deal with cognitive challenges that are above their 

current levels of ability (Wertsch, 1985 in Wrigley, 1998:2). Moreover, according to 

Vygotsky understanding happens when individuals enter into discussions and meaningful 

interaction with more capable persons. In this sense, in learning a foreign or second language, 

learners acquire language during resolution of tasks or problems which need assistance from 

the teacher or a more competent peer. 

1.6. Features of the Competency Based Approach  

According to Auerbash (1986: 414-415, in Richards & Rodgers, 2001) there are eight 

key features which are essential for the CBA: 

- A focus on successful functioning in society. This means language is 

taught in order to prepare the learners for the different demands of the world. 

- Focus on life skills. Learners are taught just those language forms, and 

skills required by the situations in which they will function. Language is always taught 

as a medium of communication in concrete tasks in which specific language forms and 

skills are required. 

- Tasks or performance-centred orientation. The focus is on what the 

learners can do with the language and certain behaviours instead of knowledge of 

language. 

- Modularized instructions. It means, objectives are broken down into 

sub-objectives so that both teachers and learners can get a clear sense of progress. 
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- Outcomes which are made explicit a priori. Outcomes are public 

knowledge, known and agreed upon by both learner and teacher. 

- Continuous and ongoing assessment. The learners are tested before the 

course to determine which skill they lack, and after they have had instructions in that 

skill, they are tested again to ascertain whether they have achieved the necessary skill 

or not. 

- Demonstrate mastery of performance objectives. The assessment is 

based on learner’s performance of specific behaviours instead of traditional paper-and-

pen-tests. 

    -    Individualization, student-centred instruction. In content, 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 concentrates on just those areas in which they lack 

competence (142).  

Weddel (2006) also suggested that the competency based approach is characterized by 

the following: 

- The competencies are stated in specific and measurable behavioural terms. 

- The contents are based on the learners’ goals, i.e. outcomes or competencies. 

- The learners continue learning until mastery is demonstrated 

- The approach makes use of an unlimited variety of instructional techniques and 

group work. 

- It centres on what the learner needs to learn, which is the application of basic skills 

in life skill language context, such as listening, speaking, reading or writing. The 

approach makes extensive use of texts, media, and real life materials adapted to targeted 

competencies.  
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- It provides learners with immediate feedback on assessment performance. 

- The instruction or teaching is paced to the needs of the learners. 

- It gets learners to demonstrate mastery of the specific competency statements or 

objectives. 

1.7. Types of Learning and Teaching Activities 

The learning activities used in CBLT are similar to those of communicative language 

teaching (CLT). They share some concepts of communicative competence that focus on the 

learner’s functional communicative skill and choosing real-world tasks related to a life 

domain (Richards & Rodgers, 2001, p. 143-144). 

     According to Richards (2006: 18-20), activities and tasks that may be used in a 

CBLT lesson are: 

- Information gap activities: they represent life situations when people 

communicate to get the information they lack. While doing these tasks, learners, in 

order to get the information, they use their linguistic and communicative resources, 

and practice language forms. 

- Jigsaw activities: These tasks are like information gap ones, the only 

difference that in jigsaw activities the learners are divided into groups.  

- Task-completion activities: in this type of activities learner are 

supposed to use their own language resources. For example, puzzles, map-reading, and 

games. 

- Information-gathering activities:  learners use their linguistic 

resources to collect the needed information, and do researches and surveys. 

- Information-transfer activities:  these activities ask the learner to 

reformulate the information. For example, read about a topic then present it as a graph. 
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- Opinion-sharing activities: ‘activities in which students compare 

values, opinions, or beliefs, such as a ranking task in which students list six qualities 

in order of importance that they might consider in choosing a date or spouse’. 

- Reasoning-gap activities: in these activities learners get the new 

information depending on a given one. For example, working out a teacher’s timetable 

on the basis of given class timetables. 

- Role plays: according to this type of tasks learners become actors, they 

play roles of a scene based on given information or clues. 

1.8. Roles of Teacher and Learner in the CBA 

1.8.1. Teacher Roles 

According to Richards and Rodgers (2001), the role of the teacher in the CBA is not 

defined by specific terms. The teacher has to provide positive and constructive feedback, in 

order to help the students to improve their skills. He/she needs to be aware of the learners’ 

needs so that everybody feels welcome in class. 

The role of the teacher changes from one of being an information-giver to that of a 

facilitator (Sturgis & Patrick, 2010). This does not mean that teachers no longer give 

information, but that they give different types of information and deliver it in different ways. 

Teachers provide the materials, the activities, and the practice opportunities to their students 

(Paul, 2008). The quality and authenticity of these materials are central to the success of class. 

Chelli (2010:61) declared that “CBA requires teachers in action. Teachers who will 

draw on their professional skills in subject matter, methodology, in decision making and in 

social skill to enable the learners to be achievers’’. Chelli went on to present more explanation 

concerning the role of the teacher. According to her, the teacher is a facilitator to the process 

of language acquisition, a researcher in the class and an observer who uses his abilities to 

observe and listen to his students. This allows to say that the teacher has to adopt a different 
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role according to the type of activity he/ she is going to deal with, but without going far away 

from the central role which is that of a facilitator. Because the teacher can assume different 

roles inside the class, the learning progress is going to be facilitated. According to Harmer 

(2001), the teacher acts as a controller and organiser, when giving instructions, explanations, 

reading aloud, organising drills for learners, giving learners information and telling them how 

they are going to do the task, and putting them in pairs or groups. The teacher may be an 

assessor; he/ she offers feedback and correction, and grades learners. In addition to the 

previous roles, the teacher inside the classroom can also be: a prompter, a providing learners 

with clarification or information when they could no longer follow what they are doing (60), 

or in other words, prompter could refer to the teacher’s role in helping a student to remember 

and formulate a point (Hedge, 2000:29).  The teachers have to activate the role of participant, 

from time to time, taking part in discussion and joining in activities. Sometime the teacher 

chooses sharing his/ her students some activities. When it goes well, students feel satisfied 

(Harmer, 2001:61). As for the role of resource, it refers to a “Person who provides students 

with materials beyond the textbook” (Dubin & Olshtain, 1986:48); the teacher guides his/ her 

learners to look for information without giving it directly; and, finally, the teacher as an 

observer requires him/ her to observe the learners’ work to give them the appropriate 

feedback. 

1.8.2. Learner Roles 

Learners must also assume different roles. They will no longer be able to rely only on 

the teacher and the classroom to be the primary sources of information. Instead, they become 

apprentices. Their role will be to integrate, produce, and extend knowledge (Jones et al., 

1994). Students take an active part in their own learning and work toward being autonomous 

learners. They learn to think critically and to adapt and transfer knowledge across a variety of 

settings. Because expectations and standards are clear and precise, students have to be 
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committed to continuing to work on each competency, mastering it, and then progressing to 

another (Richards & Rogers, 2001; Sturgis, 2012). Chelli (2010) agreed for this idea. She 

stated that  

“The learner should go through a process of personal 

appropriation, questioning his own conviction. This leads the 

learner to revise his prior knowledge and its scope to compare 

his own representation with those of his classmates, to search 

for information and validate it through consulting various 

sources of documentation and people in possession of 

information’’ (p. 80). 

CBA is a learner-centred approach. It focuses on the learner roles rather than the 

teacher’s. According to Richards and Rodgers (2001), the learners have to be active in the 

classroom, since they are expected to perform the skills learned (146); they should be active 

participants during the learning process inside the class.  

1.9. Assessment 

Basically, there are two types of assessment, assessment for learning and assessment 

of learning. These two are further divided into significant purposes: formative, diagnostic and 

summative and evaluation. 

1.9.1. Formative Assessment 

The word ‘Formative’ has been typically used to describe an improvement process 

(Brown et. al., 1996). This type is used to determine how well a student is progressing along 

the path to competency. Formative assessments must be frequent and specific. Because their 

goal is to assess progress and provide information about strengths and weaknesses, they are 

rarely graded. In CBA, the majority of assessments will be formative. It is sometimes defined 
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as assessment for learning in that it provides feedback to both teachers and learners about how 

the course is going and if the learners are doing what they need to do. Otherwise, the teaching 

and learning strategies chosen are in need of modification. It is supported by Cizek (2010) for 

its manifold uses in understanding learner achievement, difficulties and improvement so as to 

adapt teaching accordingly; in this regards, Cizek stated, 

“Formative assessment refers to the collaborative process 

engaged in by educators and students for the purpose of 

understanding the students learning and conceptual 

organization, identification of , diagnosis of weaknesses, areas 

of improvement and as a source of information that teachers 

can use in instructional planning and students can use in 

deepening their understanding and improving their 

achievement”(7). 

 
      Because formative assessment is found in all the steps of a lesson, an activity or a 

task, Cizek (ibid. 8) summarized its characteristics in the following points: 

1. Requires students to take responsibility for their own learning. 

2. Communicates clear specific learning goals. 

3. Focuses on goals that represent valuable educational outcomes with applicability 

beyond the learning context. 

4. Identifies the students’ current knowledge, skills and the necessary steps for 

reaching the desired goals. 

5. Required development of plans for attaining the desired goals. 

6. Encourages students to self-monitor progress toward the learning goals. 

7. Provides examples of learning goals including, when relevant, the specific grading 

criteria or rubrics that will be used to evaluate the students’ work. 
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8. Provides frequent assessment including peer and student self-assessment embedded 

within learning activities. 

9. Includes feedback that is non evaluative, specific, timely related to the learning 

goals, and provides opportunities for students to revise and improve work products 

and deepen understanding. 

10. Promotes meta-cognition and reflection by students of their work. 

1.9.2. Summative Assessment 

The word ‘summative’ has been used to describe a decision-making process (Brown 

et. al., 1996). This type is designed to determine whether or not the student has mastered the 

competency. Therefore, summative assessments are typically administered at the end of each 

module as the final test. A student failing a summative assessment cannot move on to the next 

competency (Richards & Rodgers, 2001). Instead, the student must repeat the unit until 

mastery is achieved. Summative assessments are performance-based and may include a 

variety of measurement tools. Paper-and-pencil tests cannot be used to assess a competency 

except perhaps when one is assessing a writing competency. True-false, fill-in-the blank, and 

multiple choice tests are forever banished from the CBLT classroom as final competency 

assessments (Richards & Rogers, 2001; Sturgis, 2012; Sturgis & Patrick, 2010).  

