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COMPETENCY-BASED ENGLISH TEACHING IN
BENIN: MYTH OR REALITY?

Léonard KOUSSOUHON!, Etienne K. IWIKOTAN ?

Université d’Abomey-Calavi
ABSTRACT

In Benin, the implementation of a competency-basedcula reform in
secondary education began in 2001. The objectitkisftudy is to find
out whether the English curricula are truly competg-based. To that
effect, some members of the curricula developmeaimt were
interviewed and the curricula as well the textboaksall four grade
levels covered by the study were reviewed. Thenfisdof the study
revealed that the procedures followed to develadirricula are not
consistent with available frameworks for developiagcompetency-
based curriculum (Weddel, 2006; Mrowicki, 1986).t Maly are the
selected competencies too broad and unspecifictheitassessment
criteria were not developed before the actual immatation of the
curricula. In addition, individualization of instation, which is one of
the key features of the approach, is difficult fply given the large
number of students in Beninese secondary schossrdams. Finally,
most of the materials in the textbooks are contri@ed as such they are
not likely to prepare students for real-life siticats. All these shortfalls
are certainly due to the fact that the curriculavdpment team
members interviewed did not seem to be very coawerwith the
competency-based approach. All in all, the Engtsiricula currently

! Dr. Leonard Koussouhon is a Professor of appliegligh linguistics at the English
Department, Université d’Abomey-Calavi, Benin

2 Dr. Etienne K. Iwikotan is an Assistant Professbrapplied English linguistics and
translation at the English Department, Universif&dmey-Calavi, Benin

All correspondences about this article should be & Dr. Etienne K. IWIKOTAN at
ekiwikotan@gmail.com
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implemented in Beninese secondary schools are ifam fbeing
competency-based.

Key words: Curriculum, Competency-based approackcoB8dary
Education

INTRODUCTION

Over the years, researchers and the educationainaaity in general
have strived to find better approaches to teachamgyuages. Such
approaches include but are not limited to the comoative language
teaching, the task-based language teaching, andatimpetency-based
language teaching (CBLT). The competency-based oagpr to
language teaching is at the heart of the seconedugation curricula
reform launched in Benin during the academic yd3122002. Since
then, the reform has never been evaluated to digterits strengths and
weaknesses. Furthermore, teachers have not beéitraiméd and the
quality of materials developed as part of the mafadloes not seem to be
adequate.

The purpose of this paper is to determine if theouated English
curricula are truly competency-based. To that ¢ffeql) analyzes the
procedures followed to develop the curricula; éXplores the curricula
development team members’ perceptions about thepetancy-based
approach. In other words, the paper is an atteoptdvide an answer to
the following question: Are the innovated Englistrrecula currently
implemented in Beninese secondary school truly adernxy-based?
After shedding some light on the competency-baspdraach, the
methods and procedures, the details of the findifgthe study are
presented.

Historiography of the Competency-based Approach

The temporal as well as spatial origins of the cetepcy-based
approach (CBA) are not easy to trace. However, rsosblars believe
that the CBA dates back to the 1960s and 1970sordotg to Findley
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and Nathan (1980), it started in the States of @med-lorida, and

California in the United States in 1975 and 197i6e Thovement spread
quickly to language teaching insofar as languagditiiions were

required to indicate competencies to be acquirelédmners and how the
competencies should be assessed (Findley and N&t®&@). Auerbach
(1986) is also of the opinion that the competenagel approach (CBA)
started in the United States in the 1970s in respdo the educational
crisis of the 1970s and in a bid to holding teash®aore accountable.
The CBA was used in teacher, elementary, high, ahdt education

programmes.