According to Kellough & Kellough (1999:418-419) summative purposes are 

summarized as follows: 

1. To assist student learning 

2. To identify students’ strengths and weaknesses 

3. To assess and improve the effectiveness of curriculum progress 

4. To assess and improve teaching effectiveness 

5. To provide data that assist in decision-making 

6. To communicate with and involve parents 
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1.9.3. Diagnostic Assessment 

Although, according to some authors, diagnostic assessment is a component of 

formative assessment, since, it is intended to improve the learner’s experience and their level 

of achievement, most consider it a distinct form of measurement (Kellough & Kellough, 

1999). In practice, the purpose of diagnostic assessment is to ascertain, prior to instruction, 

each student’s strengths, weaknesses, knowledge and skills. Establishing these permits the 

teacher to remediate what is to remediate and adjust the programme to meet the students’ 

needs. Furthermore, Diagnostic assessments are utilized in educational settings to help school 

officials determine the current knowledge level of a student and to know if a certain standard 

has been achieved .It also provides teachers a way of design or modify a plan for interference 

However, this assessment may take different forms; 

• Pre-tests on the content and abilities. 

• Self- assessment to identify skills and competencies. 

• Discussion of board responses. 

• Interviews.    

Conclusion 

In summary, CBA in general was a great movement in the field of foreign language 

teaching. It is a learner-centred approach which puts more emphasis on the outcomes of 

learning or competencies. Those competencies are seen as tools to enable learners to act for 

changing their lives and promoting critical thinking, since CBA teaches the language they 

need in their real life inside the classroom. 
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Chapter Two 

Teaching the Writing Skill under the Competency-Base Approach 

Introduction 

After being neglected for a long period of time, nowadays, writing occupies a central 

position in the field of foreign language teaching (FLT). Writing is a communication tool that 

translates ideas and thoughts into words and sentences. However, this sophisticated skill is 

seen as the most challenging aspect of second and foreign language learning since it requires a 

great effort from the part of learners and teachers alike.  

Given that the current study attempts to examine the implementation of the CBA in 

teaching writing, this chapter is devoted to reviewing writing in general starting from a 

definition of learning to write to the nature of writing and its basic rules. It also comprises a 

distinction between speaking and writing and how the latter is connected to reading. In 

addition to presenting the different approaches to teaching writing, it sheds light on the way a 

writing course is taught following CBA’s principles including the teacher’s role as well as the 

steps of the writing approach fitting the CBA. Finally, the chapter concludes with some 

techniques that shape teaching writing under the CBA, accompanied by assessment of writing 

and finally types of scoring 

2.1. Definition of Learning to Write 

Writing is a medium of human communication that represents language and emotions 

with signs and symbols. It allows writers to put their feelings and ideas on papers. As a result, 

learning to write is of great value to convey messages through well-constructed texts. 

According to Dyson (2001:126), learning to write “entails to differentiate and manipulate the 

elements of the written system (e.g. letters and words) in order to engage with, and 

manipulate the social world’’.  Similarly, Hyland (2003) considers learning how to write one 
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of the most challenging aspects of second language learning. He relates this view to the fact 

that even for the native speakers of English, being able to write effectively needs extensive 

and specialized instruction. Tribble (1996), on his part, asserts “to be deprived of the 

opportunity to learn to write is to be excluded from the wide range of social roles, including 

those which the majority of people industrialized societies associate with power and prestige’’ 

(3). Hence, learning to write strongly emphasizes the importance of social interaction. 

Learning to write helps the learner gain independence, comprehensibility, fluency and 

creativity in writing. Nevertheless, unlike the other skills, writing is generally considered as 

the most complicated one, as it will be demonstrated in the next section. 

2.2. Nature of Writing 

Writing is a means of communication between people. Collins English Dictionary 

(2003: 1175) defines it as: 

a group of letters or symbols written or marked on a surface as means of      
communicating ideas  by making each symbol stand for an idea, concept, or 
thing, by using each symbol to represent a set of sounds grouped into 
syllables. 

 In other words, the combination of letters to form words and sentences represents the 

sound when we speak. Hence, crystal (2006:257) specified that “writing is a way of 

communicating which uses a system of visual marks made on some kind of surface. It is one 

of graphic expressions”. 

Writing does not consist of only graphic symbols or visual marks. These symbols need 

to be organized depending on certain rules to compose words which form sentences until 

reaching what is called a text. This text aims at conveying messages and communicating 

thoughts and ideas.  
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      Indeed, writing is not that much easy. It needs a great effort from the part of the 

writer to convey his thoughts and views concerning a particular topic. However, this macro 

skill is not a spontaneous or an innate activity. Instead, it requires learning. Similarly, Bell and 

Burnaby (1984, cited in Nunan,1989 36) declare: “writing is an extremely complex cognitive 

activity in which the writer is required to demonstrate control of content , format, sentence 

structure, vocabulary, punctuation, spelling and letter formation’’.  

      One other very important thing in writing is the fact that we address an audience 

when we write. So, there exists another participant involved in the whole process. In other 

words, we express our thoughts via writing as a medium of communication with an absent or 

an unknown reader. Consequently, we have to assure that what is written is clearly presented 

and can be easily grasped by the addressee. 

      Pedagogically, no one can deny the fact that writing plays an essential role in 

language teaching because students tend to write down notes and take written exams. Before, 

writing has been considered as a way of reinforcing the learning of grammar and vocabulary 

at the expense of acquiring a skill. Later, this notion has been revised by methodologists who 

have acknowledged the necessity of regarding writing as a vital skill for foreign language 

learners and native speakers (Harmer, 2004).  

      From what has been previously said, writing is a mental effort that allows writers 

to communicate via graphic transcriptions. In addition, the writer should avoid ambiguity 

when writing in order not to confuse the reader and facilitate the topic.  This complex 

communicative task is of great importance for second language learners and those who are 

using their first language (L1) as well. 
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2.3. Basic Rules of Writing 

Writing is a communication tool that translates thoughts into language .It requires 

some criteria that should to be taken into account to produce a good piece of writing including 

organization, clarity, coherence and simplicity. 

2.3.1. Organization 

A written text should be well structured and organized for the sake of attracting the 

attention of the reader and giving credit to the topic itself. Predictably, this organization 

contributes to guide the reader and encourage him to subconsciously follow the writer’s 

directions. This view is reinforced by Starkey (2004) who asserts that via organizing the 

writing process, you will lead the reader from the beginning to the end of your text. He or she 

will be able to explore the way the various points in your piece of writing foster your thesis  

It is an earnest necessity that organization takes place before engaging into the 

production of the written text through emerging some techniques that precede the actual act of 

writing basically known as free- writing and brainstorming. These techniques give the writer 

the opportunity to organize his thoughts and ideas and effectively pave the way to administer 

the writing process. Supporting this view, Chelsa (2006) declared that “the most technique for 

focusing and shaping your thoughts is brainstorming- allowing yourself some time to make 

connections with your subject, noting everything and anything that comes to your mind” (32). 

The same researcher, moreover, asserted that “free writing is probably the best-known 

prewriting technique. It works well when you have some thoughts on a topic”(ibid, 2006). In 

other words, the two techniques are approximately similar in the sense that they are timed and 

share the same kind of activities which focus on eliciting thoughts and ideas on a particular 

topic. 
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2.3.2. Clarity 

Since the major aim of writing is to convey information, the writer should be quite 

clear while presenting data via avoiding complex and ambiguous structures that may 

completely change the meaning. This essential element, as Starkey (2004:15) explained, is 

achieved through:  

1. Eliminating ambiguity: through excluding words or phrases that can be 

differently interpreted because the main objective of the writer is to guide the reader directly 

to the intended meaning. 

2. The use of modifiers: this leads to highly clarify your views and precise the 

main points you are dealing with via using powerful and specific adjectives and adverbs. 

3. Being concise: that is we should get directly to the point without unnecessary 

spinning around and worthless repetition or wordiness. Starkey also demonstrated that 

wordiness is boring, and it is a waste of valuable time and space (2004, p. 15). 

4. The avoidance of repetition: Furthermore, he added that avoiding repetition 

of ideas and information is mainly due to the fact that needless repetition proves that the piece 

of writing is messy. It is not   difficult to repeat ideas several times, changing it slightly from 

time to time. However, saying something appropriately once and being able to write your 

coming idea is not an easy task. 

2.3.3. Coherence 

 In addition to clarity, coherence is another important element in any kind of writing. It 

is achieved through smoothly connecting sentences and ideas. Without coherence, the reader 

is more likely to encounter problems in understanding the main points of writing. Thus, he 

will not be able to move easily throughout the written text from one idea to the next. As an 

attempt to spot light on the importance of coherence, Creme and Lea (2008) recommended in 
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their study the great role of showing coherence in making a good piece of writing. They 

believed that whenever the writer produces a coherent text, this will unveil that his ideas are 

well organized and linked so that the reader can easily grasp the meaning. Additionally, 

Murray and Hughes (2008) agreed that a good writer is the one who links his ideas as in a 

chain; each idea is connected to the following one. In case the links are lost, the connections 

disappear and the argument structure cuts off. 

          1                            1+2                        1+2+3 

 

Figure 2.1:  A Sequence of Ideas (Murray & Hughes, 2008: 46) 

These researchers concluded, further, that: 

 one of the main reasons writers fail to make themselves understood is because 
they take too much for granted and do not connect their ideas together clearly 
enough. As a result, the reader is unable to make sense of them and is therefore 
unable to evaluate them favorably. (ibid, 2008: 46) 

That is turning around the circle without getting directly to the point strongly hinder the writer 

from conveying his message. 

2.3.4. Brevity and Simplicity 

Not only organization, clarity and coherence characterize effective writing, brevity 

and simplicity also are of crucial value. The writer should look for conveying information as 

much as possible with few words. That is to say, instead of writing five sentences to express 

one idea, it is more suitable to state it in one meaningful sentence. In a matter of fact, brevity 

is very efficient in saving the reader’s time and patience as well. Furthermore, a good writer 

tends to write in order to express his thoughts rather than impress the reader. Some writers are 

keen on showing themselves while writing via bringing pompous words which may prevent 

the reader from comprehending the topic.  

IDEA 1 IDEA 2 IDEA 3 IDEA 4 
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All the rules mentioned above are not sufficient for the writer to produce a good text 

unless he includes some conventions of writing. For example, the first sentence which has to 

be indented should start with a capital letter and finish with a full stop without overlooking 

the other signs of punctuation such as the question mark, exclamation mark, colon…etc. 

Starkey (2004) summed up the fundamental aspects of writing in grammar, spelling, 

punctuation and capitalization. 

2.4. Distinction between Speaking and Writing 

      Language skills are classified into two categories: receptive skills which refer to 

listening and reading, and productive ones that include writing and speaking.  Even though 

the latter belong to the same type (productive), one cannot overlook the differences between 

them. Some educational researchers regard the written form of language as ‘more correct’ 

reinforcing the idea that writing is more highly valued than speaking. However, linguists 

opposed the previous view and strongly believed that speech is primary and written language 

is merely a reflection of spoken language. By way of exemplifying, children naturally start 

speaking before being able to write. According to Guardner (2003), the phase of speaking 

which is acquired precedes the phase of writing that is more likely to be learned. This point of 

view serves as a stepping stone to giving the primacy to speech at the expense of writing. 

     Additionally, permanence is a fundamental characteristic of writing because of its 

stability; that is it lasts for a long time. A written text can be stored and retrieved whenever 

needed. Supporting this idea, Rivers  & Temerley (1979,) pointed out that communication 

through writing can be read immediately after producing the written text or after months, 

years or even centuries. On the other hand, speaking tends to be temporary since it lasts for a 

short period of time. Moreover, communicating through the medium of speech fosters the 

interaction between the speaker and the hearer in a shared context which helps in facilitating 
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the communication. However, in case of writing, the absence of the reader obliges the writer 

to be more explicit in order to clarify the message. Furthermore, the audience is most of times 

general rather than specific. Accordingly, Crystal (2006:179) stated:  

Speech is time-bound, dynamic, transient-part of an interaction in which, 
typically, both participants are present, and the speaker has a specific 
addressee (or group of addressees) in mind. Writing is space-bound, static, 
permanent-the result of a situation in which, typically, the producer is 
distant from the recipient-and, often, may not even know who the recipient 
is (as with most literature). 

A crucial difference between speaking and writing relates to the main features that 

characterize each skill. In face to face conversation, we rely on a variety of paralinguistic 

features such as gestures, facial expression, stress and intonation so that our meaning would 

be conveyed whereas in writing, we use questions and exclamations that modify the meaning 

of what is written, commas, dashes, capital letters, underlying or writing in italics…etc. It is 

also believed that speaking and writing differ in the process writers and speakers go through. 

When producing a speech, there is insufficient time between the production and the reception 

and what is said can never be removed. Speakers are obliged to quickly decide what to say 

and correct their mistakes. Contrariwise, when writing, the final product can be revised 

several times since there is enough time to plan, edit, write and rewrite after correcting the 

mistakes. In this respect, Brown (1994, cited in Wiegle, 2002)  asserted: “writers generally 

have more time to plan, review, and revise their words before they are finalized, while 

speakers must plan, formulate, and deliver their utterances within a few moments if they are 

to maintain a conversation”(15-16). 

2.5. Connection between Reading and Writing 

Despite the fact that reading and writing do not belong to the same type, the 

relationship between these skills is close and interrelated. Being slaves of reading paves the 

way to be brilliant writers. This view was extremely supported by Stosky (1983, in Bader, 
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2007: 9) saying that better writers are those people who read extensively and better readers 

are more proficient in writing than poorer readers. That is, unlike those who do not read a lot, 

those who regularly read tend to have a good style of writing because of their exposure to a 

variety of readings. Thomas (1976, in Flippo and Caverly, 2000: 15) demonstrated that “a 

significant relationship existed between writing achievement and the amount and variety of 

reading experiences’’. In addition, Celce- Murcia (2001:224-225) claimed: “At the very least, 

readings provide models of what English language texts look like, and even if not used for the 

purpose of limitation, they provide input that helps students develop awareness of English 

language prose style’’. Moreover, communication represents the basis of reading and writing 

in the sense that writers communicate their thoughts, ideas and views through writing. In 

other words, the writer has to make sure that his message is clear and understood by the 

reader. Indeed, improving the communicative capacities requires a good writing- reading 

relationship. For Farell ( 1977, in Flippo & Caverly, 2000: 166), reading and writing have an 

influence on the way people communicate, what is involved in communicating and thinking 

according to them. From another perspective, reading is an effective way of evaluating the 

written productions in which the writer criticizes his work himself as an attempt to find out 

the mistakes committed in grammar, vocabulary and syntax. This type of reading was 

corroborated by Weigle (2003). 

      As a conclusion, both reading and writing affects each other. Reading contributes 

in ameliorating the writing skill and vice versa.  

2.6. Approaches to Teaching Writing 

Inevitably, engaging learners in writing in the target language is too difficult because 

developing students’ writing competence remains an arduous task for English language 

teachers. Actually, different approaches have emerged to provide teachers with a relevant way 
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of teaching writing which are the process approach, the product approach, and the genre 

approach. 

2.6.1. The Product approach 

The Product approach is a “traditional approach in which students are encouraged to 

mimic a model text, usually is presented and analyzed at an early stage” (Garbrelatos, 2002: 

5).That is to say, in a typical product approach-oriented classroom, students are supplied with 

a standard sample of a text and they are expected to follow the standards to construct a new 

piece of writing. Neman (1995) maintained that the product approach is chiefly concerned 

with how well the writer knows the structure of language. In other words, accuracy of the 

final output is the aspect the product approach focuses on. Hence, writing is based on the 

mastery of lexical and grammatical systems of language. 

The product approach emphasizes the final product which, according to Hedge (1988), 

has to involve the following aspects:  accurate spelling, use of vocabulary, meaningful 

punctuation, correct grammar, and linked ideas and information in order to develop a topic. 

However, for Raimes (1983), these aspects have nothing to do with the communicative 

dimension and meaningful expression of messages of written language. Consequently, the 

product approach was criticized in the sense that it is not guaranteed the error correction and 

grammar teaching can effectively contribute to learners’ improvement of writing. 

2.6.2. The Process approach 

As opposed to the product approach, the process one focuses on the process by which 

learners produce their written products rather than on the products themselves. For Leki 

(1998), process approach to writing is “the wandering path learners use to get to the final 

product” (10). Graham (1993) defined the process approach as the approach that treats all 

writing as a “creative act” which requires time and positive feedback. Additionally, Steele 
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(1992) describes the process approach as focusing more on the various classroom activities 

that promote the development of language use; brainstorming, group discussion, and 

rewriting. According to Steel (2004), there are eight stages SL learners go through when 

writing: 

� Brainstorming:  It is the first stage in which learners generate ideas and discuss the 

various aspects of a particular topic. 

� Planning/ structuring: Learners note down the exchanged ideas with the aim of 

judging the usefulness and the quality of these ideas. 

� Mind mapping:  This stage allows learners to make the possible relationships between 

the ideas which in turn help students with the structure of their texts. 

� Writing the first draft:  Learners write their first drafts in the classroom. This is 

usually done in pairs or groups. 

� Peer feedback: In this stage, learners become the readers of each other’s work. They 

exchange their drafts and respond as readers, which may improve their own drafts. 

� Editing:  Based on the previous peer feedback, drafts are returned and improvements 

are made. 

� Final draft:  Learners write their final drafts 

� Evaluation and Teacher’s feedback: Students’ writings are evaluated and the 

teacher provides feedback on it. 

2.6.3. The Genre approach 

The genre approach is concerned with provide students with explicit knowledge about 

language. Hyland (2002: 16) defined Genres as “abstract socially recognized ways of using 

language”. In other words, this approach has a social orientation where successful 

communication occurs through the writer’s interaction with the text to get comprehensible 
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message for the reader. The genre approach to teaching writing, as Paltridge (2004) claimed, 

emphasizes the teaching of particular genre students need for later social and communicative 

success. Hence, the discourse features of a particular text and the context in which this text is 

used is considered to be the main focus. Different Genres such as letters of apology, reports, 

articles are some examples among many others. However, some researchers, as Swales (2000) 

suggested that genre approach over-focuses on the reader while paying less attention to 

learner expression. 

2.7. Teaching a Writing Course under CBA 

Writing is not an isolated skill. Four skills work together to enhance the development 

of each other which refer to listening, speaking, reading and writing. Despite the fact that 

writing is a vital integrated activity, foreign language learners still find it difficult to start 

writing. Hence, developing the learners’ writing proficiency requires the teacher to be aware 

of the appropriate way to ameliorate their level. 

2.7.1. The Teacher’s Role in Writing 

 On the basis that the teacher’s work is usually associated with the students’ teaching 

and learning process at school, his role is crucial to students’ achievements. Harmer (2004) 

unveiled the cover on three main roles for the teacher before, during and after the process of 

writing: motivator, resource provider and feedback provider. Motivating learners to produce 

good written passages is the exclusive job of the teacher. In addition to motivating learners, it 

is very necessary for the teacher to provide information for the learners as an attempt to help 

them understanding the writing activities. Finally, the teacher should not neglect the necessity 

of enhancing the students’ self-confidence through giving feedback.   Accordingly, Harmer 

(2001) asserted that the teacher should encourage the productions of his learners and select 

carefully what and how much to put emphasis on. 
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2.7.2. Steps of the Writing Approach Fitting CBA 

It is a fact universally acknowledged that there is no particular writing approach that is 

suitable for all kinds of learners. As an attempt to overcome this problem, methodologists 

have brought the notion of integrating more than one approach in order to enhance the 

learners’ proficiency in writing. Consequently, this has led to the emergence of what is called 

process-genre approach which combines the principles of both process and genre approaches. 

      According to Saihi (2014), the steps the learner passes through are summarized as 

followed: 

First, pre-writing refers to the activity of motivating the learner to think and 

activating the prior knowledge. Richards & Renandya (2002: 316) constructed the pre-writing 

stage as: 

Pre-writing is an activity in the classroom that encourages students to write. 
It stimulates thoughts for getting started.  In fact, it moves students away 
from having to face a blank page towards generating tentative ideas and 
gathering information for writing. 

In this phase, the writer organizes his ideas before starting to write. Among the 

strategies that characterize this sage, we find drawing, talking and brainstorming. The latter is 

a way to gather information and come up with ideas without judging them. Oshima and 

Hogue (1999) see that “brainstorming for ideas can get you started writing more quickly and 

save you time in the later stages of the writing process” (4). This means that one way to 

brainstorm is to begin with a word and let ideas flow for a set of time.  

Second, drafting is the process of transforming ideas into letters. It is the stage in 

which the writer puts strong emphasis on content rather than mechanics. One way to do so is 

through taking notes, organizing thoughts into paragraphs and writing the first draft. 

Beginning to draft is always a difficult task, in which the writer feels frustrated as a result of 
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his production of false starts and mistakes at different levels. Harris (1993; in Tribble, 

1996:112) identified this stage as the step where the writer starts to “translate plans and ideas 

into provisional text”. 

The third step is revising; no text should be sent out or published without passing 

through this stage. Revising means to judge the content of the text by rereading it several 

times for the sake of avoiding embarrassing and making sure the meaning intended in the 

planning phase is conveyed following various techniques such as peer editing. According to 

Hedge (1988, cited in Tribble, 1996, p. 115), revising is the stage which distinguishes good 

writers from poor writers. 

While reaching the fourth phase of editing, the writer should take into account the 

mechanical, grammatical and spelling errors. One way to edit is proofreading for the purpose 

of locate any small mistakes the writer may miss out.  