Furthermore, Tuxworth (1989) contends that the G introduced in
response to the educational crisis of the 196GkenUnited States. At
the time, it was believed that there is a strongetation between
teacher competence and student learning. As a goesee, the US
Office of Education gave ten grants to higher lesgninstitutions to
develop elementary school teacher training prograsnrwith the
specification of competencies to be acquired. FHoh&ds (2001), the
CBA emerged in the USA in the 1970s and it was lyidesed in
vocational education and adult ESL programmes.him s¢ame vein,
Richards and Rodgers (2001) advocate that the Q4 ‘been widely
adopted by the end of the 1970s, particularly asbtisis for the design
of work-related and survival-oriented language b@ag programs” (p.
141) for adult migrants to enable them to functianthe American
society. The focus here again is on adult educatiod language
teaching in particular.
Apart from the United States, the competency-bdaeduage teaching
also developed in Europe in the 1970s through then€il of Europe
Syllabus that was based on functional competerdgegloped by van
Ek in 1977. However, Hirtt (2009) posits that thempetency-based
approach was introduced in the Netherlands in 894 and recently in
Belgium in 2008 but the approach was severely ciséd in the
Netherlands in the 2000s because of the confusietsted to the
concept of competency. In Australia, Docking (198#)icates that he
was involved in a project whose objective was tcecHy the
competencies related to over one hundred trad&868 for purposes of
590
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curriculum development. Furthermore, “the economiins of the
competency-based approach can be traced back@& & report from
1968" (Docking, 2009, p. 9). It is not clear whathgocking’'s project
was part of the OECD report.

Notwithstanding the foregoing facts, the availabieerature also
suggests that the origins of CBE in the United &tatan “be traced
further back to the 1920s, to the ideas of edunatioeform linked to
industrial/business models centred on specificatidnoutcomes in
behavioural objectives ...” (Tuxworth, 1989, p. .1llt)can therefore be
said that CBE was born out of attempts to applyinass principles to
education. During the same period, Bobbit (1928duhis analysis of
functional competencies adults need to live in Umited States to
develop curricular objectives. Other sources atslicate that the idea of
CBE originated in the 1860s. At the time, Spenceliebed that his
analysis of major aspects of human activity shdwddused to design
curricular objectives (Griffith and Cervero, 197The idea here is that
curricula should be developed taking into accouh@atwiearners are
going to do in the future. But this seems unrdalisecause human
activity is changing constantly and it is diffictitt predict what an area
will be like from one year to the other. This shioistoriography shows
that even though the CBA can be traced back tanile19" Century, it
gained momentum from the 1970s in the United, Eeirapd Australia,
and OECD countries in general. Therefore, whattlagemajor features
of the CBA?

Key Features of the Competency-based Approach

Like any curricular approach, the competency-bamggroach has its
own defining characteristics. The first feature tbé CBA is that it
focuses on the learning product and not on thega®¢Auerbach, 1986;
Marcellino, 2005; Wong, 2008; Stout and Smith, 1988hat counts is
therefore the acquisition of the competency, notenahe strategies
used. Furthermore, in the CBE, instruction shdiddonstantly adapted
to the “changing needs of students, teachers aedctmmunity”
(Schneck, 1978, p. vi). That is the reason why Dugk1994) maintains
that competency specifications must be continuakyisited for

591



Centre Béninois de la Cahiers du CBRST, Cotonou (Bénin)
Recherche Scientifigue ISSN : 1840-703X, N° 8 Décembre 2015
et Technique Volume 3

relevance and credibility. In addition, competeaciaust be clearly
specified, made public, and serve as basis foictum development,
teaching strategies and assessment (Docking, IB@dyorth, 1989).
Instances of competencies in language teaching“@am write short
reports” (Hagan, 1994, p. 36); can “answer bagiealiquestions about
pay, work availability, and hours...” (Tollefson986, p. 658); “can
prepare a job-application letter” (Richards, 2001,130). In addition,
decisions related to the instructional programneereegotiated between
the teacher and the learners (Hagan, 1994; Tuxwb@®0) even though
Lanier (2000) cautions that this should be dong arien it is possible.

Besides, the CBA focuses on life skills and as suohtruction is
targeted to future language needs of students anthat reason, it is
context-specific (Auerbach, 1986; Diang et al, 200hyung et al,
2006). As suggested by Richards and Rogers (206&)CBLT has
“often been used as a framework for language tegchi situations
where learners have specific needs ...” (p. 148)thermore, the CBA
focuses on successful functioning in society asdgial is “to enable
students to become autonomous individuals capdbteming with the
problems of the world” (Auerbach, 1986, p. 414)o#er feature is the
individualization of instruction, which implies thahe content, level,
pace, and objectives of instruction are tailoredintdividual student
needs and therefore instruction is not time-bounge(bach, 1986).

Apart from tailoring instruction to student specifieeds, the CBLT is
characterised by modularisation of instruction @sdsuch, “language
learning is broken down into manageable and imntelgianeaningful

chunks” (Center for Applied Linguistics, 1983, p. When it comes to
teaching, The CBA does not favour any specific héagx methods or
techniques (Diang et al, 2010; Weddel, 2006). Widgard to

assessment, the measures and standards to be wosedaluate

competencies should be designed and made publarebé@fstruction

begins (Tuxworth, 1989).

From a different angle, there are specific procesluior developing
competency-based curricula as suggested by Mrow(tRiB6) and
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Weddel (2006). Mrowicki (1986) suggests a five-sfpcess which
includes the review of existing curricula and miaisr needs analysis,
survival curriculum topics identification, spec#iton of competencies
related to each topic, and grouping of competenitigs instructional
blocks. On the other hand, the framework suggesie@eddel (2006)
includes four components: Participant needs as&dsraelection of
competencies, instruction targeting, and evaluatibnattainment of
competencies. However, it is the framework devalopg Mrowicki
(1986) that has been used in this study becausgetifically suggests
that curriculum developers should build on existilogumentation.

Notwithstanding the aforementioned features, thenmetency-based
language teaching has some important limitatioas should be pointed
out.

Limitations of the Competency-based Language Teaahj

The limitations discussed derive from the very deas of the CBLT.
The product-oriented nature of CBA is the firstigeom insofar as what
counts is the end result, not the process. In t@tuaof strong

accountability, teachers may resort to cramminghagh structure

classrooms that “emphasize the teacher’s role garosing learning
with little learner involvement in decision-makiagpout lessons” (Hall,
2011, p. 24), which conflicts with individualizatioof instruction.

Furthermore, there are no agreed scientific praeedfor the selection
of competencies. Consequently, the process mayiased Related to
the competency specification is the idea of emphasilife skills which

can also give rise to bias in the sense that “Ebection, organization,
and evaluation of curriculum content are value-gogd: What we
choose to teach, how we teach it, and how we etektadents reflect
our view of the social order and our students’ elat it” (Auerbach,

1986, p. 417). For example, in the competency-basediculum

developed to train refugees in the United States,type of language
taught the refugees enabled them to “care for tygértments in order
not to anger the landlord or other tenants, butwiwmit to do when the
landlord violates housing, safety or health regotet” (Tollefson, 1986,
p. 657). Another limitation is related to the indivalization of
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instruction. While this is possible in small class& may be quite
challenging in large ones found in developing cadast This is all the
more true since individualization implies monitgrimdividual students
in the classroom during the teaching and learninoggss and providing
feedback on home assignment, among others.

It is certainly because of the limitations and dwaiats that the CBLT

has not achieved great currency as language tepapioroach. That is
the reason why Richards and Rogers (2001) clags#y an alternative

language teaching method. Hirtt (2009) goes furtttertag it as a

pedagogical mystification. Its application in primaand secondary
schools in Indonesia is confronted with serioudidifties such as

cultural inappropriateness, lack of teachers’ naiton, large class sizes
and teachers’ low proficiency levels (Marcellin@03).

In spite of its limitations, the competency-basadguage teaching is
used in many countries. It is the implementationttd CBA in the
Beninese context that has been explored in the inémgapart of the

paper.

Methods and procedures

In order to address the aforementioned questiomxéanded review of
the available literature on the competency-basegraggh was
conducted so as to provide a clear picture of ttye features of the
approach. After this step, four members of theicula design team
were interviewed in order to get insights into pfiecedures followed to
develop the curricula and their perceptions abbetdompetency-based
approach. An informal interview was also conductéth the national
mastermind of the reform. All five interviews werecorded using a
Sony digital recorder. Field notes were equallyetakduring the
interviews. The textbooks developed as part of thtorm were
reviewed to explore the authenticity of the languaged.