The last step of publishing takes place after the text itself is ready, it is the time to 

work on some finishing touches then share it with others. The appropriate strategies fitting 

this stage are reading aloud, reading to a group, printing to the books…etc. Publishing is 

defined by Williams (2003) as “Sharing your finished text with its intended audience” (107). 

2.7.3. Techniques of Teaching Writing under Competency Based Approach 

On the basis that CBA gives the floor to the learner himself constructing his 

knowledge, the teacher should not overlook the techniques used teaching in the writing skill. 

Group work, problem solving and Project work are the main techniques underlying writing 

under CBA. 
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2.7.3.1. Group Work 

One of the distinctive traits of writing under CBA is the group work. It fosters the 

importance of interaction and interaction for the sake of improving the learners’ level. When 

grouping, the kinds of learning tasks should not be ignored. Similarly, Richards & Schmidt 

(2002: 234) agreed on three types of group organization including: 

� Whole-group instruction: in which all the members of the class is 
treated as a whole group. 
� Small-group discussion: the teacher splits the classroom into small 
groups of six to eight students where they work together and discuss topics. 
� Tutorial discussion group: it contains less than five students per group 
as an attempt to facilitate communication and naturalistic language in order 
to enable students to solve the learning problems. 

According to Harmer (2002: 117), the use of group work has the advantages of: 

• Pushing introvert students to talk. 
• Giving a variety of opinions and contributions. 
• Enhancing co-operation and collaboration. 
• Promoting the learners’ autonomy 
• Enabling some students to choose their level of participation more 

readily than in a whole class or pair work 

 In short, the group work strongly paves the way for both the teacher and the learner to 

effectively accomplish the learning tasks. It also helps shy students removing anxiety and 

nervousness. 

      However, and regardless of the great importance the group work has in facilitating 

the teaching process, it is of merit to toss light on its impracticality in certain educational 

systems as the Algerian one for the reasons mentioned below. 

-Despite the fact that students enjoy the situation of working together, the group work 

is generally noisy because of the overlapped classes.  

-The teacher is most of times deprived from joining all the groups to give help and 

correct their mistakes. 
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-  Controlling all the members of group is not an easy matter for the teacher. His 

primarily role is to provide learners with the instruction and diagnose their strengths and 

weaknesses. 

2.7.3.2. Problem Solving 

Problem solving, as defined by Richards & Schmidt (2002), is a task that calls for 

interaction in pairs and groups. Barker & Gaut (2002), further, stated that problem solving 

encourages the collaborative work to solve a problem via gathering and reviewing 

information concerning this problem and deciding depending on the student’s findings. The 

teacher, in turn, introduces the topic, which should state problems with different solution, for 

his students. After that, as Boussiadia (2010) demonstrated, learners start analyzing, 

suggesting, justifying, accepting or rejecting the others’ suggestions. Then, students start 

using the vocabulary written by the teacher on the board. 

Additionally, Boussiada (2010) presented two kinds of Problem solving. The former is 

known as short-term task (STT) in which the application of short term task takes place in no 

more than one class session. The latter, however, refers to long-term task (LTT) where many 

sessions can be required because LTT needs much time from the teacher. 

2.7.3.3. Project Work 

Different attempts have been made by a multitude to researchers to define project 

work is. Papandreou (2001), actually, identified project work as an approach that uses indirect 

teaching and gives special importance to both the process and the product of the students 

‘work (41). In a more detailed way, Richards & Schmidt (2002) reduced the definition of a 

project work to “an activity which centers around the completion of a task, and which usually 

requires an extended amount of independent work either by individual student or by a group 

of students”.  To consider Fried-booth’s (2002) definition, project work is seen as a student- 
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centred activity and what makes project work so worthwhile is the route to achieving such end 

product. The fruit of these definitions is that project work can be a possible way of 

approaching learning that is suitable for all levels and abilities. It gathers a group of learners 

together trying to reinvest what they actually acquired at school in order to achieve a common 

product. 

 As other learning devices, project work, naturally, has its own features that 

characterize it. According to Stoller (1997:4), the project work promotes: 

� Learners’ involvements and responsibility since it is learner-centered 
despite of the guidance and help of the teacher. 

� Cooperation rather than competition. That is it seeks to instill some 
social skills in learners. 

� Authentic integration of skills through engaging learners in collecting 
information from multiple sources which is a task that is more likely to 
occur in their daily life. 

� The importance of the final products of learners. 
� Motivation, self-confidence and autonomy in learners. 

2.8. Assessment of Writing 

In point of fact, different forms of assessing the written language have been arisen due 

to the changes of the teaching approaches. Before, traditional approaches focused on 

producing grammatically correct texts regardless of the the content and self-expression. 

(Chelli & khouni,2003). That is, teaching writing was based on the product approach relying 

on summative assessment to evaluate the students’ products. 

However, with the emergence of CBA where the focus is more on the process of 

writing, different types of assessing writing have appeared. Hence, the continuous assessment 

activities such as portfolios, peer assessment and self-assessment became of crucial 

importance. 
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2.8.1. Portfolios 

On the basis that production projects highly strengthen the linguistic competencies of 

the learners and achievements, it is of great value to preserve them to be employed in the 

future. However, one of the most significant means to do so is the portfolio which is 

recognized by Bastidas (1996:24-28) as “purposeful and systematic collection of students’ 

work that demonstrates the students’ progress, efforts and accomplishments in one or more 

areas”. Likewise, Richards & Schmidt (2002: 407) favoured the role of portfolio as 

“purposeful collection of work that provides information about some one’s efforts, progress or 

achievement in a given area. It is a learning as well as assessment tool”. In fact, this collection 

of learners writing intends to demonstrate their development over the course.  

 Spotting light on the main reasons behind the use of portfolios, Nunes (2004) asserted 

that they serve as an alternative assessment program as an attempt to document the learners’ 

best achievements. From another perspective, portfolios documents, rather, the process of 

learning and promotes the learner reflection. Furthermore, Weigle (2002) strongly consented 

that a portfolio gives learners the opportunity to show their writing performance in various 

genres and for diversity of readers and purposes. 

2.8.2. Peer Assessment 

In addition to portfolios, peer assessment represents another type of activity used to 

assess writing in which pupils exchange each others’ products and give comments and views 

about what is written as well as provide a correction (Coffin et al, 2003). Peer assessment 

calls for group work and gives pupils the chance to enrich their knowledge in addition to 

giving feedback to the learners’ outputs. Similarly, it helps in diagnosing their strengths and 

weaknesses. Furthermore, this kind of assessment strongly motivates pupils to handle their 

own learning and pushes them to be more active and autonomous in the classroom. 
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2.8.3. Self- assessment 

This technique intends to enable learners assessing their written abilities and reflect on 

them. For Boud (1995), in order for this assessment to be successful, there should be an 

interference of peers and teachers (15). The main benefit of this type of assessment it 

motivates and activates the pupils’ autonomy and critical thinking since they identify their 

errors and lead them to search for the suitable solutions so that a more learners-centered 

environment is created. 

2.9. Types of Scoring 

2.9.1. Holistic Scoring 

This rating scale, in fact, depends on the general impression got by the teacher when 

he reads the text for the first time so that he can evaluate it. In this concern, Weigle 

(2002:112) introduced holistic scoring as “the assigning of single score to script based on 

overall impression of the script”. This type of scoring can be very helpful for the teachers in 

the sense that it saves too much time while having many writings to correct. Despite the 

advantages this type of scoring has, there are some disadvantages that should be taken into 

account. It is worth mentioning that this scoring scale relies on only one single score which 

excludes other sides of the pupils’ writing abilities. In addition to that, for Brown (2004), it 

“provides little washback into the writer’s further stages of learning”(243). 

2.9.2. Analytic Scoring 

In this kind of scoring, the teacher analyzes the pupils; writings considering all the 

aspect of the language like grammar, vocabulary, coherence and cohesion. What makes this 

approach more useful is the fact that raises the pupils’ awareness of their weaknesses and how 

they improve their performance. However, analytic scoring was not away of criticism since it 
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is proved to be a time consuming approach (Brown, 2004). In other words, this type of 

scoring is of no practical use. 

Conclusion 
 
By way of conclusion, this chapter was concerned with some key issues about the 

writing skill. It has firstly defined the concept of learning to write and reviewed the nature of 

writing. Then, light was thrown on the basic rules of effective writing moving to showing the 

relationship between the spoken and written language and how reading is integrated with 

writing. Besides, the chapter has also drawn on the different writing approaches and how a 

writing course should be taught under CBA. Lastly, focus was tightened up on the main 

techniques fitting writing following CBA, assessment of writing and types of scoring. 
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Chapter Three: Field Work 

Introduction 

The theoretical chapters of this study were provided an overview of the CBA and the 

theoretical aspects of the writing skill. This chapter, in turn, aims at investigating the actual 

implementation of the CBA in a sample of Middle Schools. To do so, it sets out by     

identifying the population and sample chosen to undergo investigation, then, proceeds 

towards explaining data collection procedures which involve the use of a teacher 

questionnaire and a collection of lesson plans. Next, a description of the teacher questionnaire 

is included followed by its analysis and later a discussion of the results is carried out. The 

same procedure is replicated with the teachers’ cards, where lesson plans are described and 

analyzed then interpreted with regard to CBA’s principles and the insights they provide. The 

chapter concludes by carrying out a comparison between teacher opinions and their actual 

practice.  

3.1. Data Collection Procedures 

  Seeking to get deep insights concerning the implementation of CBA in teaching 

writing by middle school teachers of English, a questionnaire was administered to 20 teachers 

of English at different middle schools in El-Milia district, Jijel. In each of these schools, a 

teacher was randomly selected to take part in answering the questionnaire.18 teachers handed 

it back while the other two teachers had reasons for not completing it. It is worth noting that 

the questionnaire was distributed and collected in one week, which coincided with the exams 

period. The circumstance made it hard for teachers to answer on the spot, and harder for the 

researchers to contact them. 

Subsequently to turning in the questionnaires, these very teachers were additionally 

asked to provide the researchers with some of their writing lesson plans as an attempt to 

discover the practice of the CBA in teaching writing, compare to questionnaire findings and 
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gain insights into how the CBA is adapted translated in steps and procedures, given the reality 

of the field. These teachers’ cards were analyzed via a checklist that aims at exploring the 

various steps of a written course taken by these respondents. Though all the subjects who 

participated in the survey were assured that their identities would be kept anonymous and that 

their cards would only be used for the sake of research, teachers showed some reservation and 

reluctance which resulted in four teachers not giving back their cards, which means that the 

researchers relied on no more than 14 lesson plans in their analysis. 