After the field work, all the interviews were trandbed. The transcribed
interview data were analyzed using the coding moe suggested by
Dérnyei (2007) which consist in highlighting somarts of the data to
facilitate their identification and grouping. As Anose et al (2005) put

594



Centre Béninois de la Cahiers du CBRST, Cotonou (Bénin)
Recherche Scientifigue ISSN : 1840-703X, N° 8 Décembre 2015
et Technique Volume 3

it, the “coding is solidly grounded in the data”. @09) in a bid to
rearranging the data on the basis of the categtiré@emerged from the
analysis. In the process, the two-stage analyfieahework by Dey
(21993) which involves reading and annotating, agldting the data to
previous knowledge was also used insofar as the date analyzed
against the backdrop of the main features of thepatency-based
approach.

Findings of the Study

This study has enabled to conduct an analysiseointnovated curricula
development procedures, an analysis of the inndvatelish curricula
in light of some defining features of the CBLT, ath@ perceptions of
the curricula development team members about thepetency-based
approach.

Analysis of the Innovated Curricula Developmentdedures

The framework used for this analysis is that of Mieki (1986) which
includes the review of existing curricula and miaisyr needs analysis,
survival curriculum topics identification, spec#iton of competencies
related to each topic, and grouping of competenities instructional
blocks.

Concerning the review of existing curricula and enials, the first point
to be made is that there was no mention of examifonmer curricula
during the interviews. The curricula developmenante members
interviewed were not clear about whether or natesdture review was
conducted. In response to the question on litezatewiew, this is what
one of them stated:

Inspectors were leading all the teams. So, | thinh&t there is a
minimum to be communicated to the other team mesbecause not
only inspectors belonged to the team, many teachists belonged to
the team. In fact, they were there before inspsatame in...

The assumption behind this statement is that bectugspeople leading
the team were inspectors, then, there is no need fiberature review.
And no literature review was carried out because pilobe questions
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asked to get a book title were of no avail. No boolarticle titles were
provided. When the same question was asked to enotember, this is
what he responded:

No, no, they will be talking about them [books].eBvwe didn't get
from them any books as such. It was just handdutsas when Mr.
Lanier came from Canada that he brought a bookhicwthey used to
give us some handouts and Mrs. Jdnemde a copy of the most
important parts of the book for us. The book reféno is in French and
its title is Réussir la formation par les competencés. fact, the
respondent produced a copy of the handout duriegntierview. In this
statement, the respondent also made it clear thigt ane book was
brought. It is also worth noting the dichotomy beém both answers to
the same question, which may mean that not alltéaen members
attended the training during which the book wasulsed. With regard
to the needs analysis, it was not conducted eltbeause team members
ideas differed considerably on the rationale féecténg the topics of the
learning situationsOne interviewee stated that the “topics were ehos
as an answer to common life concerns, to everyifaycbncerns”.
According to another interviewee, the trend of léad globalisation
influenced the choice of the topics:

What guides us to choose those themes is the tklifg¢, what are the
possible themes that can guide, that can enlighteat, inform the
students as far as they are concerned in life oatdd with the
globalization, what is the actual themes that we davelop with them
so that they should not be behind what is happeinitige world.

For this respondent, they chose topics that wilhbde students to
understand what is going on around them as welltest is going on in
the world. In short, curricula were built aroungbial themes likely to
keep students abreast of world events and progress.

Concerning the specification of the competenciéstad to each topic,
only three competencies were developed and thepatreslated to any
specific topic. In addition, the competencies wam@rded in French.
Here is the list of the three competencies:

% Mrs. Jones is just a fake name
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- Communiquer oralement en angla{®ral communication in
English)

- Réaction a des messages lus ou enténdeaction to oral or
written messages)

- Ecrire des textes de types et de fonction variBsoduction
of texts of varied types and functions) (DIP, 2007)

More elaborated comments have been provided ingResection.