3.2. Population and Sampling 

 For our practical part, we have randomly selected 18 middle school teachers of 

English from seven schools in El-Milia, Jijel, approximately three teachers from each school. 

Naturally, because the subjects are randomly chosen, teachers are heterogeneous by 

experience, which allows getting different insights and perceptions.  Selecting the four levels 

of middle school teachers can be justified by the fact that middle school is the learners’ first 

dealing with English where they should learn the basics of this language appropriately. 

3.3. The Teachers’ Questionnaire 

3.3.1. Description and Administration of Teachers’ Questionnaire 

 According to Nunan (2005), to investigate a limited number of research items by a 

relatively large number of subjects, questionnaires, which are very popular research tools, 

should be used. As the current study seeks to examine the implementation of CBA in teaching 

writing by middle school teachers, the most appropriate tool to conduct this research is the 

questionnaire which can yield precise data for statistical analysis. This questionnaire is largely 

conceptualized on multiple choice and open-ended questions divided into four sections. 
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The first section, which is entitled “ Background Information”, contains 3 questions 

mainly about gender of teachers, their highest academic degree obtained and their experience 

of teaching English in middle schools. 

    Moving to section two, namely CBA’s Awareness and Training, 3 other questions are 

asked. While Q4 intends to check whether teachers have received any kind of training that is 

related to CBA, Q5 and Q6 request teachers to rate their knowledge ( savoir) of CBA as well 

as their abilities and skills (savoir faire) vis-à- vis implementing the same approach.  

  The third section deals with “Teaching Writing”. It includes Q7 which aims to 

examine how often the teachers implement CBA when they teach writing. In addition to that, 

the a to z principles of writing under CBA are probed through revealing how many times 

teachers follow these principles when they teach the writing skill. Finally, this section ends 

with Q9, Q10 and Question 11. While Q9 attempts to reveal the regards that would make 

teachers adapt alternatives to CBA’s principles and techniques in teaching writing, Q10 and 

Q11 aim at unveiling the discourse types teachers usually provide written assignments about 

for their pupils and the aspects they want their learners to master in their written texts. 

 To conclude, section four is restricted to suggestions and recommendations proposed 

by middle school teachers to teach writing depending on the reality of the field and their 

experience. 

3.3.2. Analysis of Teachers’ Questionnaire 

Section One: background information 

Q1: Gender 

a.  Male 

            b . Female     
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Gender N° % 

a. 0 4 22.22 

b. 14 77.78 

Total 18 100 

Table 3.2.1: Teachers’ Gender 

     The above table clearly indicates that the great majority of the sampled population  

(14 out of 18) are females while the least number of teachers (22.22%) represent males. 

Hence, we conclude that female teachers outnumber male ones in middle schools. 

 

Q2: Specify the highest academic degree and the institution delivering it: 

………………………………………………………………………………….. 

Options N° % 

Licence 09 50 

UFC 01 05.55 

Master 07 38.89 

ENS 01 05.55 

Total 18 100 

 
Table 3.2.2: Degree Obtained 

 

Analyzing the results of table 3.2, we notice that half of the percentage of middle school 

teachers have ‘ licence’ degree following up by those whose degree is’ Master’ with a 

percentage of about 38% . UFC and ENS degrees are the less existent with no more than for 

each. 
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Q3. How long have you been teaching English at the Middle School? 

………………………………………………………………………………….. 

Options N° % 

Less than 5 years 09 50 

Between 5 - 15 years 04 22.22 

More than 15 years 05 27.78 

Total 18 100 

Table3.3: Teachers Experience 
 

The teachers’ responses indicate that 50% of teachers are new to the field of teaching 

and the percentage of 22.22% goes for those who have from 5 to 15 years of work. Therefore, 

more than half of middle school teachers are novice ones which means that they have 

witnessed CBA as students and teachers as well in the sense that they are well informed about 

the new approach. On the other hand, the experienced teachers, with a percentage of 27.78%, 

have been  implement CBA since its introduction and are able to make comparisons or use 

insights from the previous methods, especially that of teaching by objectives 

Section Two: CBA Awareness and Training  

Q4. Have you received any kind of training that is related to CBA? 

Yes      

No  

    If “yes”, please specify: 

………………………………………………………………………………………………… 

Options N° % 

Yes 15 83.33 

No 03 16.67 

Total 18 100 

Table 3.4: Training Related to CBA 
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As it is shown in the previous table, most of teachers (15 out of 18) pointed out that they 

have received training concerning CBA from either seminars with the inspector or theoretical 

lessons at the university.  That is the majority of middle school teachers were exposed to CBA 

in one way or another. Naturally enough, only three teachers seem to be excluded from any 

training. 

 

Q5.  How would rate your knowledge (Savoir) of the CBA? 

a. Excellent       

b. Above Average  

c. Average  

d. Below Averag 

Options N° % 

a 02 11.11 

b 07 38.89 

c 09 50 

Total 18 100 

Table 3.5: Teachers’ Knowledge about the CBA Principles 

As the above table illustrates, a high portion of teachers (88.89%) admitted that they 

have an above average/ average knowledge about CBA.Only two teachers out of the eighteen 

questioned reported that they are familiar with the principles of the approach. 

Q6. How would rate your abilities and skills (savoir faire) vis-à-vis implementing 

the CBA? 

a. Excellent       

b. Above Average  

c. Average  

d. Below Averag 
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Options N° % 

Excellent  01 55.55 

Above Average 09 50 

Average  08 44.44 

Total 18 100 

Table 3.6: Teachers’ Rating of their Skills and Abilities in implementing the CBA 

      Almost all teachers (84.44) rated their abilities and skills (Savoir faire) vis-à-vis the 

implementation of the CBA as either average or above average; only one teacher expressed 

high self-confidence in doing so. 

Section Three: Teaching Writing 

Q7.  How often do you implement CBA? 

 Always               Often              Sometimes             Rarely            Never      

Options N° % 

Always 04 22.22 

Often  03 16.67 

Sometimes 11 61.11 

Total 18 100 

Table 3.7: Frequency of Implementing the CBA in Teaching Writing 

    As it is displayed in the table above, the majority of teachers (61.11%) reported that 

they sometimes implement the CBA while teaching writing. Moreover, 38.89% of the 

informants stated that they always or often teach writing using CBA. Hence, it can be said 

that most of middle school teachers being questioned do not rely only on CBA during the 

teaching of the writing skill. 
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 Q8. How Often Do You: 

            This question is detailed into the a to z principles of writing under CBA, and asks 

about the frequency of each aspect as follows: 

Q8.a. Follow the Teacher Guide Book Instructions? 

        Always              Often              Sometimes                Rarely              Never         

Options N° % 

Often 04 22.22 

Sometimes 05 27.78 

Rarely 09 50 

Total 18 100 

3.8: Frequency of Teachers’ Use of Guide Book 

Results from this table imply that although some teachers (22.22%) often follow the 

guide book instructions when teaching writing, half of the population (50%) declared that 

they rarely resort to the guide book. This might be due to teachers’ beliefs that the guide book 

does not fit the actual implementation of CBA in their respective classrooms, and that, 

probably, they feel it necessary to adapt and select from the guide book of the approach or 

syllabus. 

Table3.9. Represents the results obtained from Q8.b, Q8.c, Q8.d and Q8.e dealing with 

the frequency with which teacher supply pupils with written assignments. 

 Q8.b. Assign your pupils to write in the classroom? 

Q8.c. Give your students written assignments as a home work? 

Q8.d. Give individual writing tasks in class? 

Q8.e. Assign pupils to work in groups? 

        Always              Often              Sometimes                Rarely              Never  
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Option 
In the classroom At Home Individual  In Groups 

N° % N° % N° % N° % 

Always 09 50 02 11.11 03 16.67 0 00 

Often 06 33.33 03 16.67 08 44.44 08 44.44 

Sometimes 02 11.11 05 27.78 03 16.67 09 50 

Rarely 01 05.55 08 44.44 04 22.22 01 5.55 

Total 18 100 18 100 18 100 18 100 

Table 3.9: Frequency of Giving Pupils’ Written Assignments 

     The aim behind this question is to reveal whether teachers highlight the importance 

of writing in the classroom in order to supervise pupils or they prefer to gain time through 

asking them to write at home. As it is shown in the table above, while most of the respondents 

(83.33%) stated that they always/often assign pupils to write in the classroom, a minority of 

them 27.78% said that they always/often ask pupils to write at home. It can be said that 

middle school teachers recognize the significance of scaffolding through keeping an eye on 

pupils while doing their writing tasks as a main feature of CBA. On the other hand, the 

portion representing teachers who often appreciate individual work is exactly the same for 

those who often support group work (44.44%). This may indicate that teachers generally give 

equal importance for both individual and group work. 

The table below includes the analysis of Q8.f, Q8.g, Q8.h and Q8.i.which have to do 

with pre-writing procedures followed by teachers. 

Q8.f .Brainstorm and discuss the topic with pupils? 

Q8.g. Involve pupils in note taking, mind mapping and outlining? 

Q8.h.  Provide a model text to imitate? 

Q8.i. Provide a model text for pupils to analyze? 
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        Always              Often              Sometimes                Rarely              Never 

Options 
Brainstorming Note taking/mind mapping /outlining Imitating Analyzing  

N° % N° % N° % N° % 

Always 15 83.33 06 33.33 02 11.11 07 38.89 

Often 03 16.67 05 27.78 04 22.22 06 33.33 

Sometimes 00 00 04 22.22 03 16.67 02 11.11 

Rarely 00 00 02 11.11 06 33.33 03 16.67 

Never 00 00 01 5.55 03 16.67 00 00 

Total 18 100 18 100 18 100 18 100 

Table 3.10: Frequency of Pre-Writing Activities 

As far as the table above is concerned, the majority of teachers (83.33%) always 

brainstorm and discuss the topic with pupils before starting to write which means that they are 

aware of the departing step of writing under CBA. Furthermore, involving pupils in note 

taking, mind mapping and outlining was also considered important since around 61.11% of 

teachers said that they always/ often follow the mentioned steps. Similarly, 72.22% of the 

participants validate the providence of a model text for pupils to analyze whereas a rate of 

nearly 38% valued the idea of imitating a text before engaging in writing against 33.33% who 

always or often do so. 

- Findings of Q8.j and Q8.k are illustrated in table 

Q8.j. Ask pupils to start drafting individually? 

Q8.k. Assign pupils to work in pairs/groups to start drafting? 

 Always           Often           Sometimes             Rarely             Never 
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Options 

Individually  In groups 

N° % N° % 

Always 06 33.33 03 16.67 

Often 05 27.78 04 22.22 

sometimes 02 11.11 08 44.44 

Rarely 03 16.67 03 16.67 

Never 02 11.11 00 00 

Total 18 100 18 100 

Table 3.11: Frequency of First Drafting Individually and in Groups 

This table clearly suggests that a total of 11 informants, constituting 59.11% of teachers 

stated that they always/often ask their pupils to start drafting individually. Besides, only 07 of 

them (38.89%) always/ often guide their learners to first drafting in groups. Hence, a 

considerable number of teachers overlook the importance of writing the first draft in groups as 

CBA dictates. 

--Seeking to analyze Q8.m and Q8.n, dealing with revision of first drafts, data are 

gathered in table 3.12. 

Q8.m. Ask pupils to revise their first drafts? 

Q8.n. Ask pupils to revise each others’ first drafts? 

  Always              Often              Sometimes                Rarely              Never 

 

Options 
Revising their first drafts Revising each others’ first drafts 

N° % N° % 

Always 06 33.33 03 16.67 

Often 05 27.78 04 22.22 

sometimes 02 11.11 08 44.44 
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Rarely 03 16.67 03 16.67 

Never 02 11.11 00 00 

Total 18 100 18 100 

Table 3.12: Frequency of Individual vs. peer Revision of First Drafts 

 The table shows that the majority of informants (61.11%) asserted that they 

always/often ask their pupils to revise their first drafts by themselves. On the other hand, no 

more than 38.89% of teachers supported the idea of letting pupils revising each others’ first 

drafts. 

 

Q8. o. Respond to pupils’ first drafts? 

  Always            Often           Sometimes             Rarely            Never 

                        

Options N° % 

Always 06 33.33 

Often 05 27.78 

Sometimes 04 22.22 

Rarely 03 16.67 

Total 18 100 

Table 3.13: Frequency of Teachers’ Responses to First Drafts 

The above table shows that a good portion of 61.11% of the participants stated that they 

always/ often respond to their pupils’ first drafts whereas 16.67% of them rarely do so.  

 

  -Table 3.14 summarizes the results of Q8.p and Q8.q, which deals with the teachers’ 

assigning pupils to work out a second draft and remain working individually or join efforts in 

pairs or groups. 
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 Q8.p. Ask pupils to write second drafts individually/ in groups? 

Q8.q. Assign pupils to work in pairs/ in groups? 

Always              Often              Sometimes                Rarely              Never 

 

options Individually  In groups 

/ N° % N° % 

always 09 50 02 11.11 

often 04 22.22 04 22.22 

sometimes 02 11.11 03 16.67 

rarely 02 11.11 08 44.44 

never 01 5.55 01 05.55 

total 18 100 18 100 

Table 3.14: Second Drafting 

This table clearly indicates that 77.22% of teachers always or often ask pupils to write 

the second drafts individually while 33.33% ask pupils to redraft in groups or pairs, and 

44.44% of the participants state that they rarely assign them to work in pairs or groups. 

Hence, it can be deduced that almost half of respondents rely on individual work rather than 

cooperative one which is not in line with CBA’s principles. 

 

-  The results of Q8.l and Q8.r dealing with teachers’ checking pupils’ progress both 

after first and second drafts are shown in the table 3.15. 

- Q8.l.  Move around the class to check progress? ( after the first drafts) 

- Q8.r Move around the class and check progress? (after the second drafts) 

Always              Often              Sometimes                Rarely              Never 
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Options 
After First Drafting  After Second Drafting 

N° % N° % 

Always 16 88.89 13 72.22 

Often 02 11.11 03 16.67 

Rarely 00 00 02 11.11 

Total 18 100 18 100 

Table 3.15: Frequency of Teachers’ Checking Progress in Pupils’ Drafts 

 

              As the above table illustrates, teachers always move around the class to check 

progress in both the first drafting (88.89%) and the second drafting (72.22%). This can be 

very beneficial for learners in that it allows them to recognize any possible grammatical, 

spelling mistakes and helps in generating and discussing ideas. In addition, this is an indicator 

that the teacher is acting as a monitor, which is the basic role of the teacher in CBA. 

           -  The following table expresses the data collected from Q8.s, Q8t and Q8.v, dealing 

with the frequency of correction strategies. 

Q8.s. Correct and edit the final products of your pupils yourself? 

Q8.t. Ask pupils to correct and edit their own products? 

Q8.u. Ask pupils to correct and edit each other’s products? 

Always              Often              Sometimes                Rarely              Never 

 

Options 
Editing by teacher Editing their own products Editing each others’ products 

N° % N° % N° % 

Always 06 33.33 03 16.67 03 16.67 

Often 07 38.89 02 11.11 02 11.11 
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Sometimes 02 11.11 08 44.44 05 27.78 

Rarely 03 16.67 04 22.22 06 33.33 

Never 00 00 01 5.55 02 11.11 

Total 18 100 18 100 18 100 

Table.3.16: Frequency of Teacher/Self/Peer Correction and Editing 

 From the previous table, we notice that 72.22% of the teachers declared they tend to 

edit and correct the final products by themselves. Besides, equal percentage of 27.78% goes 

for both teachers who always /often give the floor for their pupils to correct and edit their own 

products and those who always/ often let learners editing each others’ pieces of writing. 

    Q8.v. Ask pupils to share their final products with the class? 

Always              Often              Sometimes                Rarely              Never 

 

Options N° % 

Always 06 33.33 

Often 08 44.44 

Sometimes 04 22.22 

Total 18 100 

Table 3.17: Frequency of Instructing Pupils to Share Written Products 

What is deduced from table above is that only 22.22% of the sample sometimes ask 

pupils to share their final products with the class while the other 77.77% of them always 

/often push pupils to present and share their products for the whole class. 

   8.w. Organize remedial sessions depending on the pupils products and needs? 

Always              Often              Sometimes                Rarely              Never 
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Options N° % 

Always 02 11.11 

Often 10 55.55 

Sometimes 06 33.33 

Total 18 100 

Table 3.18: Frequency of Organizing Remedial Writing Sessions 

This question is meant to uncover whether teachers attempt to minimize their pupils’ 

writing weaknesses or not. As it is expressed in the above table, most of them often rely on 

pupils’ products and needs to prepare relevant remedial sessions. It can be said, then, that 

teachers are sufficiently aware of the importance of remedial work in developing a good 

writing proficiency in CBA. 

Q8.x. Assess pupils’ improvement? 

Always              Often              Sometimes                Rarely              Never 

Options N° % 

Always 07 38.89 

Often 06 33.33 

Sometimes 05 27.78 

Total 18 100 

Table 3.19: Frequency of Assessing Pupils’ Improvement 

The aim behind this question is to reveal whether teachers are considering assessment as 

a part of learning in CBA or not. The above table shows that a great number of them (72.22%) 

usually assess their pupils’ improvement in writing. Therefore, it can be stated that 

participants are aware that assessment goes hand in hand with the teaching learning process in 

CBA. 
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   -The following table represents the data collected from Q8.y, and Q.z., dealing with 

the frequency of rewards with regard to writing. 

             8. y. Reward pupils according to the quality of their products? 

              8. z.  Reward pupils according to improvement? 

Always              Often              Sometimes                Rarely              Never 

options Improvement  Quality     

N° % N° % 

  always 06  33.33    09 50  

often 07    38.89     04 22.22  

sometimes 05   27.78    05   27.78 

total 18 100 18 100 

Table 3.20: Frequency of Rewarding Improvements vs. Quality 

As it is patently illustrated in the above table, while only 33.33% of teachers always 

reward their pupils according to the improvement, whereas half of the participants tend to 

reward learners depending on the quality of their products. This might be due to the fact that 

some teachers cherish the pupils’ good quality at the expense of efforts and progress. The 

absence of balance between quality and effort is not in line with the precepts of the CBA. 

               Q9. Which of the following regards make(s) you adapt alternatives to CBA’s 

principles and techniques in teaching writing? 

a. The need to cover others aspects of the syllabus     

b. Insufficiency of time allocated for writing 

c. Large class size 

d. Others, please specify: 

…………………………………………………………………………………………………

………………………………………………………………………………………………… 
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Regards behind adapting alternatives to CBA N % 

b.   07  38.89 

a+ b 03  16.67   

b + c  06  33.33  

a+ b+ c   02 11.11  

Total 18  100 

Table 3.21: Reasons for adapting Alternatives to CBA’s Principles and Techniques in 
Teaching Writing 

This table shows that all of teachers (100%) agreed on the insufficiency of time 

allocated for writing as the main factor leading them to adapt other alternatives to CBA’s 

principles and techniques in teaching writing. Out of 18(44.44%) participants, eight stated that 

large class size is the main reason behind their unwillingness to use CBA in their classrooms 

while five of them ( 27.78%) related replacing CBA by other alternatives to the need to cover 

other aspects of the syllabus. 

       - In the following question, each Middle School (MS) level is represented in a separate 

table (MS1, MS2, MS3 and MS4) with regard to the discourse types of text mostly practised 

in writing. 

           Q10. On which of the following discourse types do you usually provide written 

assignments for pupils? Tick the levels which you have already taught) 

a. Narrative texts 

b. descriptive texts 

c. Expository texts 

d. Argumentative texts 

e. No difference 

f. Not sure 
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Options N % 

b 07 53.85 

a+ b 03 23.08 

b + c 02 15.38 

a + c 01 07.69 

Total 13 100 

Table 3.22: Written Discourse types provided for MS1 

       From the table above, we notice that almost all (92.31) of those who teach MS1 

said that they usually provide their pupils with descriptive texts as written assignments. 

Narrative and expository texts are only minimally dealt with, and no teacher provides written 

tasks on argumentative texts. It is worth noting that three teachers left the space for this 

question blank, making the number of responses only thirteen.  

Options N % 

b 03 23.08 

c 02 15.38 

a+ b 02 15.38 

b+ c 06 46.15 

Total 13 100 

Table 3.23: Written Discourse Types provided for MS2 

As for the written discourse types given to MS2, it can be observed that the majority of 

the informants (84.61%) tend to ask pupils to write descriptive texts. On the other hand, those 

who supported giving learners expository texts have a percentage of 61.53% whereas 

narrative texts are given by 15.38% of teachers. In other words, descriptive and expository 

texts are the most providing ones by MS2 teachers. 
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Options N % 

e 07 53.85 

f 01 14.28 

a+ b+ c 05 38.46 

Total 13 100 

Table 3.24: Written Discourse types provided for MS3 

  Analyzing the above table, we find that 53.85% of informants who teach MS3 said that 

there is no difference in the discourse types given to pupils while 38.46% of them highlight 

assigning pupils to write narrative, descriptive and expository texts. This may imply that half 

of the teachers prefer to vary the types of discourse while teaching writing for MS3 pupils. 