As far as the last step is concerned, grouping etemgies into
instructional blocks, the curricula designers diihgs the other way
round. They developed instructional blocks calatning situationgor
each grade level and tried to refer to the compétenn such blocks
From the foregoing, the curricula development pssds not consistent
with the frameworks suggested by Mrowocki (1986)cl8ser analysis
also suggests that the process does not fall withen framework
developed by Weddel (2006). Following this parttanclusion, the
focus is now on the comparison of the curriculshvibme features of
the competency-based language teaching.

Review of the Innovated English Curricula in Lighft Some Defining

Features of CBLT

This analysis starts with the specifications of teenpetencies. In fact,
the first competency is nothing but speaking. Téeoad one combines
reading and listening and the last one is writifidhe so-called

competencies here are nothing but the four langgéiis either taken

in isolation or in combination. However, the langeaskills are too

broad to be considered as competencies. This &atucharacteristic is
all the more important since each competency masinbstered by a
learner before he or she starts work on the nextpetency. The next
feature is the design and publication of assessmodtdria of the

competencies before the beginning of instructionthie case of Benin,
even the teachers did not know the assessmentiaritefore the

beginning of the implementation of the CBA curriith the country, let
alone the learners. It was only in 2005 that teechere trained for the
first time on assessment. Before that, assessmears developed in
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Porto-Novo and sent to the schools to be admimidtér students. This
is what transpires through the following lengthyreoents made by one
of the curricula development team members duriegrterview:

We went there in 2003 we decided to enter the mefprocess with an
initiative because before that people would desiggduation items from
offices in Porto Novo to be sent to schools ang theuld say teachers
are not well equipped to design evaluations itefmsl we said what?
They teach. How can you evaluate their students fyour offices? We

have to train them in evaluation and there was noorkess a conflict

between the former leading team and the new ingpetiat we were...

As it appears, the training on assessment was isgghnvhen a new
team took the leadership of the curricula develapmpeocess. It should
also be noted that the actual training took plac2d05 a few months
before the first experimental national examinatibhis means that no
assessment procedures were built into the strisctofehe curricula.
Furthermore, so far, there is no final agreementassessment. With
regard to the grading of examination papers fonete, there is what is
called ‘critere de perfectionneméntwhich requires that a student
should receive a grade of 12 out of 18 before beirtgled to part or all
the 2 marks for that criterion. In June 2012, theister of secondary
education issued a ministerial order stipulatireg tienceforth, a student
who gets 10 out of 18 should be entitled to theiglaor total benefit of
that criterion. So, 14 years after the launching tibé CBA, the
assessment criteria are still not well-defined,chihineans that there is
no strict way of certifying that a competency hasibmastered.

The next feature targeted is the involvement ofrlees in decision-

making about instructional design or curriculum &epment. From the
above development on needs assessment, it appedrshe learners
were not involved in the curricula development s The curricula
developers chose what they believed the learnezd. ienyway, given

that Benin operates national curricula, it wouldtually have been

impossible to involve the learners. The other ingarfeature discussed
is the focus on life skills.
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The focus on life skills means that learners avnglia only the language
forms that they will need to communicate effectyviel the situations in
which they will function later and such languagenis are determined
through empirical assessment of the required laggudhe problem
here is that the curricula under analysis are dednfor general
education. Therefore, it is not possible to know tfipe of language
students will need in the future. That is probably reason why one of
the assessment questions found in the third forak li® “How are you
going to use what you have learnt?” (DIP, 200723). This question is
echoed in a slightly different way in the fourthrfobook: “When will
you use the new language acquired?” (DIP, 20083p.This is a clear
indication that the instruction given does not ¢argany specific
language and it is up to the learners to decide &osvwhen to use what
they have learnt. Besides, if students are to bghtathe language to
function adequately in real life situations, thetenals used should be
authentic. All the same, most of the materials tbum the textbooks
from the first form to the fourth form are contrizén as much as they
were written by the curricula development team memlas stated by
one of the interviewees: “Then we found it necessarstarted writing
something so that [the teachers] can teach theutagey thedocuments
d’accompagnemenso we wrote, apart from the program, we wrote the
documents d’accompagnemeitom 6 to F.” The textbooks were,
therefore, written to by the curricula developefsoge first language is
French. In addition, there is no mention of thet fdiat they received
training in textbook development. As a consequetiez|anguage in the
documents is quite artificial. A typical example ike numerous
dialogues in which the characters are alphabetéttérs such as the
following one from the form 2 book:
A- Where were you last time?
B- | was in Parakou.

A- How long did you stay there?
B-I stayed there for three weeks. (DIP, 2008, p. 8)

The second example taken from the first form baoksi follows:
A: How do you feel?
B: | am sad. What about you?
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A: | am not sad. | am excited. (DIP, 200766)

In addition to the choice of characters, therelanguage use problems
in the documents as illustrated in the followin@ldgue from the first
form book:

- Femi: Do you have a Christmas tree?

- Eva: Yes, we do. We have a nice tree. | always déeadt with
coloured lights, stars, balloons, and flowers. Wdiadut you? What do
you do at Christmas?

- Femi: We usually organize a “Caleta carnival” ire thtreets.
We often choose a good dancer, dress him up anguive “Caleta
mask” on his face. Then we go from compound to cmmg singing,
beating drums and dancing. People give us moneyClumistmas
presents.

- Eva: That's interesting!

- Femi: Yes. We all like Christmas time. We are happy

- Eva: Merry Christmas, Femi!

- Femi: Merry Christmas to you too, Eva. (DIP, 200.764).

The first problem with this dialogue is the comliioa of the questions
“What about you?” and “What do you do at Christrids@rmally, the
guestion “what about you?” is asked to requestpirson to talk about
the same thing as the first person and it showddstlone. By asking
the question “What do you do at Christmas?” immiedlyaafter, Eva is
requesting two different pieces of informationts same time, which is
not often the case in dialogues. As a consequéramj has chosen to
answer the second question only. Moreover, the auatibn of the
pronouns ‘I" and ‘we’ does not seem to be apprderibecause the
dialogue two students, Eva and Femi. As such, edcthem should
speak on his own behalf.

From another perspective, the dialogue is a stboyighow Christmas is
celebrated. The use of the adverb ‘usually’ suggtsit Femi and Eva
are talking about the way Christmas is celebratetirething in the text
indicates that the discussion took place on Cheastary. Therefore the
fact that the children started wishing each otherrynChristmas shows
lack of coherence in the ideas expressed in tHeglia. All in all, the
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procedures followed to develop the curricula do fait within the
framework suggested by Weddel (2006) or by Mrowi¢k®86). In
addition, the curricula as they stand, lack mamyuees of the CBLT. Is
this due to the wrong perceptions of the curricdésvelopment team
members about the CBA?

Perceptions of the Curricula Development Team Meamiabout the
Competency-based Approach. During the informalrinégsv with the
mastermind of the reform both at primary and seaondchool levels,
he said that in the competency-based approach,

Le processus me préoccupait beaucoup or I'apprqudreles objectifs
ne permet pas de comprendre le processus. C'd'sinla des faiblesses
de I'approche par les objectifs. L'approche par tdgectifs met I'accent
sur les résultats. L'éléve doit étre capable dedéraun triangle isocéle.
Mais comment il va le faire, I'approche par les eddjfs ne le dit pas. La
procédure, I'approche par les objectifs n'en pages. IL n'y a que
I'approche par les compétences qui en pdtlevas much concerned
about the process while the objectives-based apprdaes not enable
to understand the process and that is one of thekwesses of the
objectives-based approach. The objectives-basetbagip focuses on
outcomes. The learner should be able to draw atédes triangle. But
how does he go about it, the objectives-based apprdoes not specify
it. The process is not the focus of the objectivased approach. It is
only the competency-based approach that focusest My own
translation]).