Options N % 

E 05 35.71 

a+ c 01 8.33 

a + b + c 01 8.33 

a+ b+ c+ d 07 50 

Total 14 100 

                             Table 3.25: Written Discourse Types Provided for MS4  

 Table 3.25 shows that half of the participants who teach MS4 asserted that all the 

suggestions mentioned are provided for pupils as assignments. Separately, both of narrative 

and expository texts were chosen by 09 teachers out of 14(64.29%) followed by 58.33% of 

informants who emphasized the providing descriptive texts. 

         -In Q11, the results of MS1 and MS2 are analyzed separately, as far as the focus on 

writing aspects to be mastered is scrutinized. 
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    Q11. Which of the following aspects do you want your pupils to master in their 

written texts? 

a. Correct Grammar 

b. specific Vocabulary 

c. Range of Vocabulary 

d. Correct Spelling 

e. Appropriate Punctuation 

f. Linking Ideas 

g. Organizing Content Clearly 

h. Good Ideas 

i. Correct layout 

j. All of the above 

k. Others, please specify: 

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

Options N % 

b+ d + e. 03 16.67 

b + c +d +e. 03 16.67 

d + e+ i. 04 22.22 

J(a+ b+ c+ d+ e+ f+ g+ h+ i) 08 44.44 

Total 18 100 

Table 3.26: The Major Aspects of Written Texts for Mastery by MS1 Pupils 

According to the table above, we observe that 44. 44 % of teachers in our sample (8 

among 18) focus on the mastery of all the given aspects in their pupils written texts. In terms 

of single aspects, all of the teachers agreed on mastering appropriate punctuation and correct 
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spelling whereas 14 teachers out of 18(77.78%) chose specific vocabulary. Finally, correct 

grammar and layout were selected by 66.66% of the participants. In sum, appropriate 

punctuation, correct spelling, specific vocabulary, correct grammar and layout are the main 

aspects that MS1 pupils should master in their written texts, according to teachers. 

Options N % 

a + b+ d+ e 04 22.22 

a + b + e 05 27.78 

a + b + e + i 06 33.33 

j(a+ b+ c+ d+ e+ f+ g +h +i) 03 16.67 

Total 18 100 

Table 3.27: The Major Aspects of Written Texts for Mastery by MS2 Pupils 

 The results show that a minority of 16.67% of participants said that all the aspects 

mentioned should be mastered. However, concerning single aspects, all of correct grammar, 

specific vocabulary and appropriate punctuation were focused on by all of the respondents. 

Half of teachers also highlighted the mastery of correct layout. 

Concerning the remaining two levels MS3 and MS4, all the participants have the same 

point of view since they acknowledged that pupils of these two levels should master all the 

aspects proposed. 
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Section four: Suggestions and Recommendations 

 

 

Q12 .Given the reality of the field, how do you suggest the writing be taught? 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………… 

 

  This questionnaire is concluded by asking for teacher suggestions about the 

implementation of the CBA. Teachers hold mixed opinions and judgement, and most of them 

agreed on the necessity to spend more time teaching writing   because one session to present a 

writing task is not sufficient. In addition, pupils should be motivated and involved through 

selecting topics related to their real life situation and interests via varying the supports and the 

writing tasks. Others believe that there should be a balance between individual and group 

work because both of them are of equal importance. While working in groups fosters 

collaboration and cooperation among pupils, individual writing improves pupils’ self-reliance. 

One other participant thinks that writing should be taught according to what the teacher has 

prepared his learners to express. 

 In a matter of fact, there were two opposite points of view given by two participants. 

The first claimed that pupils should be given the text or the written discourse to read and 

analyze at home before the writing session; then, the teacher discusses the layout, grammar 

punctuation…etc in the class relying on what they have analyzed; After that, he introduces a 

topic, brainstorms and then assigns pupils to write. The opponents of this idea saw that it is 

better not to give pupils any model text for the sake of enhancing their creativity and 

promoting their abilities and critical thinking. The last informant proposed that teachers 

should encourage their pupils to read more in order to be more exposed to the language. 
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3.3.4. Interpretation and Discussion of Questionnaire Results 

After having analyzed the results obtained from the teacher questionnaire, an attempt is 

made to interpret and discuss these results. The analysis of data has shown that half of the 

teachers being questioned are novice teachers which may imply that they are more familiar 

with CBA due to the fact that they have witnessed this approach as students and teachers 

unlike old ones who are more exposed to teaching by objectives. Moreover, the variation 

between experienced and novice teachers provides the research conducted with different 

insights and perspectives that makes the study more reliable. Analyzing data has brought the 

following conclusions: 

• Most of teachers, according to their answers, are sufficiently aware of CBA in terms 

of knowledge (savoir) and abilities and skills (savoir faire). 

• A considerable number of informants adapt alternatives to CBA’s principles when 

teaching writing since they stated that they sometimes implement CBA in written 

expression. 

• Half of the participants asserted that they rarely follow the instructions of the guide 

book during the writing process. 

• A huge number of teachers are aware of the departing step of writing under CBA since 

the majority of them brainstorm the topic and usually provide pupils with a model text 

to analyze rather than imitate 

• Individual work approximately characterizes all the writing steps that are supposed to 

be collective through splitting pupils into groups, as responded by teachers. 

• The majority of teachers involve pupils in revising their first drafts by themselves 

despite the fact they are supposed to give learners the opportunity to revise each 

others’ drafts, as suggested by CBA 
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• Most of the participants said that they don’t hesitate responding to pupils’ first draft 

which means that they are approximately aware of their role.  

• During this phase, the analysis has displayed that a high number of participants tend to 

edit and correct the final products by themselves without giving pupils the chance to 

correct each others’ 

• As revealed in Q8.v, the overwhelming majority of teachers hinted that they push 

pupils to share their final products with their mates and publish what has been written 

to the whole class, as CBA calls for. 

• As answered in the questionnaire, most of teachers are aware of the importance of 

remedial work and assessing the improvement. However, only a minority of them 

reward pupils according to the improvement whereas all of the rest focus more on the 

quality of the products. 

• While all of the teachers related the adaptation of alternatives to CBA’s principles to 

the insufficiency of time, a significant portion of the respondents saw that large class 

size also affects the implementation of some CBA’s principles. 
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3.4. Teachers’ cards 

3.4.1. Description: 

      In this part of the chapter, we have the intention to report and discuss the findings of our data 

gathering tool: the checklist to analyze teachers’ cards in order to know whether teachers of the 

sample are really implementing CBA while teaching writing or not. These findings are sorted out 

after a detailed examination of fourteen teachers’ cards using a checklist covering the steps that a 

teacher of English should follow to teach the writing skill under CBA. 

       First, the checklist searches for the pre-writing strategies in teachers’ lesson plans, including, 

brainstorming, involving pupils in note taking, mind mapping and outlining, and reading or providing 

a model text to imitate or to be analyzed. Second, looking for while-writing strategies: drafting, 

teachers’ feedback, revising, and editing. Finally, checking in teachers’ cards if they ask pupils to 

share their final products or not. 

    3.4.2. Analysis of the Checklist          

3.4.2.1.The pre-writing strategies: 

               a. brainstorming the topic 

               b. involving pupils in note taking, mind mapping and outlining 

               c. providing a model text 

       After checking the pre-writing strategies in teachers’ cards, we noticed that all teachers of the 

sample (100%) are giving full attention to those strategies. The fourteen teachers brainstorm and 

discuss the writing topic with pupils, involving them in note taking, mind mapping and outlining, as 

well as, giving a model text for them  to imitate or analyze its structure. In this phase, and in all the 

lesson plans, teachers before starting to write, they try to give learners an idea about the writing topic 
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by either asking questions related to it and the learners answer and interact, or by giving them a 

model text. The latter is given to be analyzed rather than imitated, as most cards show.   

3.4.2.2 .while-writing strategies 

a. First Drafting: 

                     a. 1. Individually 

         a. 2. In groups 

 

Options 

 

Yes No 

N % N % 

a.1 09 64.28 05 35.71 

a.2 05 35.71 09 64.28 

Total 14 100 14 100 

                  Table.3.28.Teachers Use of Individual vs. Group First Drafting 

      As it is shown in the  table above, basing on the results obtained after  analyzing the teachers 

cards, it is displayed that 64% of teachers do ask their pupils to start drafting individually, whereas, 

only 35.71 % of them allow pupils to work in pairs or groups.  

b. Revising the first drafts 

    b. 1. Each one revises his draft 

                           b. 2. Revise each others’ drafts  
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options 
Yes No 

N % N % 

b.1 02 14.28 12 85.71 

b.2 12 85.71 02 14.28 

Total 14 100 14 100 

Table.3.28.Teachers Use of Individual vs. Group Revision of First Drafts 

      The previous table gave an idea about how pupils are revising their first drafts. After the 

examination of the teachers’ cards, we found that most teachers (86%) prefer asking their pupils to 

read and revise each other’s drafts.  

c. Responding to pupils first drafts 

       According to the results obtained after the analysis of the lesson plans given by the teachers, 14 

teachers or 100% of them  always after asking their pupils to do a certain task , they move around the 

class to check progress, give help when it is necessary, and even provide a feedback to pupils’ first 

drafts.   

d. Second Drafting 

 

 

 

                                   Table3.30: Teachers Use of Second Drafting 

         After the examination of teachers’ cards, it was observed that our sample’s teachers are not 

giving importance to second drafting; most of them are skipping the phase of drafting again.  

options Yes No Total 

N° 01 13 14 

% 7.14 92.86 100 
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Moreover, only one teacher among 14(only 7%) asked his pupils to write a second draft. According 

to their lesson plans they have only one draft which is the first and the final one.  

2. Editing and Correcting the final Product and sharing it 

          The analysis of teachers’ cards shows that in addition to basing the writing lessons on only one 

draft, teachers of our sample ask their pupils to share their drafts before correcting them.  Pupils are 

asked either to read or write the products on the board. Then, the teacher corrects them and chooses a 

good one to write it on the pupils’ copybooks. 

3.4.3. Interpretational discussion of checklist results  

        Basing on the results obtained from the examination of teachers’ cards using a checklist, we can 

assume that middle school  teachers of English in El- Milia are implementing CBA when teaching 

the writing skill, but, with many changes in its  strategies except the pre-writing ones: 

• They focus on individual work rather than group work. 

• They skip the phase of second drafting. 

• They ask their pupils to publish their drafts to the whole class before correcting them. 

• They do not give their pupils the chance to correct each other’s drafts.  

Overall Discussion of Results 

After having analyzed and discussed the results yielded by both teachers’ questionnaire 

and cards, the researchers will now attempt to interpret and draw conclusions based on 

crosschecking the participants’ answers in relation to the research questions put forward in the 

introduction. Hence, what is followed next aims to present and interpret the major findings 

and draw conclusions from the aforementioned analysis.  
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The results obtained from the research tools revealed that despite the teachers’ 

knowledge about CBA’ principles, it has been clearly shown that these teachers are more 

likely to adapt alternatives to CBA’ principles. According to teachers’ questionnaire, the 

participants tend to make some changes but not all of them, in the writing steps due to some 

constraints teachers encounter during teaching writing. Analyzing the two research tools 

revealed that the major obstacles that oblige teachers of middle school to adapt other 

alternatives to CBA are the insufficiency of time and the class size. Teachers see that one hour 

for doing a writing task is not fully enough to improve the writing proficiency of pupils 

especially when following CBA since it requires allocating much time. Class size, on the 

other hand, is a challenging issue that is encountered by the teachers under study. Thus, in 

light of the analysis made above, to cope with the mentioned constraints, the following 

adaptations are the most important alternatives to CBA teachers undertook. Supposedly by 

CBA, the first draft should be written   in groups. However, the majority of respondents 

asserted that they ask their pupils to start drafting individually. Additionally, even though 

teachers answered on the question that is related to second drafting in the questionnaire, the 

analysis of their cards surprisingly showed that they do not even ask their pupils to write a 

second draft at all. Instead, they directly move to the last stage of writing which refers to 

publishing delaying the step of editing. In this phase, the analysis revealed that the pupils 

share their final products either by reading them to the whole class or the teacher chooses 

some samples to write on the board. Finally, the teacher involves himself in editing and 

correcting their products, as Q8.s and cards displayed.   

 As it is presented in the teachers’ questionnaire, the participants suggested the 

following recommendations: 

• Allocating much time for teaching the writing skill. 

• Balancing between the individual and group work. 
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• Motivating pupils through bringing topics that attract their interest. 

• Enhancing pupils’ creativity and critical thinking via avoiding the providence of model 

texts. 

Conclusion 

In summary, the content of this third chapter unfolded within data collection procedures, 

the population and sample and the two research tools used namely the teachers’ questionnaire 

and cards. Each research tool was described, analyzed and discussed separately then it was 

followed by an overall analysis that summarized all the findings found in the teachers’ 

questionnaire and cards. Statistical analysis has shown that group work is missing in most 

teachers’ classrooms.  Although some CBA’s principles seemed to be followed from the 

majority of teachers being questioned such as pre-writing, responding and publishing, some 

other steps of writing are either skipped or delayed. Hence, it becomes so clear that most of 

teachers tend to select and adapt other alternatives to the principles underlying CBA because 

of mostly the insufficiency of time and class size. Based on these findings, the second 

hypothesis is on the right way to be confirmed.  
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General Conclusion 

Putting it altogether  

The current study was an attempt to examine the implementation of  the CBA by middle 

school teachers and check out their awareness of the main principles underlying CBA when 

teaching the writing skill. The dissertation at hand was divided into three main chapters.  

|The first chapter took as its major concern reviewing some theoretical aspects of  the 

competency based including the definition of approach, method and technique  followed up 

by the historical background of Competency based approach and its definition. Then, 

competence, competency and communicative competence are also defined as well as 

presenting the theories of language and learning of this approach. In addition to throwing light 

on the main features and characteristics of CBA, types of learning and teaching activities and 

the role of both the teacher and learner are fostered concluding with assessment.  

The second chapter, which was meant to deal with the writing skill, focused primarily 

on definition of learning to write, nature of writing and its basic rules, distinction between 

speaking and writing and how the latter is connected to reading, approaches to teaching 

writing, presenting a writing course under CBA finalizing with techniques of writing and its 

assessment until reaching the types of scoring.   

 Finally, the last chapter was dedicated to expounding on the practical part of research. 

It has dealt with the presentation, analysis and discussion of the results obtained from the 

employed research tools, namely teachers’ questionnaire and cards. 

The interpretation of data revealed that the results concluded reinforced and 

corroborated the idea arisen in our study. It showed that middle school teachers are more 

likely to adapt other alternatives to CBA as the actual field calls for due to some constraints 
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they encounter while teaching the writing skill .It was also noticed that teachers tend to 

modify or even skip some steps of writing under CBA. Yet they showed awareness of the 

approach in terms of knowledge and abilities, but this awareness does not meet their 

requirements all the times. Summing up, it becomes so clear that our second hypothesis is on 

the right way to be confirmed. 

Pedagogical Recommendations 

Based on the findings of the present study, the researchers recommend the following: 

�  Pupils should be provided with more written expression sessions so that to have 

maximum benefit from writing activities because one session seems to be insufficient 

to develop their writing proficiency. 

�  It is of great importance for the inspectors to organize workshops instead of seminars 

which are most of times theoretical rather than practical. Teachers should be trained 

on how to put CBA into practice inside their classrooms because they can get 

knowledge (savoir) from any source. 

�  Teachers should not overlook the significance of group work in the different stages of 

writing under CBA due to the fact that it collaborative learning helps pupils to 

generate more ideas and interact with each other. Furthermore, working in groups 

overcomes shyness and pushes silent pupils to feel secure and ready to take their roles. 

� Covering the syllabus is absolutely important. However, achieving this goal should 

not be at the expense of pupils’ needs to improve their performance. 

� The ministry of education should limit the number of pupils in classrooms so that 

group work will not hinder the teaching process 

� Attracting pupils’ attention through selecting topics of their interest raises their 

willingness and readiness to involve themselves in the process of writing. 
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Limitations of the study 

When conducting this piece of research, some constraints were encountered by the 

researchers which are listed below:  

� The researchers intended to conduct classroom observation; however, because of the 

insufficiency of time, they relied only on the questionnaire and teachers’ cards as the 

main research tools. 

�  The difficulty of getting useful and relevant resources for the present study obliged 

the researchers to resort to some second hand references. 

� Because of the exams period, there were some teachers who kindly apologized for not 

being able to answer the questionnaire. Moreover, the very same reason mentioned 

prevented the participants from answering the questionnaire on the spot. 

�  Each participant was supposed to provide the researchers with a writing lesson plan of 

his own. However, only 14 teachers out of 18 could afford them. 

Suggestions for further research 

In case this topic attracts the future researchers, selecting other research tools such as 

interviews carried out with teachers or relying on classroom observation would absolutely be 

of great value. Moreover, extending the sample and varying the schools to be investigated 

from different areas would by no means yield more interesting results. 
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Appendices 

Appendix I: Teacher Questionnaire 

Dear teacher, 

 This questionnaire is part of a Master dissertation which aims at investigating the 

implementation of the competency based approach in teaching writing by Middle school 

teachers. You are kindly requested to fill it in by ticking the appropriate box (es) and giving 

full answers whenever necessary. Your answers are of great importance for the validity of our 

research. We assure you a total confidentiality. 

 Thank you in advance for your precious time, insights and cooperation. 

Section One: Background Information 

1. Gender: 

Male 

Female     

2. Specify the highest academic degree and the institution delivering it: 

………………………………………………………………………………….. 

3. How long have you been teaching English at the Middle School? 

………………………………………………………………………………….. 

Section Two: CBA Awareness and Training 

4. Have you received any kind of training that is related to CBA? 

Yes      

No 

If “yes”, please specify: 

…………………………………………………………………………………………

………………………………………………………………………… 

5. How would rate your knowledge (Savoir) of the CBA? 

Excellent              Above Average               Average             Below Average             Very Poor  

6. How would rate your abilities and skills (Savoir faire) vis-à-vis implementing the 

CBA? 

Excellent              Above Average               Average             Below Average             Very Poor  

7. When you teach writing, how often do you implement the CBA? 

Always                Often                         Sometimes            Rarely                      Never 
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Section Three: Teaching Writing 

8. When you teach writing, how often do you: Always Often Sometimes Rarely Never 

a. Follow the teacher guide book instructions in 
implementing writing? 

     

b. Assign your pupils to write in the classroom?      

c. Give your students written assignments as a home 
work? 

     

d. Give individual writing tasks in class?      

e. Assign pupils to work in groups?      

f. Brainstorm and discuss the writing topic with pupils?      

g. Involve pupils in note taking, mind mapping and 
outlining? 

     

h. Provide a model text for pupils to imitate?      

i. Provide a model text for pupils to analyze its structure 
and purpose? 

     

j. Ask pupils to start drafting individually?      

k. Assign pupils to work in pairs/groups to start drafting?      

l. Move around the class and check progress?      

m. Ask pupils to revise their first drafts?      

n. Ask pupils to revise each other’s first drafts?      

o. Respond to pupils’ first drafts?      

P; Ask pupils to write second drafts individually?      

q. Assign pupils to work in pairs/groups to write a 
second draft? 

     

r. Move around the class check progress?      

s. Correct and edit the final products of your pupils 
yourself? 

     

t. Ask pupils to correct and edit their own products?      

u. Ask pupils to correct and edit each other’s products?      

v. Ask pupils to share their final products with the class?      

w. Organize remedial sessions depending on the pupils’ 
products and needs? 

     

x. Assess pupils’ improvement      

y. Reward pupils’ according to improvement?      

z. Reward pupils’ according to the quality of their 
products? 
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9. Which of the following regards make(s) adapt alternatives to CBA’s principles and 

techniques in teaching writing?   

a. The need to cover others aspects of the syllabus  

b. Insufficiency  of time allocated for writing  

c. Large class size  

d. Others, please specify: 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………… 

10. On which of the following discourse types do you usually provide written assignments 

for your pupils? (Tick the levels which you have already taught) 

 MS1 MS2 MS3 MS4 

a- Narrative texts     

b- Descriptive texts     

c- Expository texts     

d- Argumentative texts     

e- No difference     

f- Not sure     

 

11. Which of the following aspects do you want your pupils to master in their written 

texts? 

 MS1 MS2 MS3 MS4 

a- Correct Grammar          

b- Specific vocabulary          

c- Range of vocabulary     

d- Correct spelling     

e- Appropriate punctuation       

f- Linking ideas     

g- Organizing content clearly     

h- Good ideas                          

i- Correct lay out     

j- All of the above     

k- Others, please specify:     
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………………………………………. 

………………………………………. 

………………………………………. 

 

Section four: Suggestions and Recommendations 

12. Given the reality of the field and depending on your experience, how do you suggest 

writing should be taught? 

 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………… 

 

 

 

 

 

 

Thank you very much 

 

 

 

 



 

Appendix II: Criteria for Teacher Cards Analysis 

N° Questions Yes No 
01 Brainstorming the topic   
02 Involving pupils in note taking, mind mapping and outlining   
03 Providing a model text   
04 First drafting   
05 Revising the first drafts   
06 Responding to pupils’ first drafts   
07 Second drafting   
08 Editing and correcting the final draft   
09 Sharing final products with the class(publishing)   
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