This construction of the competency-based apprasmaai contradiction
with one of the key features of the competency-thaggproach because
it stipulates in the CBA, the process prevails aber outcome. In fact,
as it was mentioned earlier, the competency-baggatoach rather
focuses on the outcomes or product and not on itheeps and that is
the reason why it favours eclecticism as teachimghod. The driving
force here is the achievement of the result. Thaven the reason why
it is said that the competency-based approach éscos outputs and not
on inputs. Wong (2008) indicates that “the approsebs outputs very
important rather than the learning process” (p.)18b, if the concern
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was to focus on the learning process rather thanotlicomes, on the
inputs rather than on the outputs as mentionechén statement, the
curricula being implemented are objectives-basent, competency-
based.

Although the following interviewee did not dwell ¢ime process-product
dichotomy, her comments give some insights intouraterstanding of
the concept of competency in language teaching:

If from example, from all that you have been taughtlass, you are
able once out of classroom, you are able to pgatatpractice in another
situation, all that you have been taught in classcan say that you are
competent. If you have the capacity or the ability other
circumstances, to put into practice, for exampt®) gre taught English
in class, and it is related to some themes, and ayeugiven, maybe
some pieces of advice, and out of the classroomaye able to put into
practice all that you have been taught...

What transpires from this statement is that a kxais deemed to have
acquired a competency when such a learner is abpaittinto practice
what has been learnt in the classroom. Being caanpetoes not mean
possessing some knowledge and being able to applany situation as
is suggested in the statement. In the CBLT, to dmpetent means
being able to use language targeted to a spedtii@t®n in that
situation. In general, the curricula developmenante members’
perceptions about the CBLT are in contradictionhwitost aspects of
the approach found in the literature. What do tinelifigs in general
inspire?

Discussion of the findings

With regard to the nature of the innovated curdcudne of the key
findings is that the design of the curricula did fmlow frameworks
established by Weddel (2006) and Mrowicki (1986) &®veloping
competency-based curricula. Apart from these tamnéworks, Brown
(1995) and Richards (2001) have described in thespective books
procedures to follow for curriculum development.akidition, Iwikotan
(2002) conducted research on students’ performancthe BEPC and
identified students’ most frequent errors throuph tinalysis of their
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examination papers. The findings of this researdteavour and others
could have informed the selection of items to idelin the syllabi even
if the curricula development team was not in a fmsito conduct
consultations.

Concerning the very features of the competencyebapproach, the
competencies on which the curricula are basedemebroad and there
are even no clear-cut indicators for measuring thehievement
(Auerbach, 1986; Richards and Rodgers, 2001). Eurtbre,
Nkwetisama (2012) suggests that “Competenciestatedsin specific
and measurable behavioural terms” (p. 520). Thepedemcies
mentioned earlier start with the word ‘reactionhigh is difficult to
assess. In fact, the study reveals that at thenbigj of the
implementation of the innovated curricula, everchesis did not know
how to assess their learners, which should not baea the case
because the assessment criteria should be defirteohade known to all
stakeholders before the beginning of instructionx@@orth, 1989). How
can all these problems be accounted for?

The major underlying factor of the problems is #sence of literature
review during the process. As a consequence of this curricula
development team members were conversant neithiér aurriculum
development procedures nor with the notion of caempey-based
approach. Competencies were likened with langukifje and the CBA
was treated as a process-oriented approach whdaiproduct-oriented
(Richards, 2001), which is a clear example of thp getween intentions
and the reality. This misconception further illasés the divide between
educational research and education policy makingxasessed in the
following statement: “In the world of education jwyl making, research
findings often do not seem to matter much” (Orla2d09, p. 113). In
the case under study, research findings have nitered at all.

Conclusions and Further Research

The principal goal of this paper was to determfrthe English curricula
currently implemented in junior secondary schoalsBenin are truly
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competency-based. This goal has been pursued thithegexploration
of the documents and the curricula development teaembers’
background on the competency-based language tepcHimee aspects
of the findings deserve to be flagged. First, thericula development
procedures are not in conformity with best prastida the area.
Secondly, the competencies around which the cuariatere built are
too broad to be easily measured. Thirdly, the tetmsked with
developing the curricula failed to consult therkieire, which accounts
for their misconceptions about the competency-béesegliage teaching
and curriculum development processes. As a congequé would be
interesting to investigate the circumstances incviihe team was set up
the backgrounds of its respective members.
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